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CALL/TEXT STRUCTURE READING STRATEGY/ENGLISH READIS

COMPREHENSION

The purposes of this study were (1) to comparedhding comprehension test
scores of the students who learned with the Tentc&ire Reading Strategy CALL
program (herein called TSRS) and those who didleatn with the TSRS CALL
program, but studied texts from the Voice of AmariVOA) Special English
Program web pages, and (2) to explore the studempisions towards the TSRS
CALL program and its usefulness. The participardasisted of 86 students with
medium and low English proficiency who registeredt foundation English Il
during the summer semester of academic year 200%Kasetsart University
Chalermphrakiat Sakon Nakhon Province Campus. ahgcgants were divided into
an experimental group (n = 42) and a control grgup 44). The two groups took the
pre-test, then the experimental group learned WBRS CALL program, but the
control group studied the texts from the VOA SpkEiaglish. Then the two groups
took the post-test.

The experiment tool was the TSRS CALL program, dick the efficiency
was 81.30/84.24, which was higher than the 80/&6rmn. The data were collected
using a pre-test and a post-test, a questionnawearts the program and its

usefulness, and a semi-structured interview. Tha deaere analyzed quantitatively
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and qualitatively. The statistical analysis of theantitative data included arithmetic
mean, standard deviatiomnd percentage. The testing of the mean differevas
conducted using t-test and ANCOVA. The qualitatdvata were analyzed using
content analysis.

The results were as follows:

1. The students with medium English proficiency vibarned with the TSRS
CALL program did not have significantly higher passt scores than the medium
proficiency ones who did not learn with the program

2. The students with low English proficiency whareed with the TSRS
CALL program had significantly higher post-test (p<.01) than the low
proficiency students who did not learn with thegyeom.

3. Overall, the students who learned with the paoghad significantly higher
post-test scores (p<.01) than the students whadatitkarn with the program.

4. The students who learned with the TSRS CALL moghad very positive

opinions towards the program and its usefulnéss 8.86, S.D. = .64
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CHAPTER 1

INTRODUCTION

1.1 Statement of the Research Problems

Reading is one of the four necessary importantuagg skills for those
learning English as a second or foreign languagd (EF-L), for academic success,
and for professional development. Thai universitifLEstudents need to read
textbooks, articles, or magazines written in Erglis acquire knowledge and gather
information for both their careers and their acaderstudies. The ability to
comprehend expository texts which make up the kflkheir foreign language
reading materials is, therefore, very importantdibof them.

At higher education level, the poor English readaiglity of Thai university EFL
students is commonly recognized across the couitrgi educators investigated the
reading ability of Thai EFL students and found tmabst Thai university EFL
students especially those who are not English mdjave low to medium English
reading proficiency (Anusornorakarn, 2002; Chinwenr2001; Rattanawanitpun,

1999; Sucompa, 1998).

Several causes have been identified in regard ¢oTimai university EFL
students’ poor English reading problem. These oela lack of reading resources, a
lack of strong reading culture, a lack of readitrgtegy knowledge, and teachers’ use
of unsuccessful teaching methods (Adunyarittigur98l Srisa-ant, 1990;

Sukamolson, 1992, 1993; Vanichakorn, 2003).



Though researchers commonly recognize that a ldckeading strategy
knowledge accounts, to a large extent, for EFL estigl poor reading ability,
instruction to train the students to be aware af affectively use reading strategies
rarely happens during big English reading classanast Thai universities. It seems
that Thai teachers of English assume that thetestis know reading strategies and
thus can use them to read English text effectivEherefore, the teachers just assign
the reading materials, have the students read, thed assess their reading
comprehension performance. The poor teaching mdikedhis can lead to students’
failure in reading comprehension. As stated by Bkarad Shanker (1988), more than
90 percent of learners’ reading failures could loyudd be blamed on poor teaching.
This is in line with the observational studies byrkin (1978-1979) and Pressley and
Wharton-McDonald (1997) which found that teachesgutarly assigned reading
tasks to their students and then tested their mgachmprehension, but rarely taught

the reading strategies needed by their students.

To address this problem, an effective reading exgsatinstruction must be
urgently carried out to promote Thai university EBtudents’ reading ability.
Research has shown that reading strategies cafidotively taught to EFL students
to help them comprehend English expository texisKfbn, Simmons and Kameenui,
1995; Leon and Carretero, 1995; Raphael and Kirshii®85; Troyer, 1994; Williams

and Stafford, 2005).

1.2 Rationale of the Study

Researchers have extensively investigated whainmgasirategies EFL/ESL

students employ in their reading (e.g. Chinwonn@)12 Huang, Chern, and Lin,



2009; Lin and Chen, 2006) and to what extent thossding strategies affect
EFL/ESL students’ reading comprehension (e.g. @hiaR005; Nearly, 2003;

Simpson and Nist, 2000; Steinagel, 2005; Wirotta2a02).

A number of reading strategies have proven to fextfe in improving EFL
readers’ comprehension of expository texts (BuR®e and Ross, 1999; Carlo and
Sylvester, 1996; Carrell, 1984a, 1984b; Connor, 419Bickson, Simmons and
Kameenui, 1995; Leon and Carretero, 1995; Prap@@3; Raphael and Kirshner,
1985; Raymond, 1993; Taylor and Beach, 1984; Tray@94; Williams and Stafford,
2005). However, one most effective reading strateglely supported by EFL and
ESL reading researchers (Chamot, 2004, 2005; Car2@03; National Reading
Panel, 2000; Newman, 2007; O’Malley and Chamot01@¥ford and Leaver, 1996;
Pressley, 2000; Shen, 2003) is the text structeaeling strategy. These researchers
claim that EFL readers can be taught to use thestexcture reading strategy to help
improve their reading comprehension of expositertd. Moreover, to make the text

structure reading strategy instruction effectivegaplicit instruction should be used.

Recognizing the importance of teaching text stm&ctreading strategy in
promoting EFL students’ reading comprehension g@osKory texts, and the positive
effects of using Web-based CALL programs for teaghieading strategies, EFL/ESL
researchers in the field of reading strategy imsibn in recent years have started
teaching the text structure reading strategy thmolgb-based CALL programs (e.qg.

Dreyer and Nel, 2003; Theodorou, 2006).

In this regard, various Web-based CALL programsehbgen developed for
delivering reading strategy instruction and it wasnd that most programs were

effective in teaching reading strategies (Cole,22Qbhnson, 2005; Kang Mi-Lim,



2000; Lee, 2000; Lynch, Fawcett, and Nicolson, 208@ghal, 2001; Son, 2003).
Also, Web-based CALL programs have been widely suppg by research in L2
reading because they promote active learning aedaictive instruction. With a Web-
based CALL program, students are encouraged to/ siidheir own learning pace
(Klassen and Milton, 1999). Web-based CALL prograis® support the acquisition
of reading skills through various embedded toolghwhese tools, they can check the
results of the exercises after they are done. Tograms move them gradually from
easier to more difficult exercises according tartlevels and abilities. When students
fail to answer correctly during their activitiebetprogram can provide drills or even

explanations.

Moreover, it was found that students generally pasitive opinions towards
L2 reading strategy instruction via Web-based CAltbgrams. For example, Singhal
(2001) developed a Web-based CALL program for te@cheading strategies
including text structure strategy and tested ithw®2 students with 12 different
language backgrounds, and found that the studesdsam overall very positive
opinions toward learning with the program. Al-Seg#gra(2005) and Son (2003) also
found that students had generally positive opinicowards Web-based CALL
programs embedded with different modes such asds@nd pictures that were

designed to facilitate reading comprehension.

However, regarding the Web-based CALL programs ldgesl for the
purpose of teaching the text structure readingegiyato EFL students, very little
research has been found. To the researcher’s kdgeleno research has been done
on the effects of a Web-based CALL program paréiduldeveloped to teach the text

structure reading strategy to Thai university ERudents who are generally of



medium and low English proficiency. It is, therefpevident that there is a persuasive
and urgent need for a Web-based CALL program fachmg the text structure
strategy that is specially designed for Thai ursitgrEFL students. Responding to

this urgent need, this study was carried out orfidh@wing grounds:

Firstly, most previous research on text structesgling strategy instruction, as
far as the literature review goes, was carriedfecuising on ESL/EFL students using
English as the main medium of instruction (e.g. Btoara 2004; Singhal, 2001;
Theodorou, 2006). The quantitative and qualitafimdings from these studies may
not be generalized to cover the instruction of ®xticture reading strategy for the
Thai university EFL students, hence being deemaggropriate for the context of the
Thai university EFL students who are mostly of nmediand poor English proficiency
backgrounds. The present study, on the other hamad, meant to investigate the
effects of a Web-based CALL program that is taittade for Thai university EFL
students with medium and poor English proficiedaydoing so, L1 (Thai) was used
in combination with L2 (English) as the medium p$truction. The findings of the
study would, therefore, be generalized across ladli Btudents with similar English

proficiency levels.

Secondly, previous research investigating the tffe¢ Web-based CALL
programs on EFL students’ reading comprehensidengfish expository texts did not
provide sufficient qualitative findings relevant the students’ opinions toward
learning with the programs, especially in termstlod application of the strategy
knowledge and ways to developing the programs itcsm-all English using context.
This study, instead, investigated the true aspetta Web-based CALL program

through mixed methods of data collection (a writtgrestionnaire and an interview).



Results from the study would, therefore, add toenorderstanding and knowledge in
the field.

Bearing some interesting contributions to the tagocal implications, the
present study adopted sound principles of secamgubge acquisition (SLA) theory
and cognitive and constructivist approaches toveaWleb-based CALL program for
teaching text structure reading strategy, whichuiregl the participants to read and do
expository text-related practice exercises. Finglimgthe present study regarding the
applied SLA principles in terms of salient key lingfics, modifications of input, and
error notice, could contribute to a much wider ¢desation and use of SLA
principles for L2 reading strategy researchers vadesign a Web-based CALL
program.

The present study also adopted cognitive and aaeistist approaches to
designing a Web-based CALL program that focuseleamers’ attention, perception,
enhanced memory, individual learning, discoveryreay, knowledge construction,
and authentic tasks as well as activities. Itsifigd in relation to these two learning
theories could provide a framework for designingvab-based CALL program for
teaching text structure reading strategy. Therefiw®y might encourage EFL reading
teachers at university level to incorporate or edlewelop a CALL program, and also

benefit those interested in improving their reacabdgity.



1.3 Research Questions

The following research questions were addresséusrstudy:

Research question 1. What are the effects of the TSRS CALL program on
English reading comprehension of Thai university. Efudents with medium and
low English proficiency?

Research question 2: What are the students' opinions towards the TSRS

CALL program and its usefulness?

1.4 Definitionsof Terms

For the purpose of this study, the following termns defined:

Expository text is the text which is written to present factuabimhation or
ideas. This type of text is referred to as conéeat text, which includes social
studies, math, or science (Spafford, Pesce, andsgérp1998).

Text structureis "the way in which the ideas of a text are irgkated to
convey a message to the reader" (Mayer and Ri@&2, 10 319). In this study, text
structure refers to the following organizationsd#as in expository text: sequence,
compare/contrast, and cause/effect.

Text structurereading strategy is a reading strategy that involves readers’
use of knowledge of expository text structureselphtio comprehend English
expository texts (adapted from Raymond, 1993, p.12)

Text Structure Reading Strategy (TSRS) CALL Program is a computer
assisted language learning program developed biesisarcher of the present study
for teaching text structure reading strategy valtiternet, focusing on three

expository text structures: sequence, compare/asiiand cause/effect.



CHAPTER 2

LITERATURE REVIEW

2.1 Introduction

Instruction of text structure reading strategy wkzied on the Web was the
basic construct in this research which investigatedeffects of a Web-based CALL
program for teaching text structure reading stratag Thai university EFL students'
English reading comprehension, as well as the stadepinions towards the program
and its usefulness. Accordingly, some relatedditee and research were reviewed
to obtain sufficient background information for tsteidy. The topics discussed in this
chapter cover the following broad areas: readinglei®and reading strategy as well
as reading strategy instruction; text structure sd structure strategy instruction;
Web-based instruction and other relevant areasedisas research on CALL-based
reading strategy instruction. The conclusions efc¢hapter are presented towards the

end of the chapter.

2.2 Models of the Reading ProcessinL1and L2

When it comes to the study of English languagedirephas usually been at
the center of debates among teachers and researdimerefore, an attempt will be
made to define reading as a communicative procgs®llmwing certain relevant
descriptive frameworks in this area. There areetlmain "models” being proposed to

explain the nature of foreign learning to read:da@ftom-up processing model, which



is so called because it focuses on developing &lsec [skill of matching sounds with
letters, syllables, and words written on a paggid@-down processing model, which
focuses on the background knowledge that a reads to comprehend a text; and (3)
the third model called "interactive" model whichcamporates both top-down and
bottom-up processing models and regards text pgowg®s a non-linear, constantly
developing phenomenon where both the former exptarsa constantly react and
influence one another (Grabe and Stoller, 2002;di&wlomon, and Burns, 1996).
Current reading research claims that L1 and L2eesadse a similar cognitive process
when they read (Eskey, 2005; Grabe, 2004; Nunaf9;1®’Donnell and Wood,

2004). Therefore, in this section, all the thresedieg models will be described

221 Bottom-up Reading Model

This reading model is developed by Gough (1972) wlhons that reading is
a process of decoding letter-by-letter. After readegin to decode the letters of word
level and syntactic features of text, they canditiieir textual meaning. They read
texts by ways of focusing on linguistic forms ag tlevel of word and sentence. As
familiarities with the words increase, the readei automatically recognize the
words. This helps them to read fluently. On toptto$, comprehension is produced
when readers decode the letter, encode the souhthean construct the meaning from

the text.

Though this model is convincing, researchers (Cl28®2; Johnson, 2001)
still do not vehemently support it, pointing ouaithhe spelling-sound correspondence
is complex and unpredictable. They argue thatglosess of reading causes slow and
laborious reading because of short-term memory loady and readers’ easily

forgetting what they have read at the end of tlaelirgg (Adams, 1990; Nunan, 1992,
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1999; Nuttall, 1996;). According to Day and Bamf¢i®98), if a reader cannot keep
a sentence long enough in the short-term memorgmpoehension will be less
satisfactory. Therefore, readers may remember isalgted facts but cannot integrate
them into a cohesive understanding. Another lindtatof this model is that the
information contained at this level cannot interath the higher level information

(Rumelhart, 1977).

Though the bottom-up reading process has beegizeti as having covered
only unilateral aspects of the reading processjlithas a great deal of contribution to
reading research (Adams, 1990; Alderson, 2000;daopsnd Cooper, 2002; National

Reading Panel, 2000).

Hsueh-chao and Nation (2000) investigated the eftdcthe density of
unknown words on reading comprehension, using aatna text and 66 English
native speakers attending a pre-university Engtisbrse in an English speaking
country as participants. The findings were thatual®8% coverage of vocabulary
seemed to be necessary for learners to gain adeaqoanprehension. About the
threshold issue, the results also suggest that @rapsion would be difficult if the
threshold level was below 80% vocabulary cover#figbe learner had high a level of
vocabulary, he/she would not need to depend ongoackd knowledge and reading
skills. However, no skills or background knowledgeuld help if the learner’'s
vocabulary coverage was below 80%. Their concluswas that vocabulary
knowledge was an important component in reading Mlore unknown words there
are, the less comprehension occurs. In additiomehl€shao and Nation suggested
that a broad knowledge of grammar, background kedgé and reading skills also

had contribution to text comprehension.
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The roles of the bottom-up skills or ability in \amlary, grammar,
background knowledge, and reading skills are alsacial in L2 reading
comprehension (Haynes and Baker, 1993; Hunt anthB&05; Park, 2004). On the
whole, L1 and L2 reading research showed that botip reading processing is still

vital for reading comprehension.
2.2.2 Top-down Reading Model

This model is contrasted with the bottom-up modelcause it emphasizes
“from brain to text” (Eskey, 2005, p. 564). Accardito this model, what readers
bring to text is more important than what the tesihgs. The main characteristic of
this model is that the reader relies more on exgsknowledge and makes minimal
use of written information (Hayes, 1991; Smith, 2D0Readers’ predictions and
background knowledge play a significant role initlmeading (Chinwonno, 2001). In
this process, readers read in a cyclical procea&jng guesses about the message of
the text and checking the text for confirming ojecting cues, based on personal
schemata and contextual clues. While reading, fihelge text information into their

existing knowledge structure (Carrell and EistedhdB83).

The top-down reading model has a great deal afienite on both L1 and L2
teaching, especially in promoting readers’ predittiguessing from context, and

getting the main idea.

2.2.3 Interactive Reading M odel

However, some researchers suggested that duringrdhding process,
comprehension is more complex than the two modelddvpredict. They argued that
comprehension is achieved through the interactiobath the bottom-up and top

down processes. Therefore, a balanced view betlaegnage and reasoning process
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has been advocated by most L2 reading researc@arse(l, 1988, 1991; Eskey and

Grabe, 1988; Eskey, 2005; Grabe, 2004; SarcetiaOxfiord, 1992).

While reading, readers actively combine their botigp processes, for
example, the ability to decode and recognize wardsgrammatical forms with their
top-down processes, such as using background kdgwléo predict and confirm
meaning (Grabe, 2004) and, therefore, comprehensiothe result of meaning
construction, not just transmission of the graphformation to the reader’s mind
(Rumelhart, 2004).

The interactive reading model is seen as simildnoith first language (L1) and
second langue (L2) contexts. Readers interact thightext to create its meaning as
their mental processes work together at differemtls (Carrell, Devine and Eskey,
1988; Rumelhart, 1977).

The level of reader’'s comprehension of the textetermined by how well the
reader variables (interest level in the text, regdiurposes, knowledge of the topic,
target language abilities, awareness of the regaliogess, and level of willingness to
take risks) interact with the text variables (teyte, text structure, and vocabulary)
(Hosenfeld, 1979).

2.2.3.1 Schemata and Reading Comprehension

One important aspect of the interactive model theemphasizes
"schemata," the reader's pre-existing frameworkuatie world and about the text to
be read. A reader fits what is found in a passagethis framework. If new textual
information does not fit into the reader's schemidt@ reader misunderstands the new

information, ignores it, or revises the schemata&bch the facts within the passage.



13

Basically, there are two types of schemata: contamd formal
schemata. Content schemata are background knowédnlge cultural orientation or
content of a text. Although text processing recuiseveral processing strategies, it is
accepted that activation of content schemata indtireain of the text is crucial to
comprehension (Weaver and Kintsch, 1996). Haber|g@B8) posited that readers
do not construct the meaning of a text in a vacuRather, they do so based on a
background of relevant facts and information présgmn the text. The more readily
the reader can associate text content with theogpipte knowledge sources, the
faster the comprehension will be. This is possiblgen the text topic/content is
familiar to the reader. Studies have shown thadeeawho are familiar with the text
content, whether in their first or second languamenprehend and recall more than
those who are not as familiar with the text tomotent (Alderson and Urquhart;
1988; Johnson, 1982; Zuck and Zuck, 1984).

Formal schema refers to background knowledge ab@anizational
forms and rhetorical structures of various textegjpincluding stories, newspaper
articles, academic texts, study notes, brochures,(€arrell and Eisterhold, 1983;
Carrell, 1987; Aebersold and Field, 1997). Formahesnata define readers’
expectations about how pieces of textual infornrmatadll relate to each other and in
what order details will appear (Carrell, 1987). leample, in a detective story, a
reader could expect the following chain of evedtsrime occurs, possible suspects
are identified, evidence is uncovered, and thegieaor is apprehended. Research in
L1 and L2 reading indicates that readers who gdlgeracognize and use formal
schemata to aid their comprehension show highelingaability when compared with

those who do not (Meyer, 1975; Carrell, 1988, 1989%0, readers who use text
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structures generally provided text recalls whosectiire resembles that of the studied
text. Moreover, explicit instruction in recognizirnd analyzing structures of texts
can facilitate L2 readers' comprehension, as medshy quantity and quality of

information recalled (Carrell, 1985; Raymond, 1993)

Modern schema theorists believe that schema cerdistariables and
slots. The meaning exists neither in oral nor inttem language itself, but in the
reader's mind, depending on the activation of hisher brain schemata whose
controlling structure or basic moving pattern issigated through bottom-up data-

driven-processing and top-down concept-driven-Bsicg).

In terms of reading, the operations of bottom-upl @op-down
processing are simultaneous. Rumelhart (1977) \msighat comprehension is the
process of selecting the schema illustrating impiairmation and variable constraints.
Reading comprehension is first of all inputting soamount of information and then
searching for the schemata illustrating the infdrama Comprehension is generated
when such schemata are found or some schematpeiéied or slots are filled. Just
as various concepts operate at different levelsersata in human’s mind also have
different levels, and the comprehension proce$®isd to reflect the levels, that is,
the input information has to be processed at diffetevels successively from lower

level schema specification to higher level one.

Schemata are the bases of planning for retrieval. réading
comprehension, proper schemata need to be activatedarch for information in
memory and to rebuild representation of memory. @&kgeriments by Anderson and
Pearson (1984) have provided adequate proofs rhilpothesis of planning for

retrieval. In their study, the subjects were diddieto two groups: one group read the
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story as robbers, and the other as house-purchasetsvas asked to recall the story.
Afterwards, the subjects were required to change tbles. The results of the second
recall have shown 10% more than the first recallealing that, with the change of
the viewpoint, many details which were not recaltad not seen as important
previously but now important have been recalled.yWhte information not recalled

previously was retrieved when the participants geadntheir role can be explained
that the schema in accordance with the new viewpuwoias activated and the
information related to the new schema was searched ‘top-down’ way and

retrieved.

Schema is usually linked to knowledge of topicentles, and concepts
(Pearson and Fielding, 1991). However, the reseandbwed by Dickson, Simmons,
and Kameenui (1995) supports the importance actiyaknowledge of the
conventions of well-presented text and organizatigatterns of text structures. Any
instruction in physical text presentation or tetxtistures can be viewed as building
background knowledge that will later form the frafoe helping students organize

and integrate new knowledge

To apply the schema theory to the TSRS CALL progrdahe
researcher of the present study had the studearts ddout the overall characteristics
of expository text structures and other relevasiiés from the outset. Lesson 1 in the
program functioned as the initial stage of incutggtthe text structure strategy
knowledge, which paved the way for detailed knowkdnd use of the text structure
reading strategy in subsequent lessons. Practmeisgs in lessons 2, 3, and 4, were
the places where the students’ schemata aboutettiestructure reading strategy

knowledge were actively activated.
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2.3 Implicationsfor Second L anguage Reading

2.3.1 General Implications

Grabe (1986), cited in Devine (1988), argues thatassful second language
reading depends on the reader possessing a cnt@sd of knowledge consisting of
linguistic knowledge, formal and content schemaiad background knowledge
assumptions. Background knowledge assumptions alevalgely because of prior
reading experience and allow the user to thinktorelg and discover new knowledge
by making connections between different spherepreéxisting knowledge. As we
saw earlier, Stanovich (1980) offered an intera&ctimodel of reading in which
deficiencies in one processing stage could be cosgted for by relying on other
processing stages. On interactive reading modelgy #1987), cited in Eskey and

Grabe (1988: 225), writes:

From the above mentioned-review, it can be seendiferent theories are
looking at different aspects of reading, with saelevant points. There is no single model
which can account for the complex range of behswdrich are observable in different
contexts and the different sources of informationadich readers rely for comprehending
the writers' message. Different models contriboita different way to our understanding of
the reading process. Therefore, there is no onglesiprerequisite for reading
comprehension which demands a number of determfattgrs - reader-based and text-
based. The implications for helping EFL studentsréad should be that different
components be taken into consideration, dependingamtexts of learning, types of
reading and the readers' background knowledgeaeltefore, calls for a model of reading

which incorporates these different components ohkedge.
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To draw upon each of the reading models and magieuse of any of them in
her study, Chun (2000) proposed a model of readinghprehension which
incorporates four different components of knowledigeolved in second language
reading comprehension. These components and thktionships are shown in

Figure 2.1.

Knowledge
of the Top-down
Strategies Processing
(STRATEGY
SCHEMATA)

Knowledge
of the
‘World
(CONTENT
SCHEMATA)

Reading

Knowledge
about
Text
(TEXT SCHEMATA)

Comprehension

I

Knowledge
of the
Language
(LINGUISTIC
SCHEMATA)

Bottom-up
Processing

Figure2.1 Modéd of Reading Comprehension (Chun, 2000)

Figure 2.1 attempts to describe the four componkmtsomprehension of L2
text within the framework of an interactive readimpdel. The above model shows
that in order for reading comprehension to occuarirL2 context, readers draw upon
four sources of knowledge. First, linguistic scheamare comprised of knowledge of
the language: the grammar and lexicon regardintgsees, and the various cohesive
markers relevant to discourse. This type of knogdelbads to success in the bottom-
up processing like word identification and findimgit meaning relationships in
sentences. Second, content schemata consist ofléagevof the world. Apart from

general background knowledge, this schema alsodesl the knowledge relevant to
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the content domain of the text. Third, text schemat formal schemata, consist of
background knowledge of text structures. The folmlowledge source is strategy
schemata (Kirby, 1988) which consist of the gendumwledge of the routine

monitoring and repair strategies. These four sauofeknowledge make the bottom-

up and top-down processing happen.

This study focuses on formal or text schemata,abed draws upon content
schemata. The TSRS program in the present study twasefore, designed based
partly on the reading model proposed by Chun (20#ause it has the stronger
potential for improving reading ability for Thai wersity EFL students. In this case,
the formal schema is the knowledge of expositomt t&tructure built into the
students’ minds through explicit instruction andiated in their reading process.
The students not only actively related the knowéedf expository text structures to
the new information they received during their ragdbut also modified the existing
schemata to accommodate the new knowledge to d¢hoomgh reading expository

texts in all TSRS lessons and practice exercises.

Knowledge of the world was made materialized basethe contents of each
text selected from the VOA Special English websitach generally reports about
what happens across the world. Those who, from timéime, follow news via
television, radio or even the Internet are suppdsekhow at least something about
the world’s current affairs. This is to ensure ttie students were equipped with this
different knowledge first and then to identify wagsinduce the use of the different
knowledge when required. When doing the practi@ra@se in Lesson 4, on the text
“How much water should people drink?”, for exampeowledge of something about

the amount of water people have been suggestedrto diaily should occur in the
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students’ mind, and making use of this relevantldvknowledge, they could at least

better comprehend the text.

2.4 Reading Strategy Instruction aswell as Explicit I nstruction

It is well recognized that knowledge of exposittext structure helps L1 and
L2 students to comprehend expository texts. Rekeamcreading strategies suggests
that all text have structures above the level efg¢bntence and that knowledge of text
structure helps the readers to comprehend text lloyving them to anticipate
information and by helping them to infer informatithat may have been omitted by

the author (Hoey, 2001; Kintsch and Van Dijk, 1938;ales, 1990).

Research indicates that awareness of text strutciiates comprehension
of concepts or main ideas, not of facts (e.g., @yrGersten, Dimino, and Carnine,
1990; Newby, Caldwell, and Recht, 1989; PearsonFfeldling, 1991). Specifically,
awareness of text structure enables readers taifidesummarize, and recall main
ideas and supporting information (Dickson, Simmand Kameenui, 1995; Leon and
Carretero, 1995; Mayer and Poon, 2001; Raphael Kirghner, 1985; Raymond,

1993; Tirawanchai, 1996; Troyer, 1994;).

Research in reading strategy instruction has dtsovs that, to effectively
teach the text structure reading strategy to poorless able readers, explicit
instruction is more effective than implicit insttion, in both L1 and L2 (Anderson, in
press; Carrier, 2003; Chamot, 2004, 2005; Cohef88,12003; National Reading
Panel, 2000; O’'Malley and Chamot, 1990; Oxford &meaver, 1996; Pearson and

Dole, 1987; Pressley, 2000; Shen, 2003).
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Explicit strategy instruction essentially involvée development of students’
awareness of the strategies they use, teacher imgad#l strategic thinking, student
practice with new strategies, student self-evatmatof the strategies used, and
practice in transferring strategies to new tasksaiins to show students what
proficient readers do when they read. AccordingMorthy and Broaddus (2002),
explicit instruction is generally conducted in € introduction, modeling, guided

practice, and independent practice.

Introduction involves an explanation of the purposes and abgstof the
strategy being taught so that the students are mmadecome aware of the strategy.
The lessons show how it relates to broader objestithat is, how it fits with the goal
of improving reading comprehension. Regarding & structure reading strategy,
the introduction should deal with the ‘what’, ‘whywhen’, and ‘how’ of the strategy.
The students should be taught about what the texttare reading strategy is, why it
is important, how and when it can be used. Graplganizers may be used to help

discuss the purposes and objectives of the strategy

Graphic organizers are the devices that show thganmation or structure of
concepts and relationships between the concegdent. Graphic organizers help to
reduce the cognitive demands on the readers. Tduere do not have to process as
much semantic information to understand the infaiona This is one of the reasons
why graphic organizers are such powerful devices dtudents with moderate
language reading ability. Ellis (2004) suggestetedhreasons for using graphic
organizers in teaching text structures: (1) Stuslané much more likely to understand
and remember the content subject they are rea@nhghowing (as opposed to just

telling) how the information is structured can bepawerful way to facilitate



21

understanding, and (3) students are more likelpdoome strategic readers. Using
graphic organizers shows how text is constructetl earables readers to make order

out of the text.

Modeling involves explaining the strategy and showing how it is usEuke
purpose of modeling is to make the students awlahew to use the strategy and how
the strategy is applied to reading texts. In regaodmodeling, research also suggests
the sequence of text structure reading stratedgyuctton that proceeds from less to
more difficult text structures. Among the expositdext structures, the sequence
structure is the easiest to learn. The descripgtomcture is more difficult than the
sequence structure. The compare/contrast as weltaase/effect structures are
moderately difficult. Of all, description is the stodifficult structure (Englert and
Thomas, 1987). When introducing a new expositort structure to students, a
teacher should present texts that have a well-argdnstructure (i.e. the text that
contains easily identifiable components of an ekpostext structure type such as
signal words "first" or "finally" to signal the segnce structure) for initial instruction
and practice, before having students apply their kmowledge to more complex text
or to their textbooks (Kinder and Bursuck, 1991id€eberg, 1989). In addition, each
text structure should be taught individually or k®o into parts or steps, and taught
part by part, as students need time to master tvoetwe before learning another
(Bursuck, 1991), and in doing so, several exampfesow and when it should be

used may be given.

In line with the modeling concept, the text struetweading strategy in the
present study was taught based on three sepagasitxry text structures. These are

sequence, compare/contrast, and cause/effect. Whiei modeling step, explanation
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and examples regarding how and when the text steiceading strategy is used was
also given at different levels, ranging from thatsace, paragraph, and finally whole-
text or passage levels (See Chapter 4 for mordg)eta

Guided practice is the step in which plenty of opportunities foetstudents
to practice the strategy is provided. The studpatsclose attention to the practice so
that they can get help if they get stuck duringrtipeactice, and correction can be
provided if they start doing something wrong. Stnideare assisted in the use of the
strategy by performing an activity while the teachelps them do it in order to avoid
mistakes. During this time, the teacher can cfaaiiy ambiguous understanding of
the skill or strategy being taught. Guided practeght take a long time, because
students need to remain at this stage until thegaccessfully using the strategy.

In the present study, the students did the guidedtige with a Web-based
CALL program which provided example sentences, graghs, and passages
containing each text structure type and generatedliack, which also served as a
source of clarity of mistakes, in response to wk@y had performed. The
programmed lessons helped to keep the studentsgomgahe strategy use until they
became independent and ready to proceed with suésemdependent practice.

Independent practice takes place when the students feel fairly confideat
they have completely understood the strategy, gheyld be provided with practice
on their own, perhaps as homework, and perhapsyiagpthe strategy in another
context, with another type of material. Accordirggy Bakken and Whedon (2002),
independent practice is required until each typéewf structure is mastered. When
another structure type is introduced, instruct®given for differentiating among the

structural types. This includes the identificatadrpassages and strategy application.
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In this stage, the students’ progress can be fovetatevaluated by being monitored
frequently to ensure that they are successfullygretrending expository text.

Based on the above review, some implications cardnen for the purpose of
the present study and the steps of explicit inftvaavould be strictly followed in the
design and construction of the TSRS program, asbeaseen in section 4.4.1.2 in

Chapter 4.

2.5 Reading Strategies of L earnerswith Different L2 Reading

Proficiency Level

In relation to the use of reading strategy, studEsck, 1986; Hosenfeld,
1977) have shown that there is indeed a relatipnisbéiween reading proficiency and
strategy use. Several studies (e.g. Chamot, 2a@dma&s, 1996) have also shown that
successful or good readers use different stratéges unsuccessful or poor readers
and that high proficiency readers used readingegfies more frequently than low
proficiency ones. Other studies (Brown, Armbruséerd Baker, 1983; Garner, 1987)
have shown that low proficiency readers use fewmategies and use them less
effectively in their reading comprehension, indiegtthat better readers are better
strategy users as they know which strategies tcandehow to use them (Anderson,
1991; Carrell, 1989). Overall, research suggestsgbod readers possess a number of
flexible, adaptable strategies that they use befdwging, and after reading to

maximize their comprehension (Baker and Brown, 1984

Reviewing the literature in L2 reading strategi&sbersold and Field (1997),
summarized 18 reading strategies that successiders use while they are reading.

However, of the 18 reading strategies, using texttures is the strategy most often
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used by good L1 and L2 readers, but not by lowdatiers.

It is noticeable that using text structures, it faccludes the use of knowledge
of how text is organized in terms of the main idaad relevant ideas in it. Knowing
how to identify transitions, or signal words, itimost convenient stage of text
structure reading strategy that can be readilytatg low proficient L2 readers.
However, the literature does not suggest whetheeb8ers with medium proficiency
should be taught these strategies. It is underdtoatdif low L2 readers should stand
the chance to gain from learning this strategyn timiedium L2 readers should also be
given the same opportunity. The present study wesefore, conducted in order to
find empirical evidence that both medium and lowrke2ders could be equivalently

taught the text structure reading strategy.

2.6 Text Structure

Text structure is an area of great interest innliear and instruction. In this
section, research on text structure and how itfaailitate understanding, learning,

and remembering text information is reviewed.

According to Meyer (1975, 1979), authors organdasas in text using specific
structures and they influence learners' understgndnd recall of text information.
Meyer identified three levels of prose analysise Thicroprosositional level is the
way ideas are organized in sentences as well agahesentences are organized in the
text. The macropropositional level refers to thgidal organization of the passage.
The top-level structure is the overall structureagbassage. ldeas are organized in a
hierarchical manner with the most important or maleas located high in the

structure, while less important ideas or detaiks lacated low in the structure. The
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relationships among ideas in a passage determenevigrall structure of the passage.
Training learners to identify and use the overalicture of texts has increased the

amount of information remembered (e.g. Meyer anoh?2001).

Meyer (1975, 1979) proposed that there are fivemmom structures authors
use to organize ideas in texts, including: probsarution, cause/effect, comparison,

description, and sequence.

Problem/solution involves a problem and a solutibat responds to the
problem or a question and its responsive answehignstructure, the text provides a
problem, or perhaps explains why it is a problend then offers possible solutions.
Signal words frequently used are, for examgeoblem is, dilemma is, if/then,
because, so that, question/answer, and puzzle is solved.

Cause/effect shows a causal relationship, involaimguse and an effect. This
structure presents text ideas in a cause and @gahization. It links events (effects)
with their causes. Such text includes key wordghwases called ‘causal indicators’ to
signal a cause-and-effect relationship structuhe Jupporting details give the causes
of a main idea or the supporting details are tlsilte produced by the main idea.
Common signal words includecause, for, since, therefore, so, consequently, due to,
andas a result.

Comparison involves comparing two or more thingsdsl and determining
how they are similar and/or different. This struetwrganizes ideas in the text
according to similarities and differences betwego 6r more topics, including ideas,
people, locations, or events, and groups themdorparison. The supporting details
of two or more main ideas indicate how those cotscape similar or different. Signal

words such aBke, as, still, although, yet, but, however, andon the other hand are
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frequently used in this structure.

Description provides characteristics or attribuseut a specific topic. The
author describes topics, persons, events or idgasdsenting specific details. This
structure resembles an outline. Each section opéhsts main idea, then elaborates
on it, sometimes dividing the elaboration into di®ns. Key words used to signal
this structure are, for exampfer instance, in particular, in addition.

Sequence is the order of occurrence for eventiseootder of steps to perform
a task. The text presents information or eventsteirms of a time and order
progression, such as the actions that led to aortapt historical event or the steps in
a scientific process. This structure includes ssighal words agirst, second, last,
earlier, later, now, then, next, after, during, andfinally.

The researcher of the present study chose threesiagy text structures --
sequence, compare/contrast, and cause/effect hea®dtus of training because the
TSRS program was meant to teach text structurdngadrategy ranging from easy
to more difficult structures in the following ordesequence, compare/contrast, and
cause/effect and because these three text straceemportant and useful structures
which are easier to identify and finally becaudeer¢ were time constraints in the

process of designing and developing the instruatiomaterial .

2.7 Learner, Text, and Task Variables

Meyer and her colleagues (Meyer and Rice, 1984;aviey al., 1989) have
identified learner, text, and task variables asdhgroups of factors influencing
reading comprehension. Learner variables (e.g. drackd knowledge, learning

strategies, individual differences in reading spestention when reading) and text
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variables (e.g. signal words, text structure, fere, and color) are important in
learning from text. A plethora of research studmres addressed issues related to
learner and text variables and their importancacouiring effective skills for reading
comprehension (Britton, Glynn, Meyer, and Penld82; Kardash and Noel, 2000;

Sagerman and Mayer, 1987).

Task variables, such as the pace of presentingrnmafiiton or the way
information is presented (e.g. printed materialgbwased materials, and time
pressure) can also influence individuals’ abilibyléarn and recall information from
text. Meyer, Talbot, and Florencio (1998) foundttiahen reading passages at a
slower pace (90 words per minute) younger and cddieitts showed better recall of
information than at a faster pace (130 words perute). Meyer and Poon (1997)
found that presenting information on computers &thlyoung individuals to learn
more efficiently, while presenting older adults hwiinformation on computers
impeded their performance. One possible reasontlfese results is that older
individuals may have been less familiar with regdinformation from a computer
monitor. Additionally, it is possible that text vables such as font size and type, or
other factors such as monitor brightness, may hauwpeded older adults’

performance.

The task variable of Web-based instruction in tbgt tstructure reading
strategy and the learners’ individual differencesreading proficiency levels were
investigated in the present study. The role of Wabed instruction on the acquisition
and use of reading comprehension strategies idativedy new issue. The use of
computers in teaching reading "is an important asdentially unexplored field"

(National Reading Panel, 2000, p. 23). Recentlthia current decade, research and
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development has begun in the area of computerizadling instruction, but

comparisons have not been made between mediumrseaige low readers who got
such computerized instruction delivery of the sanstruction, and medium and low
readers who did not got the training through sucleavironment. Therefore, it was
important to examine the effects of learning thee¢htext structures — sequence,
compare/contrast, and cause/effect — from Web-basa@rials as opposed to not

learning them at all.

2.8 TheLanguage of Strategy I nstruction

Few researchers have addressed the issue of lagafagnstruction in
teaching learning strategies to second languagedesa (Chamot, 2004). In second
and foreign language contexts, however, this is thet case. Low proficient L2
readers do not yet have the L2 proficiency to usided explanations in the target
language. As a result, the language of stratedyuictson is significant for the success

of their strategy learning.

Little research supports teaching language learrsitngtegies in only the
native language or second language, but some dgpgrer given to a combination of
the two. In general, studies which have L2 learndth low L2 proficiency as their
participants have reported using L1 to explain disduss learning strategies whereas
teachers with medium proficiency students have bmere successful in teaching

learning strategies in the second language.

A study in the United States on the literacy depmlent in secondary
Hispanic English language learners with limited eadional background and native

language literacy also used both L1 and L2 for sahehe classrooms studied
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(Chamot and Keatley, 2003). In the classrooms piogi native language support in
addition to ESL literacy instruction, teacherstfieught and had students practice the
learning strategies in their native language wigar8sh reading and writing tasks,
then had them use the same strategies in Englissirfolar tasks during the English
portion of the class. Teachers in classrooms irclviail instruction was in English
encountered difficulties in teaching learning sga¢s because of the low level of
students’ English proficiency. The students coudtl understand the strategies being
taught. As a result, most teachers finding it diffi to teach the strategies in English

abandoned the attempt to teach learning strategies.

Fung, Wilkinson, and Moore (2003) used a multipdesddine research design
across three schools to investigate the effects®né L1-assisted reciprocal teaching
in improving limited-English-proficient 12 year-7n@ year-8 (Grades 6 and 7)
Taiwanese ESL students’ comprehension of Engligiogitory text and to examine
whether there were any qualitative differences betw students’ reading
comprehension processes when reading text in tHeand L2 prior to and after the
intervention. The intervention comprised the akéenuse of L1 (Mandarin) and L2
(English) reciprocal teaching procedures. Through2D days of instruction, students
learned how to foster and monitor their compret@ndiy using the cognitive and
metacognitive strategies of questioning, summagizidlarifying, and predicting.
Students made gains on both researcher-develogkdtandardized tests of reading
comprehension and showed evidence of qualitatiee@bs in their comprehension

processes when reading L1 and L2 texts.

The researcher pointed out that one possible eaptanfor the success of the

study was that the intervention addressed the @nablof linguistic burden that the
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ESL students were able to capitalize on their-fasguage proficiency and literacy
experiences as they learned the higher-level degn#gnd metacognitive strategies.
During the L2 reciprocal teaching, students alredthd a clear conceptual
understanding about what strategy to use and hd&wenwwhere and why to use it as

they were practicing the four strategies.

Based on these two studies, it is clear that thee afsL1 is important for
helping low proficient L2 readers learn readin@tggies. However, relying too much
on L1 has some disadvantages because the studéris taken away from the target
language exposure if they are taught the languaegmihg strategies solely in L1
(Chamot, Barnhardt, El-Dinary, and Robbid999). Some researchers, therefore,
recommend using L2 in teaching reading strategiesiting out that it is possible to
use L2 in strategy instruction with L2 studentsyoifl the strategies are taught in

simple and easily understandable L2 (Harris anchféhe 1999).

To achieve this expectation, the students in th&S $rogram had two
language help options. These were Thai translaiwh an English-Thai dictionary.
The Students could use the L1 help options depgndim their preferences and
proficiency level. Medium proficiency students, hewer, were expected to use the L1
help less often than the low proficiency ones. Miegails about the provision of L1-
assisted language help options about the TSRS gmogre given in Chapter 4. The

next discussion will now deal with the use of comepsi for instructional purposes.

2.9 Computer-Assisted Language Learning (CALL)

Levy (1997) defined CALL as "the search for anddgtof applications of the

computer in language teaching and learning (.pHipding ways for the teaching and
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learning of language is the main aim of CALL, whishspecifically represented by
the use of computer technology to promote learmiagcomputer programs such as
word processing, presentation packages, guidets @nld practice, tutorials, games
and simulations, multimedia CD-ROMs, and interngpligations including e-mail,

chat, and websites for the purposes of languageiten

Computer technology has become a state-of-the lamest in second and
foreign language teaching and learning. Recentsybave seen the emergence of
computers as an instructional aid and an increbsipgpular tool for acquiring
knowledge. Researchers (Griffin, 1995; Hsu, 199a&yd.and Wenge, 1993) have
claimed that computer-based instruction can proledgners with more authentic,
situated learning tasks which help them activelgagie in their learning processes.
Moreover, computers can be used as an effectivadazaffold learners in acquiring
knowledge on a situated, domain-specific envirormeemd by de-contextualizing that
information to form generic, flexible schemata thah be transferred to a variety of

situations (Hsu, 1997).

CALL has indeed influenced education throughout years. That is why
CALL has developed from a traditionally self-comid, programmed type of
application where learners were exposed to tusrahills, simulations, instructional
games, tests, and controlled practices to a mareahtto-human communication type
of application where learners can potentially comivate with native speakers or
any other. Language learners across the world @meao-one basis or many-to-many
basis without restrictions of time or place havecess to the Internet. By
understanding the development of CALL, we can uwtded the innovative

applications of CALL.
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2.9.1 CALL Methodologies

Alessi and Trolip (2001) proposed that methodokbgeould be included in
CALL.: tutorials, drills and practice, educationahges, simulations and hypermedia.

In tutorials, a computer program is designed tcsgmé new information or
lessons for the students to learn or practice. [Blsgon activities are developed
according to learning objectives. During trainifg tstudents will interact with the
computer program, get feedback from the programradd the exercise as much as
they need. The following four phases should beuhetl in successful tutorials: (1)
Information is presented or purposeful skills arededed; (2) The student is guided
through the initial use of the information or s&jll(3) The learner practices for

retention and fluency; and (4) Learning is assessed

In educational games, learners play games to peadtnguage skills
according to their own levels of competence andhlag style. Some games manage
to get progressively harder for the learners whonveétl and easier for those doing

poorly.

Drills and practice are meant for training learners a particular objective
which they have already studied in the classroout, ib which they are not yet
competent. The content of drills and practice idelueviewing or practicing activities
in various types and at various levels of diffiguFEeedback is immediately provided
in drills and practice.

A simulation program provides an alternative tolitgdhat does not require
the expense of real life and its risks. A simulatadlows learners to experiment in a

simulated situation, examine the available choiand, make decisions.
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Hypermedia has been the primary methodology foivelehg data on the
Web, on CD ROMs, and other digital media. Hyperragaliesents the integration,
extension, and enhancement of books and other medfze electronic domain. It
also improves on books and other media by providietier search and navigation
abilities, as well as being user modifiable, easpgated and, most importantly, easy
to duplicate and distribute. The structure of mbgpermedia programs basically
consists of many pages, each containing objecks, ({freages, and sounds) that are
cross- linked to other objects or pages.

In summary, there are five CALL methodologies foelieering CALL
software and each of them is of different purpcsss features. In the present study,
tutorials, drills, and hypermedia were used in gieisig the Web-based CALL

lessons.

2.10 Web-Based Instruction (WBI) and Its Features

Web-based instruction (WBI) is becoming a favoritstructional option in
higher education. It is a hypermedia-based ingtnat program, utilizing the traits
and resources of the World Wide Web to create anmghul learning environment
that supports and fosters learning (Khan, 1997).

WBI is differently defined by various authors dep&ry on their contexts.
According to Relan and Gillani (1997), web-basedtruction (WBI) is “the
instruction given through the web to a remote auché (p. 41).

Khan (1997) defined WBI as “a hypermedia-baseduesibn program which
utilizes the attributes and resources of the Wuvide Web to create a meaningful

learning environment where learning is fostered supgported” (p. 6).
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Fuchs and Szabo (1997) defined Web-based instrucii® “instruction
delivered either whole or in part on the World WMkb. Materials created for this
mode of instruction take advantage of the hypertaxtability of the Web and also

communication features of the Internet” (p.1).

Clark (1996) defined WBI as “Individualized insttion delivered over public

or private computer networks and displayed by a Welwser” (p. 2).

From the definitions quoted above, it can be cateiuthat the instruction
delivered via the Web or on the Internet is Webedagstruction. However, Reeves
(1997) argued that not all instructions that arlvdeed on the Web are Web-based
instruction. What is important, however, is the igesof teaching delivery. He
suggested that instruction can be defined as aopafpl interaction to increase a
learner's knowledge or skills in a specific, préedmined fashion. In this context,
simply publishing a World Wide Web page with linicsother pages or other digital
sources does not constitute instruction.

The increasing demands of our Information Age miakescessary to modify
our existing methods of training and to adapt newye appropriate methods. All
students especially college students are increlgsrequired to acquire information
presented on computers. Thus, it is essentialwestigate how students learn such
information and to what extent computer-based usion is effective. Learning with
computers allows students to: (a) work at their @aoe, (b) review materials as often
as desired, (c) access information and learn froomd) (d) test their own
performance, (e) correct their errors, and (f) winrdtividually as well as in groups.
There are two general advantages of web-basedudtistn in comparison to

traditional learning: (a) Web-based materials allearners to access to newest and
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always updated information and (b) Web-based naseallow access to multiple
users in different places at the same time andigeothem with the opportunity to
communicate with each other on-line. In the areteathing reading comprehension
strategies, for example, the use of web-baseditgimaterials may allow a great
number of learners to access training materialsowit the need for the presence of an

instructor.

However, working with computerized and Web-basetensls is not without
disadvantages. These include (a) learners may ecaldbe to monitor their own
learning and performance, (b) learners who workviddally do not learn how to
cooperate with a group, and (c) learners may nue lihe appropriate guidance to
avoid misunderstandings or to improve their metatog awareness. Obviously,
computers cannot be treated as panacea and néedctrefully implemented in the

learning process in order to obtain optimal results

The main features of Web-based instruction incluckeractivity, online
searches, constant update of course contents, redivpelearning support, individual
learning, and time independence. Interactivity nsestudents, teachers, or experts

communicating among one another, providing suppeetback, and guidance.

Online searches refer to students’ finding onliesources to support course
content and resources. Constant update of courdentds is fully supported by WBI
system where course administrator can update tlenifg materials easily.
Cooperative learning is in the form of online ch&drum and bulletin board.
Individual learning is outstanding in WBI becauspeason can learn what s/he wants
at his/her will, and at his/her own pace. Time peldence means students’

participating in this learning environment at th@nvenience.
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Of all these features, the present study did netthe search feature since it
was not relevant to the study focus. The fact &l provides high level of
interaction and is a good source for motivatingriea was a great potential for
reading strategy instruction in the present stutiickv used interactive facilities such
as interactive exercise and feedback guidance gedviin Moodle, a course

management system.

Interactive exercises in Moodle are of various fatsn multiple-choice, true/
false, matching, fill-in- the blanks, and essayetypeedback guidance is the format

that the researcher could use to determine thedfyfeeedback to be given.

2.11 Research on Reading Strategy Instruction Using CALL

Programs

A large number of research works have supportéhehing of text structure
reading strategy (e.g. Baker and Brown, 1984; Dbleffy, Roehler and Pearson,
1991). However, the research which investigates dffectiveness of a CALL
program developed for reading strategy instruci®rstill limited. The following
review, therefore, deals with the research conduici¢he context of Web-based
instruction of reading strategies.

Cole (2005) investigated the effectiveness of Cahension Upgrade, a web-
based intervention program, on the reading commsgbe skills of elementary school
children to examine their' reading comprehensioriopmance before and after the
10-week intervention, which provided reading passg@oth narrative and expository
texts) for practice ranging from social studiesttence. In the program, which was

designed following the principles of self-pacedriéag, the students were taught
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several reading strategies including K-W-L (knowantv to learn, learn), QAR

(Question Answer Relationships), Story Maps, amabsiory graphic organizers. The
subjects, 40 students, 20 in the experimental gemgp20 in the control group, were
randomly selected by teachers to participate irsthdy. The subjects’ reading ability
ranged from proficient to below grade level withnimum fluency. They were pre-

tested and then randomly assigned to either thep@gmnsion Upgrade intervention
group or the control group. The control group pthgeneric computer-based reading
games activities with no instruction. The studemése post-tested at the end of the

10-week session.

The results were that the students in Compreheridfmgrade group gained
more reading comprehension scores than the cagvap, with significant difference
in performance across all measures (p<.01). Staderthe Comprehension Upgrade
group were more motivated to attend and engagethen activity. There were
significant differences of the mean scores of sutbgrea performance: graphic
organizers and concept imagery; narrative/liteetucomprehension; and
information/expository comprehension. The resuitiidated that the Comprehension
Upgrade students made gains in reading comprehemsid other related reading
skills in ten weeks and got significantly higheomas than the control group who just
played computer-based reading games. The findinggaosted previous research
findings that web-based reading instruction wasatiive in building students' reading

comprehension.

Meyer, Middlemiss, Theodorou, Brezinski, McDougalhd Bartlett (2002)
investigated the effects of older adults providMéeb-based tutoring on the text

structure reading strategy to fifth-grade studefise program was designed and
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developed based on the principle of self-pacedniegrand self-corrected errors
learning. One third of the subjects in the studyereed Web-based tutoring on the
text structure reading strategy from older adultssecond group of the subjects
received the same Web-based training materialsowitkutoring. Finally, the third

group did not receive training on the text struetweading strategy. Overall, the
results indicated that the students receiving Wated training on the text structure
reading strategy with the help of tutors improvedtbe total number of ideas they
remembered and recalled significantly more ideas tthe students receiving no
training of the strategy. However, there were ngnificant differences between
participants receiving Web-based text structurdirgastrategy training with the help
of tutors and those receiving Web-based text siracteading strategy training
without the help of tutors on the total numberd#as remembered. Additionally, the
trained participants remembered more importantrinétion as opposed to those who
were untrained in the text structure reading sigatese. Finally, an important finding
was that the students were more likely to trantferstrategy to reading materials of
similar length and topics to those used in trainimgar transfer). On the other hand,
they were less likely to transfer the text struetueading strategy to reading and
recalling longer passages and to a writing task fffansfer). These findings are
important in that they provide supporting evidenicat Web-based training with a
reading comprehension strategy can facilitate repdiomprehension and recall of
text information. However, to accurately determihe role and the effects of Web-
based training with such strategies, it is necgsgarcompare the effects of Web-

based training to traditional classroom trainingvadl as to no training.
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Son (2003) examined the effectiveness of threewmifft reading text formats;
namely, paper-based format (PF), computer baseehymertext format (NHF), and
computer-based hypertext format (HF) to find oué ttegree of usefulness of
hyperlinks on the online lexical resources, whiatovide readers with optional
assistance during independent reading, and totigaés the learner attitudes towards
the effectiveness of incorporation of hyperlinkeineading materialsThe study was
conducted in a Korean course over four weeks, téhsubjects being the students
enrolled in a second year Korean course at an &ligtruniversity. CALL materials
used in the study were specially developed by #searcher and they were used in
the computer lab during the reading session onlyifig one reading session, all the
participants did the reading of each format in thrater. Data were collected through
self-report questionnaires and a post-questionn&esed on the answers on the
attitude questionnaire, the results showed thap#mgcipants had a preference for HF
over NHF and that hypertext is likely to contribute self-management of reading,
enrich reading experiences and enhance readirtggta that learners use. Based on
these results, it can be argued that online largumaagterials with calculated use of
multimedia stimulate interest in the lesson andtigase increased autonomy.
However, what is a flaw in this study is the ladkusing authentic reading materials.
This study was at least different from the presgntly in one point; that is, the

present study used authentic reading texts asatis practice texts.

Lee (2000) investigated the effects of studentitgbéind group composition
on achievement in reading, writing, and listenioghprehension in computer-assisted
foreign language learning with a Web-based insivnel system in a cooperative

learning environment. The researcher designed aenklabed the Web-based
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instructional system for French language learnargl claimed that it was one of the
first Web-based instructional systems for compassisted French language learning
in Korea. Forty-four undergraduate students in quired one-semester foreign
language course at a university in Korea partieigpah the study. The students were
pre-tested to be identified as low-or-high abilgyoups, then stratified randomly
assigned to heterogeneous and homogeneous abiitygg They then received an
overview of the Web-based instructional system iasttuction for cooperative work.

They worked for 50 minutes each day, 2 days a wewkl5 weeks, totaling 30

instructional sessions for one semester, and west-tpsted at the end of the
semester. The results indicated that, on the whsilejents’ reading and writing

ability significantly improved after the instructioHowever, like other studies, this
study identified the subjects as either high or,ltawt not medium. Therefore, the

results might not be generalized to the EFL stuglesth medium proficiency.

Kang Mi-Lim (2000) examined the impact of a CALLogram on Korean
TAFE college students in an English as a Foreigmguage (EFL) reading in terms of
the students’ perceptions of learning effectivenas®r, interest and difficulty. The
researcher compared CALL and traditional readirtyities for one semester period.
Seventy-four first year English major students ipgrated in the study and were
divided evenly into 2 class groups, both being taugy the same teacher and
covering the same topics in their weekly two-hcemding lesson. A written survey
guestionnaire was administered at the end of theeser. Group interviews
supplemented the data obtained from the survey.réhelts were that students in
CALL-based English reading class had positive watés towards the CALL-based

class. Most students in the CALL class showed pasitesponses. They perceived



41

that their learning environment offered ample opyaties for collaboration and
mutual support, as well as for exposure to, ané@raation with, a variety of

interesting, enjoyable and useful materials ankistas

Though this study did not investigate the effe¢ta €ALL program solely on
reading ability of the students, rather it gave eneveight to opinions towards
application of WBI to language teaching. One imgtiien from this research is that it

supports the benefits of CALL-based reading instoac

Lynch, Fawcett, and Nicolson (2000) investigatezl ¢ffectiveness of a CALL
program called RITA that assists, rather than gsda the teacher in providing
support tailored to each child’'s profile of readettpinments. Eight secondary school
students who were initially identified as very sesly disadvantaged in terms of
literacy skills took part in the study. The 10-weastervention period led to effective
and cost-effective literacy gains. Significant alermprovements were made in the
skills targeted, including reading standard scoeesl reading speed, accuracy and
comprehension. All students reacted positivelyh® RITA lessons, and most made
good progress towards their individual educatioanpl The results showed that a
CALL program that gives support for reading could éffective in helping the

majority of students with reading failure.

Singhal (2001), using Web-based CALL lessons whigére part of an
English regular course, investigated (1) the reftethip between reading
comprehension and reading strategy use; (2) thaergaperception of their reading
strategy use, prior to and after Web-based CALhtsgy instruction; and (3) the
effects of the CALL lessons on reading ESL learneemading comprehension.

Twenty-two ESL students from 12 different langudgekgrounds, who enrolled in
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different language programs at the University oiz@na, participated in the study.
During the study, the students were engaged inguseading strategy activities
specially designed to enhance their comprehensfoboth academic and literary
texts. The data from this study were collected gisome-test, post-test, reading

strategy inventory, and an interview questionnaire.

The results showed that there was significant imgmeent in the students’
reading comprehension and overall reading profayiesf both academic and literary
texts as a result of the web-based CALL readingtesgy instruction program. The
findings from this research strongly support tarticture reading strategy instruction
through the Web in that using text structure isaskispecific reading strategy, a

strategy that can be used to help improve ESL ststeeading comprehension.

O' Rellly, Sinclair and McNamara (2004) studied tmpact of an automated
reading strategy training program called “IntenaetiStrategy Trainer for Active
Reading and Thinking (iISTART)” for improving middéehool students’ reading
comprehension of a science text. The program, dedign the basis of a reading
strategy intervention called SERT (Self-explanatt@ading Training) which coaches
students in five reading strategies: comprehensionitoring, paraphrasing, making
bridging inferences, predictions, and elaborationentains both vicarious and
interactive modules that provide adaptive feedbackhe quality of students’ self-
explanations. The program uses pedagogical agenisath students in the use of
self-explanation and other active reading stratede explain text meaning while
reading. Thirty-eight students from an east coadtla school were assessed in terms
of their prior knowledge, reading ability, and remgstrategy knowledge. Half of the

students were provided with iISTART training. Contesion was assessed with
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text-based and bridging-inference questions. Thalt® indicated that students with
less prior knowledge about reading strategies peaed significantly better on text-
based questions if they received iISTART trainingangersely for high-strategy
knowledge students, ISTART improved comprehensigar control students for
bridging—inference questions. The results suppbd benefits of user-adaptive

intelligent tutoring systems.

Johnson (2005) used interactive Web-based tooledc8D-Readers to teach
two metacognitive reading strategies to twenty neidgthool poor comprehenders.
The tools taught two reading strategies: verb egsatby means of question
generation; and visual strategy by means of a modeiting. The training texts were
science-oriented which merged the narrative andsiqry genres. The two main
experimental questions were: (1) Were there angtgrecomprehension gains for the
experiment texts after reading experimental texih vwmbedded verbal (generate
guestions) and visual (create a model) strategie®mpared to control texts? (2) Did
the embedded strategies affect elective rereadinfeotexts? Results showed that
comprehension, as assessed with constructed answarsignificantly higher in the
experimental condition, thus demonstrating thecatfy of training verbal and visual
strategies in a Web-based environment. In additiba, students elected to reread
more often in the experimental condition (as agskssth number of clicks to “Scroll
Back” through the text), thus demonstrating thecaffy of the Web-based reading
strategy instruction program on text reprocessitigterestingly, the poorer

comprehenders altered their rereading behaviomibet.

Theodorou (2006) examined the effects of two methimd training college

students in a reading strategy: Web-based and titnadi/classroom training.
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Participants were randomly assigned to three cimdit Participants in the first
condition received traditional/classroom training the problem/solution structure
while reading and recalling information. Participgm the second condition received
the Web-based training on the same expositorystentture. Participants in the third
condition did not receive text structure strategyning. Then, all participants read
and recalled two passages which incorporated tvestanear and far transfer.
Participants trained to use the problem/solutioncstire were expected to outperform
those who were not trained on the near and fasfieatasks. Participants in the web-
based condition were expected to have significanélter use of the text structure
reading strategy, total recall, and recall of mmeas than the participants in the
traditional/classroom training condition on the fieansfer passage but not in the near
transfer passage, to perform better on the traiexggcises and to have more positive
attitudes toward the training than the participantthe traditional/classroom training
condition. The results showed that the participamtso taught to use the
problem/solution structure performed significantietter on the use of the text
structure strategy; that the participants in thdowased training condition did not
perform better on the dependent measures on th&aasfer but not on the near
transfer passage; that the participants in the besed training condition did not
outperform those in the traditional/classroom cbadion the training exercises; and
that the participants in the web-based conditiod im@re positive attitudes towards

the Web-based training program.

Web-based CALL was also used to teach a self-mamgostrategy for

developing English reading comprehension.
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Chang (2007) explored the effects of a self-momtpistrategy on students’
academic performance and motivational beliefs ib-Wwased instruction for students
with both higher and lower levels of English pradiecy. A web-based interactive
instructional program focusing on English readingswdeveloped. The interaction
between the use of a self-monitoring strategy drel level of learners’ English
proficiency was also examined. A total of 99 collesiudents who were enrolled in
classes for Freshmen English participated in thudys The experimental group was
led to a Web page with self-monitoring form for oeding study time and
environment, learning process, predicting testesoand self-evaluation while the
control group was not. It was found that (1) thdéf-s®nitoring strategy had a
significant main effect on students’ academic penfince and their motivational
beliefs; students who applied the self-monitoritrgtegy outperformed students who
did not apply the self-monitoring strategy on bathademic performance and
motivational beliefs regardless of their Englisbfmmiency level; and (2) the influence
of self-monitoring was greater on the lower Englistel students than on the higher
English level students. The positive findings swsggdat encouraging students to

develop self-monitoring could help increase theceas of online learning.

Tanyeli (2009) investigated if second year law shid at a university in
North Cyprus performed better reading comprehensioen the reading instruction is
assisted by the web. The participants, evaluatedtHeir reading comprehension
before and after the experiment, were divided amocexperimental group, practicing
reading skills activities on the Web, and a congrolup, practicing the same activities
using the traditional methods guided by the teatchelass. Online activities provided

to the students in the experimental group includeth features as chatting,
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searching, and online dictionary. The researchterviewed some selected students
about their attitudes towards using Web-based apérmpbased reading activities. The
results showed that the Web-assisted English rgashills instruction was more

effective and successful than the traditional one.

The above-reviews show that a Web-based CALL progm effective in
either promoting learning motivation or readingastgy use of L2 learners across all
proficiency levels.

The next section describes theoretical foundatiohss web-based CALL

program.

2.12 Theoretical Foundationsof a Web-Based CALL Program

Pressley and McCormick (1995) argued that compstdtware should be
carefully designed to promote good learning; suchdglearning is the interaction
among strategic and non-strategic knowledge, mgtaton, and motivation that
occur in a normally functioning brain. In designiogmputer-training materials, one
should carefully consider learner, task and insibnal variables. In terms of the
learners, computer-training materials should fdsaw learners’ attention to the
specific content and provide appropriate feedbag&lditionally, computerized
training materials should aim at increasing the mregful processing of information
taught. The aim of computer software should berdwige learners with not only both
strategic and non-strategic knowledge, but als@atha@eness of when and how to use
what they are taught by enabling them to activelifdoon their existing knowledge
bases. Moreover, computerized training programsildhioe motivating and carefully

designed to draw learners’ awareness to the impioirtbormation in the materials.
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A Web-based program can function as a dynamic todacaffold learners
through the process of creating flexible knowledgpresentations or schemata that

can transfer to a variety of situations.

How well a strategy is learned and executed byl¢laeners depends on a
number of conditions (Pressley and McCormick, 199%)e first condition is that
learners have had strategies stored their in leng-tmemory. Secondly, learners
need to know when and how to apply the strategpditional knowledge). Thirdly,
learners should use appropriate declarative knay@edong with the strategy. Finally,

learners must have sufficient working memory taovate the strategy.

In addition to all the above-mentioned conditiosarners need to be
motivated to use the strategy in a new problenearing situation. If learners think
that the strategy will not help them or they simgtynot find a new learning situation
interesting, they are not likely to use what thégady know to complete a task. If
learners expect that they will fail in a task, thvill be less likely to attempt to use a
strategy they had been taught. If, on the othedhéearners expect that they will
succeed in a task, they will be more likely to mpe to use their existing knowledge
to help them solve the task. Thus, presenting naddem a way that attracts the
learners or makes them believe that they can dbomehe tasks at hand is extremely
important. Even though computerized training matershould be interesting, it is not
necessary to present them in a game form. Reséacishown that students taught
with game-like programs did not perform better thhose who were taught with

drill-and-practice programs (Lepper and Malone, t38eber, 1991).

When designing computerized training materialstricsional variables are

extremely important and should be carefully congdeSince learners have different
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characteristics, such as short-term and long-termmany, prior knowledge,
metacognition, and motivation, using a single undional approach would not satisfy
the diverse needs of all learners. Therefore, aewsgectrum of instructional
approaches should be implemented in computer-adsisfaining materials to
accommodate as many learners as possible. For éxammomputerized-training
program might involve direct explanation. Thus, gnegram could explain or model
a strategy and then learners practice what theg vaerght. However, since learners
might find it difficult to learn something new fothe first time, a different
instructional approach such as guided participatiath the program providing step-
by-step directions as to how to accomplish a teak,be implemented. This might not
help all the learners accomplish a task. Thus, dputerized-training program
might also implement scaffolding (providing thosedents who have difficulty with
subtle hints by suggesting strategies and dired@agners’ attention to important

aspects of the task).

Feedback is also extremely important in learnihtgdrners are provided with
feedback regarding their task performance, learrgngore rapid than if they are not
given feedback (Peat, Franklin and Lewis, 2001)thiithe area of feedback, there
have been various definitions and terms used dépgnoin the field of study.
According to Schachter (1991), feedback terms dreéhiee categories: negative
feedback, negative evidence, and corrective feddbdegative feedback tends to be
used within the domain of psychology or conceptriggy negative data or negative
evidence within the field of linguistics or lang@agcquisition, and corrective
feedback is a term used in the pedagogical fieldemfond language teaching and

learning. Lyster and Ranta (1997) also note thatectve feedback is a term used by
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second language teachers, whereas focus on fomurseild within classroom SLA

research.

Clariana (2000), who has published extensively lon topics of computer-
mediated feedback, provides a brief summary of types of feedback vastly
investigated in CALL: Knowledge of response (KRattlstates "right" or "wrong" or
otherwise tells learners whether their responsmiigect or incorrect; Knowledge of
correct response (KCR) that states or indicatesoneect response; and Elaborative
feedback that includes several more complex forfisemlback that explains, directs,

or monitors (Smith, 1988).

Elaborative feedback includes the forms listedoélews (Smith, 1988, p.1):

(1) Explanatory feedback provides additional exptaoms, such as
why a learner's error response is incorrect orgggstwhy a correct response is
correct and various types of additional remediaéasgs that may amount to
new instruction (Merrill, 1985, 1987; Spock, 1987).

(2) Directive feedback may provide prompts, hiotsgues to assist the

learner in determining the correct response (Nreld®90). Answer until correct is a
common form of elaborative feedback where the kars directed to respond until
correct.

(3) Monitoring feedback, also referred to as adwieet, lets the

learner know how they are doing overall.

On the whole, feedback improves the effectivenessnsiruction.

Feedback provides information on what has beemdéehand what remains to be
learned. It stimulates learners to reflect on thesponses. Immediate feedback gives

learners the opportunity to directly see the effexttheir actions (Marshall, 1999). If
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feedback informs the learner of the correctnedb@fsolution as well as explanations
about the learner’s answer, it will be more effeetand will help the learner construct
a more adequate understanding of what was taugbsgley and McCormick, 1995).
Feedback is an aspect of computer-supported leathat may help learners become
metacognitively aware, thus facilitating knowledgansfer (Hogle, 1996; Marshall,

1999).

In the present study, all the three types of feeklbaere applied to

both the lesson and practice exercises. See Chafiemore illustrated details.

2.13 Self-Paced L earning

Self-paced learning is important in Web-based utsion. Learners who set
their own pace while learning are more likely taiady learn the material and to
create knowledge that is flexible and thus paréidyltransferable across a variety of
tasks (Greenfield, Brannon, and Lohr, 1996; Taylartern, Hulin, Talleur, Emanuel,
and Philips, 1999; Yamamoto and Miya, 1999). Saekien learning may thus increase
learners’ interest in a learning task. As a resedtrners will be more engaged in their
task.

According to Aimeur and Frasson (1996), learner wlan control their
learning pace tended to acquire knowledge as dtrekunteraction between the
learner, teaching material, and the instructiomagpam. The fact that many previous
intelligent tutoring systems and Web-based CALLgoaons had not yielded the
expected results and had not resulted in signifizaimproved learning by the
learners is because they did not cater to learhesmshing pace. That is, the program

was in control of the learning rather than the nearhimself/herself. Aimeur and
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Frasson hypothesized that learners tend to be eragaged in cognitive tasks when
they are in control of their own learning. To télsis hypothesis, they created an
intelligent tutoring program based on the theorylezrning by disturbing; that is,
providing an intelligent tutor that acts as a tieunfaker, giving both right and wrong
suggestions to the learner. The program would altbes learners to decide by
themselves regarding the correctness of the tusmggestions and what they needed
to do to accomplish their task at hand. The resoligcated that self-paced learning

does enable learners to decide on their own detoriext steps in completing a task.

2.14 Instructional System Design

Instructional system design (ISD) is a process developing instruction.
There are several models existing in the range fsomple to complex ones, all
providing step-by-step guidance for instructionalelopment. ISD acknowledges a
relationship among three components: learnerstuictsirs, and materials. Usually,
instructional system model designers develop tegchnaterials using an iterative
process to relate the three components as mutiepsan.

Developers of Instructional system design model®wknhow learners,
instructors, and materials are related and intpeddent. Changes to any of the three
components affect the entire instructional system the subsequent outcome. The
ISD model to be reviewed in this section with reigaio designing and developing the
TSRS CALL program in the present study is the ondlck and Carey (1996), as

presented in Figure 2.2.
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Aszsess Needs to
Identify Goal(s)

! L

Analyze Learness
and Contexts

Conduct [nstructional
Analysis

Write Performance
Objectives

Develop Assessment
Instruments

Fevize Instruction

De u‘elof Instructional
irategy

Develop and Select
Instructional Materials

Design and Conduct
e B Formative Evaluation
of Instruction

Dezign and Conduct

Summative Evaluation

Figure 2.2 Instructional Design Model (Dick and Carey, 1996)

The stages in the model can be explained as follows

(1) Assess needs to identify goal(s)

The first step in the model is to identify the leans’ learning goal they
must be able to do when they have completed theuoi®n. The goal of the
instruction can be derived from a goal list, fromnaeds assessment, practical
experience with learning difficulties of learnetise analysis of students doing a task,

or from new instructional requirements.



53

Regarding the TSRS CALL program, a needs assessmanprocess
by which data are collected to establish if the dwabed instruction is required. In
this step the researcher determined goals and todgecof the CALL lessons
including general and performance objectives, iearstrategies, the initial activities,
supplementary exercise and tests. The researchersplecified the scope of the
CALL lessons. To achieve this, the researcher askestions to discover if poor
reading performance was caused by a gap in skillknowledge. The researcher
studied the target learners’ background in advamcgder to respond to the learners’
needs. The learners’ characteristics included: a&gkicational level, motivation,
prerequisite language skills, facility with a contgn) access to computers and time
availability. In order to do this, the researchesduced a learner characteristics chart

and the target group of learners was those whiléalfall the requirements.

(2) Conduct instructional analysis

In this step, the developer determines the steps dtudents do to
achieve that goal. After that, the developer deieesh what skills, knowledge, and
attitudes, learners need before the beginning efitistruction. In this step, the
developer may write a diagram that depicts thetioglahips among all of the skills

that have been identified.

(3) Identify entry behaviors

Besides analyzing instructional goal, there is @lpa analysis of the
learners in terms of their learning skills and tbarning context in which they will
use those skills. Entry behaviors included learneusrent skills, preferences, and
attitudes are determined based on the charaatsristithe instructional setting and

the context in which the skills will eventually beed. The information gained from
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identifying entry behaviors is crucial for shapiagiumber of the succeeding steps in

the model, especially the instructional strategy.

(4) Write performance objectives

In this step, the designer writes specific statdmesgarding what the
learners will be able to do towards the completidnnstruction. These statements,
which are derived from the skills identified in thestructional analysis, will identify
the learning objectives, the conditions under whiah skills must be performed, and
the criteria for successful performance. In the $SBALL program, this step
appeared at the outset of each lesson. The studenrts informed of the lesson

objectives at the moment they accessed the figg pheach lesson.

(5) Develop criterion-reference tests

In this step, the designer develops assessmeritarth@arallel to and
measure the learners’ ability to perform what isaibed in the objectives. Major
emphasis is placed on relating the kind of behadescribed in the objectives to what
the assessment requires. In the TSRS CALL progtiaensesearcher put the criterion-
reference tests in the self-test section withirhdasson. The students were tested if

they, for example, could identify the structureaofexpository text being presented.

(6) Develop instructional strategy

In this step, the designer identifies the instiutai strategy to be used
in the instruction to achieve the final objectifée strategy will include sections on pre-
instructional activities, presentation of the infiation, practice and feedback, testing, and
follow-through activities. The strategy will be bdson current theories of learning (e.g.
cognitive and constructivist learning theories) aeslilts of learning research (e.g. in L1

and L2 reading), the characteristics of the medihat will be used to deliver the
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instruction (e.g. whether only L1 or L2, or a conation of the two, will be used), content
to be taught, and the characteristics of the lemmbo will receive the instruction. These
features are used to either develop or select iadafeor even to develop a strategy for
interactive instruction.

Regarding this step, the researcher of the pretety used programmed
lessons and interactive drills which are the embdddatures in Moodle. Programmed
lessons and interactive drills are effective inivéeing any instructional materials
because they generate feedback to the learnepgin®ss, and thus promoted successful

learning.

(7) Develop and select instructional materials

In this step, the instruction is produced basethennstructional strategy in
step 6. This includes an introduction on how tothegorogram, instructional materials, and
tests. In the TSRS CALL program, instructional male appeared within the ‘Study’
section in each lesson. The decision to develamatimaterials depended on the type of
learning to be taught, the availability of existirglevant materials, and availability of
developmental resources. The selection of leammatgrials was determined based on the

students’ English proficiency level, interest, &xt readability.

(8) Develop and conduct formative evaluation

Based on the instruction draft, a series of evalnatis conducted to
collect the data that will be used to identify htmnimprove the instruction. The three
types of formative evaluation are referred to as-tmone tryout, small-group tryout,
and field tryout. Each step of tryout provides ttesigner with a different type of
information that can be used to improve the instonal materials. The TSRS

materials in the present study were tried out tghothe 3 phases, and in each phase,
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the 80/80 standard based on the E1/E2 formula wed to determine the efficiency

of the material. See section 4.9.2 in Chapter 4rfore details.

(9) Revise instruction

This is a final step where the data from the fdimeaevaluation are
summarized and interpreted to identify difficultiexperienced by learners in
achieving the objectives and to relate these diltiies to specific deficiencies in the
instruction. ‘Revise instruction’ indicates thattbata from the formative evaluation
are not only used to revise the instruction perlsg, are used to re-examine the
validity of the instructional analysis and the amptions about the entry behaviors
and characteristics of learners. It is necessaryetexamine the statements of
performance objectives and test items in line wh#hcollected data. The instructional
strategy is reviewed and finally all this is incorated into revisions of the instruction
to make it a more effective instructional tool. HBBRS CALL program, all the data
derived from the initial three tryouts were anabyzenterpreted and incorporated to
make it more suitable to the target learners. Adsthis step, the researcher used the
data from the ten-point scale evaluation form & éxperts’ opinions (see Appendix
10). The data were calculated for the arithmeti@amse The criteria of means, 1.80,
were used for each interval and interpretation. Seetion 3.8.1.2, in Chapter 3 for

more details.

(10) Develop and conduct summative evaluation

Summative evaluation is exactly not a part of th&ructional design
process. It is an evaluation of the absolute and#tative value or worth of the
instruction and occurs only after the instructicas tbeen formatively evaluated and

sufficiently revised to meet the standards of tesigher.
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2.15 Guiddinesfor Developing a Web-Based CALL Program

Although several guidelines have been proposedtiferdesign of a good
Web-based instruction, the guideline proposed bgn®ns (2004) were reviewed
and summarized to present in this section. Simnsoggests that a good Web-based

CALL program should have the following charactecst

(1) Stating clear objectives and prerequisitdgeanner terms

A CALL lesson should state clearly about the lessbjectives which
is one of nine essential events of instruction (@ad981), and its prerequisites for
each segment of the training. To make the objestolear, Dewald (1999) suggests
that they should be displayed in the form of anlinaitof what one will learn, with

directional signs for navigating one's way throtigd lessons.

(2) Having consistent layout and well-planned gation

To make this stage even more obvious, Moallem (R80fgests that
to have consistent layout, a designer should dolkasvs:

- Plan for consistency in layout and presentation.

- Plan for consistency in font type and size and he use of
underlining, bold letters, and italics.

- Limit the number of variations and use them onlygde-determined
reason.

- Remain consistent in the use of technical languagin't use

several synonyms.

Navigation is a tremendous issue in the succesd/Bl. The site's
navigation pattern should be obvious, redundant emmsistently presented. That

means the navigation is clearly understood anddtponents are easily spotted on
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the screen. Menus, icons and buttons can all bé asenavigational components.
Navigational redundancy can be achieved by progidmultiple navigational
methods, including a graphic menu at the top oe %ifl the screen along with a
duplicate but text-based menu at the bottom of aacken. This might also mean a
combination of a menu along with buttons labelecext, "Back"”, or "Home".

Consistency also covers the use of fonts, and color

(3) Being learner-directed and employing non-limegaproach
A CALL program should have hyperlinks allow learners to move
through the lesson(s) in a self-directed way. Thlksatisfy adult learners who prefer

to be self-directed (Knowles, 1980).

(4) Being interactive

According to Hall (1997), interactivity is what stinguishes an
information source from a learning experience.rbugvity in a CALL program can
be employed in many ways, for example, by usingzgps, exercises, and feedback
forms. Interactivity engages the learner with thatenal in order to practice skills.
Active learning engages students in the learningcgss to create their own
understanding of the subject matter (Dewald, 1929CALL program should be
interactive because interactivity makes the diffeezbetween a program that simply

presents information, and one that actually tréwesuser.

(5) Having a source of motivation for learners

Motivation is important for a CALL program desigedause learners
are most ready to learn when they have a reahbfed to know something. To meet
this expectation, a good CALL program should prevédsource of motivation such as

a Web-based assignment, animations, graphics a&targs, as well as online forum.
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When students have an assignment to do and musitei¥¥eb-based training module
to fulfill that assignment, the training offeredsha greater chance of gaining their

attention and being absorbed.

(6) Providing frequent practice and immediate besexk

Learners need to test new knowledge and practiceskéls in order
to assimilate the new knowledge and skill. A CAldogram should provide practice
to the learners with sufficient practices. A CALlogram should also provide
feedback on the success or failure of the learredfsits, and ideally, should provide

new opportunities for practice and exploration esded.

(7) Being concise and presenting information imbmhunks

A well-designed CALL program should use the fewestds as many
as possible to teach each instructional object8t@ort sentences, plenty of white
space on the screen, and the use of charts oadiagvhich can be effective tools for
reducing the number of words needed to explainneaat, are also ideal for a CALL
program (Moallem, 2001). In addition, in order tavh concise page formats, web
pages in a CALL program should be concise and eatl like a book, have large
pages broken into discreet segments, and thatrémeing itself should address a
specific and fairly narrow topic.

On the same issue, Dewald (1999) recommended rgeaidules that
provide information in small blocks, breaking it ufto parts and sub-parts with
summaries and reviews. This helps learners absattlkerial gradually, organize the
material in their own minds, and allows for frequpractice questions and feedback.

(8) Using a variety of styles to engage differearning styles

In this regard, a good CALL program must capture laold learners'
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attention in order to be effective. A variety of are styles including text, graphics,
video, and audio, and presentation techniques hekistain students' interest and
engagement. Another benefit is that varied presientdechniques not only add to
more interesting presentation, but also appeah@riaty of learning.

All the above-mentioned 8 characteristics were iadpln the design and
development of the TSRS CALL program in the prestudly. These are especially in
line with the two leading learning theories — cdig®ei and constructivist- that also
served as the guidelines for the design and dewetap of the TSRS CALL program

(See sections 4.3.1.3 and 4.3.1.4 in Chapter 4.)

2.16 Conclusions
The literature review reveals the following gapsanent research:

Firstly, little has been done to investigate theeat of Web-based CALL
programs on reading comprehension of English exmysiext of EFL students with
medium and low English proficiency. Besides, mosttlmese studies did not
investigate the students’ opinions towards the mtel the effects of Web-based

CALL programs.

Secondly, most empirical studies concerning Wele#haSALL programs on
instruction of expository text structures have bdene outside of the Thai university
EFL students’ context. The quantitative and qu@aigafindings from these studies
may not be generalized to cover the instructioteaf structure reading strategy for
the Thai university EFL students.

Thirdly, most previous research on the effects @bvidased CALL programs

delivered the instruction of text structure readstigitegy in a combination rather than
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an individual strategy format. Most previous reshaiaught several expository text
structures at the same time. Not single expositery structure was selected and
taught at a gradual step-by-step manner.

Lastly, most previous Web-based CALL research itigated the effects the
text structure reading strategy taught using L2haslanguage of instruction. Little
research on using L1 or a combination of L1 andi&2he language of instruction has

been carried out.



CHAPTER 3

METHODOLOGY

3.1 Introduction

This chapter discusses the methodology adopteleirptesent study. It then
describes the research method, research desigicigmarts, research tools, research

procedures, and finally data analysis.

3.2 Research Method

The present study relies on a method triangulatwbich means combining
research methods to give a range of perspectivissotten beneficial when designing
an evaluation to incorporate aspects of both caialé and quantitative research
designs. According to Cresswell (2002), the purpafse triangulation method is “to
simultaneously collect both quantitative and gaé#ife data, merge the data, and use
the results to understand a research problem”1(p.The underlying logic afsing a
method triangulation is that neither quantitative qualitative methodare sufficient
in themselves to capture the trends and detdilshe situation. When used in
combination, both quantitativend qualitative data yield a more complete analysis
and theyxcomplement each other.

In the present study, both quantitative and qai@h¢ methods were used to
investigate the effects of the TSRS CALL program the participants’ reading

comprehension, and to explore their opinions tow#né program and its usefulness.
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The tools for collecting quantitative data usedhis study included pre-and post-
reading comprehension tests and a survey questren#asemi-structured interview

was used to collect the qualitative data.

3.3 Research Design

A quasi-experimental pre-test and post-test withtrad group design (Marion,

2004, see figure 3.1) was used in this study.

Group Pre-test Treatment Post-test
Experiment 6 X o
Control d : o
Note: O' = Pre-test
= Post-test
X = Treatment

No treatment

Figure 3.1 Research Design

This design was used because the participants weaet classes. The
independent variable was the text structure reasirajegy (TSRS) CALL program.
The dependent variables were the participantsingacomprehension scores from
their post-reading comprehension test, and the iamsn of the experimental
participants towards the program and its usefulnédk the participants were
randomly assigned to an experimental group anchaaagroup via a ballot drawing
method. The experimental group studied with the $EFALL program individually
in a computer room at a university in the NorthezEsThailand. The control group
studied a set of the Voice of America (VOA) textinfed from the VOA Special

English website in a classroom taught by the rebesar A paper-based pre-test was
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administered to the two groups before the treatmEm purpose of the pre-test was
to identify the participants’ English proficiencgvels, and the scores from the pre-
test were used for comparing with the scores frioeir {post-test. One day after the 6-
week treatment, the participants in the two graigok a post-test. The experimental
group took the online version post-test, while ¢oatrol group took the paper-based
version. These two post-test versions, which lagtédur, were of exactly the same
guestion and answer format. Immediately after thgtqest, an online questionnaire
was administered to the participants in the expemta group who spent

approximately 20 minutes to complete it. One daterathe post-test, all the

participants in the experimental group were in@mad for their opinions towards the

TSRS CALL program and its usefulness.

3.4 Participants

The participants in this study were 86 studentg (Bable 3.1) purposively
selected from the EFL students from the three fiasul(a) Liberal Arts and Management
Science; (b) Natural Resources and Agriculturalustgy; and (c) Science and
Engineering, of a university in the Northeast ofaildnd. They were enrolled in the
Foundation English 1l course during the summer esgar of the 2009 academic year.
They were identified as medium and low EFL rea@deording to their pre-test scores
(see table 3.3 for the criteria for classifying plagticipants into three different proficiency
levels). They had either little or no knowledgeEafglish expository text structures as
indicated by their answers to the text structurevkadge interview the researcher had

conducted with them prior to the starting of theagke selection process.
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Table 3.1 Number of Participants in the Experimehand Control Groups

Proficiency Experiment Control Total Percentage
Medium 18 19 37 43
Low 24 25 49 57
Total 42 44 86 100

All the participants had more than 3 years of eigpee in the use of computer
and Internet. Most of them used the Internet fodging and entertainment purposes.
Out of the 86 participants, 37 participants (43%¢rav identified as medium
proficiency participants (MPPs), while 49 partigipg (57%) as low proficiency
participants (LPPs). Forty two participants (18 madand 24 low) were randomly
assigned to the experimental group. The controlgrconsisted of 44 participants
(19 medium, and 25 low). Table 3.1 above summatizesiumber of the participants

in the experiment and the control group accordmtheir proficiency levels.

In selecting the participants for the present stuldg researcher followed the
following steps:

1. He approached all one hundred and eighteen rggida two
Foundation English Ill classes and asked whethay would be willing to participate
in the study by giving out a consent form for eatkthem to fill out.

2. The students who consented to participate insthey filled out
consent form. The researcher then asked each deds&ndent about the knowledge
of expository text structure. It appeared that nodshem either did not know or knew
very little about the expository text structuresnbe being counted as possessing no

knowledge of text structures strategy. Also, theeaecher asked them about Internet
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use, and experiences in the First Certificate igligh (FCE) test.

3. They then took a pre- reading comprehension (feber-based)
which consisted of 30 multiple-choice items andddsl hour.

4. The thirty-two students (with at least B gradestheir previous
English exam) who gained higher than 20 out ofttital 30 scores were excluded
from the study because they were regarded as hajltipncy readers, who were not
the target group of this study.

5. Finally, 86 students, 24 male (27.9%) and 62alen(72.1%), were
selected for the present study.

The participants were selected for this study basmedhe following
reasons: First, they were doing Foundation EnglisfCourse at the time of the
experiment. Secondly, they had limited or no knalgke about expository text
structures, as determined by the information ddrii®@m interview with them.
Thirdly, they had medium and low English proficignas determined by previous
grades and their reading comprehension test schr@stly, they consented to

participate in the study.

3.5 Research Tools

3.5.1 Invitation Letter

The researcher developed an invitation letter &ithattachment of a consent
form. This letter (See Appendix A) informed thedstats about the study, and invited
them to participate in it.

3.5.2 Pre-test and Post-Test

The pre-test and post-test used in this study agopted from Paper 1, test 1



67

and test 3, in the Reading Comprehension SectiotmeoFirst Certificate in English
(FCE) Test (Cambridge University Press, 2008). Tdss were used in 2007 and
delivered to public in 2008. The two tests were dffecial examination papers from

University of Cambridge ESOL examinations.

In the FCE test, there are 5 sections: Sectionehdig, Section 2: Writing,
Section 3: Use of English, Section 4: Listening] &ction 5: Speaking. Section 1 of
the test consists of 3 parts whose contents coofsBiong and 2 or more short texts
with 30 reading comprehension questions. The quesin the test paper are meant to
test candidates’ understanding of the general itteamain points, specific details,

the structure of the text and specific information.

Adopted for the present study, Section 1, Part 3nd 3 of Test 1 (30 items),
was used as the pre-reading comprehension tesioisé¢ Part 1, 2, and 3 of Test 3
(30 items), was used as the post-test. The pré@eshbach's alpha coefficient =.751)
and the post-test (Cronbach alpha coefficient %6).%@ere piloted with 50 students
with different English proficiency levels who wesenilar to the target participants in
order to check for the reliability before they weeally used in the experiment. The
scores from the pre-test were used to identifypimticipants’ proficiency levels (See
Table 3.3). The participants’ English proficiencgsaclassified into three levels: high,
medium, and low. For the purpose of this study, ftll®wing criteria were used in

classifying the participants’ English proficieneyo three different levels:

The students who managed to gain 21- 30 out oftdted 30 scores were
classified as high proficiency ones. The studerits managed to gain between 11-20
scores were classified as medium proficiency ohks.students who gained between

0-10 were classified as low proficiency students.
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Table 3.2 Participants’ English Proficiency Levels

Proficiency levels Pre-test scores (Total 30)
High 21-30
Medium 11-20
Low 0-10

3.5.3 TSRS Questionnaire

A questionnaire consisting of 14 close-ended itemd 1 open-ended item
was developed to investigate the participants' iops1towards the TSRS CALL
program and its usefulness. The participants arexivéhe Thai version of the
guestionnaire which was administered online (se@effdix B). The close-ended
items contained statements which were accompanitd avfive-point, Likert-type
rating scale, ranging from ‘strongly agree’ to Gstgly disagree’. The values set for

interpreting the rating scales for both positived amegative statements were as

follows:
5 means ‘strongly agree’
4 means ‘agree’
3 means ‘uncertain’
2 means ‘disagree’
1 means ‘strongly disagree’.

The questionnaire was developed according to th@fimg steps:
1. Analyze all the variables relating to the TSRBLL program,
which included interface design, color scheme and &ppropriateness, interactive

features, lessons and practice exercises.
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2. Write statements relating to each variable.
3. Have all the statements checked for their cantalidity by experts
in the field of EFL/ESL teaching and educationahtgology.
4. Pilot the statements with 30 students for itaralysis.
5. Calculate the item discrimination using t-tddte items which had
the discrimination index of more than 1.75 weresgm
6. Fourteen items were chosen and tried out gairthieir reliability,
using Cronbach’s Alpha Coefficient method. Theatality coefficient value of the
guestionnaire was .83.
3.5.4 A Semi-Structured Interview
A semi-structured interview in Thai was conductedtllect the data on the
participants’ opinions towards the TSRS program asdisefulness (see Appendix
C). All the participants in the experimental groupre interviewed on a group basis,

4-5 participants at a time. The interviews wereiaudcorded.

3.5.5 Text Structure Reading Strategy (TSRS) CALLIProgram
The TSRS CALL program (See Appendix K for some epl@npages) was
developed by the researcher according to the faligwsteps:

1. Review related literature on text structure tefyg, text structure
strategy instruction, and English expository teéxicures.

2. Write storyboards containing the selected tlrgmsitory structures to
be taught. At this step, the researcher decidgregent the instruction in 4 lessons, and
decided on the contents to be provided in eacbriess

3. Design web pages for text structure readingegsainstruction. The

Hotpotatoes and Dream Weaver programs were usedliting up presentation and
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exercise pages for each lesson. The written htie$ fivere to be uploaded on a
university main server.

4. Install the Moodle program Version 9.0 on theeseof Kasetsart
University Chalermphrakiat Sakon Nakhon Provincen@as, and then upload the
developed lessons and exercises to the TSRS website

5. Invite ten experts in the field of EFL/ESL temchand educational
technology to examine the TSRS CALL program mdtesiad design, using an
evaluation form (See Appendix I).

6. Revise the TSRS CALL program according to theees’ evaluation
results and comments.

7. Run the three tryouts (Individual, small-groapd field tryouts) in
order to evaluate and improve the efficiency of T®RS CALL program. In each
tryout, students with different English proficientgvels, high, medium, and low,
were invited to participate. The students studisel lessons, did the exercises, and
took the tests. The participants' scores from leo#rcises and tests were calculated
for the efficiency. The standard criterion for tk#iciency of the TSRS CALL
program was 80/80 (Brahmawong, 1978). The E1l/Eghita (see Figure 3.2) was

used to determine the efficiency:
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E, = E x100
A
E, = Efficiency of the process
x = Average score all students obtain from the exercises
A = Total score of the exercises in the lessons
E, = % x100
E; = Efficiency of the product
x = Average score all students obtain from the test
B = Total score of the test in the lessons

Figure 3.2 B/E, formula (Brahmawong, 1978)

For more details about the construction and evialoaif the program

as well as the results of the evaluation of eagbutr, please see Chapter 4.

3.6 Data Collection

The data collection was conducted for 8 days ineg&ks during April and

May, 2009 in the computer laboratory of the uniitgrs

3.7 Procedures

3.7.1 The Experimental Group

The participants in the experimental group studred TSRS CALL program
for 2 hours a day, two days a week. The experim@mt on for six non-consecutive
weeks. On the first day, they studied the orieatabf the TSRS CALL program for

30 minutes and spent 2 hours studying Lesson 1 @bk 3.4). In lesson 1, they
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studied the introduction which briefed them on ¢iverview of the lesson in terms of
its objectives and scopes. Then, they started then mtudy section delineating

knowledge topics and explanations relating to & structure reading strategy. The
main study section was time-controlled, with onlyh@urs being allowed for the

study. The lesson was similar to the other thresdes in terms of the lesson format.
The patrticipants then took the self-test for testimeir understanding of the contents
learnt from the main study section, and finally thd practice exercises.

On the second day, they studied the first threetigec of lesson 2
(introduction, main study, and self-test) for 2 teourhe focus of lesson 2 was on the
sequence structure of expository text. On the ttay, they still continued studying
lesson 2 for 2 hours, focusing on two practice @ses. Each text in the exercises, in
sequence structure, provided the practice on logatthe main ideas and
comprehension check.

On the fourth day, they studied the first 3 sediofh lesson 3 (introduction,
main study, and self-test) for 2 hours. Lesson dided on the compare/contrast
structure of expository text.

On the fifth day, they continued studying lessoior32 more hours, focusing
on 2 practice texts. Locating the main idea andking comprehension of the texts
were the main skills to practice, as in the presitasson.

On the sixth day, they started to study the firse8tions of Lesson 4 which
focused on the cause/effect structure of expostexiy They studied the introduction,
main study, and the self-test sections respectively

On the seventh day, they spent two more hours stgdyre remaining 2

sections of Lesson 4; that is the 2 practice textsch, likewise, focused on training



two skills — locating the main idea and checkingipeehension of the texts.

On the eighth day, after completing studying ak tfessons in the TSRS
CALL program, the participants took the post-t@sten, they spent about 20 minutes

completing the online questionnaire asking aboetrtbpinions towards the TSRS

CALL program and its usefulness.

On the ninth day, the researcher conducted a seaatsred interview with

them. The interview lasted about 3 hours.

Table 3.3 Summary of the Procedures for the Expemental Group

Day Time

Activities

Total

1 hour

= Receive their usernames and passwords, the
in to learn the overall process of TSRS an

relevant tasks (in Thai)

2 hours

*Lesson 1
* Introduction
eLesson 1 study
*Lesson 1 self-test

*Lesson 1 practice exercises

3 hours

2 hours

» Lesson 2
* Introduction
eLesson 2 study

*|Lesson 2 self-test

2 hours

» Lesson 2 practice exercise 1
-Locating the main idea
-Comprehension check

= Lesson 2 practice exercise 2

-Locating the main idea

-Comprehension check

4 hours
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Table 3.3 (continued)

Day Time  |Activities Total

= | esson 3:
*|ntroduction

4 2 hours

eLesson 3 study

*Lesson 3 self-test

= Lesson 3 practice exercise 1
_ o 4 hours
-Locating the main idea

-Comprehension check
5 2 hours _ _
= Lesson 3 practice exercise 2

-Locating the main idea

-Comprehension check

= esson 4

« Introduction
6 2 hours
*Lesson 4 study

*|Lesson 4 self-test

= Lesson 4 practice exercise 1
) o 4 hours
-Locating the main idea

-Comprehension check
7 2 hours . _
= Lesson 4 practice exercise 2

-Locating the main idea

-Comprehension check

8 1 hour Post-test 1 hour and

20 minutes Filling out the TSRS questionnaire 20 minutes

9 3 hours Participate in an interview 3 hours

3.7.2 The Control Group
The participants in the control group studied 6tidgxrinted from the VOA
Special English website. Each text was accompatigdtwo sets of reading

comprehension questions. One set was comprised-/ofshort-answer questions
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which required them to provide the answers in tlweun words. Another set of
guestions was comprised of 10 four-multiple-chajoestions in which only A, B, C,
or D, had to be chosen as the best choice. Thelestuhe 6 texts for 6 days (see
Table 3.5). Then they took the post-test. In orteensure that they spent equal
amount of time studying the texts, the researckérup a special class with them
which lasted 6 days, starting from 5 p.m.-7 p.mtlensame days as the experimental
groups. For each session, the researcher gave dhesw text to read. This was to
ensure that they did not read the texts in advaocespent more time than being
allowed. During the reading in class, the partinigacould use dictionaries, asked
each other, asked the teacher (researcher) alotéxts they were reading. The study

time for the control group is presented in Tabk 3.

Table 3.4 Time Frame for the Control Group

Day Time Activities
1 1 hour Pre-test
2 2 hours Reading practice: Text 1
3 2 hours Reading practice: Text 2
4 2 hours Reading practice: Text 3
5 2 hours Reading practice: Text 4
6 2 hours Reading practice: Text 5
7 2 hours Reading practice: Text 6

8 1 hour Post-test
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3.8 Data Analysis

The data were analyzed and interpreted quantitgtared qualitatively.

3.8.1 Quantitative Data Analysis

The data from the pre-and post-reading comprehernsists and the TSRS
guestionnaire were analyzed quantitatively.

3.8.1.1 The Data from the Pre- and Post-Reading @gprehension

Tests

The reading comprehension test scores of the ewpatal and control
groups were analyzed using the independent-sartypss. After that, the analysis of
covariance (ANCOVA) was used to analyze the pre{amst- test scores to confirm
the effects of the TSRS CALL program.

In this study, the dependent variable was the msitscores, the
independent variables were the two learning metlfiedsning with the TSRS CALL
program, and learning from the VOA texts), andebeariate was the pre-test scores.
Before employing ANCOVA, a test of the homogeneityegression was performed.

3.8.1.2 The Data from the TSRS Questionnaire

The scores from the five-point rating scale of theestionnaire were
calculated for their arithmetic means. The follogvizriteria of means 1.33 were used

for each interval in the questionnaire and forrpttetation (See Table 3.6).
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Table 35 Criteria for Interpreting Each Statement in the TSRS Questionnaire

Means

Interpretation

1.00-2.33 The students’ opinions towards TSRS Cpidgram are negative.

2.34-3.67 The students’ opinions towards TSRS Cpitdgram are positive.

3.68-5.00 The students’ opinions towards TSRS Cpitdgram are very positive.

Table 3.6 Criteria for Interpreting the Arithmetic Means of Experts’ Evaluation

Form
Means Interpretation
1.00-2.80 The quality of TSRS CALL program is veonor.
2.81-4.61 The quality of TSRS CALL program is poor
4.62-6.42 The quality of TSRS CALL program is racde.
6.43 — 8.23 The quality of TSRS CALL program is doo
8.24 - 10.00 The quality of TSRS CALL program isyvgood.

3.8.2 Qualitative Data Analysis

3.8.2.1 Interview Data Analysis

The interview data were transcribed and consequerthlyzed using two

types of coding: (a) open coding, and (b) axialitgd Strauss and Corbin, 1990).

Open coding is the identification of themes thaeege from the data. During open

coding the researcher read and reread the enteeview transcripts to identify and

tentatively name the salient themes which were thbaled or coded. These themes

served as the framework for analysis. Words or gggdhat appeared to be similar
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were grouped into the same theme. These themesgnaateally modified or replaced
during the subsequent stages of analysis thatifelio

The next stage was 'axial coding' or re-examinatibthe themes that had
been identified in order to determine whether tiveye linked. The purpose of axial
coding was not only to describe, but to acquire nederstanding of the information
of interest. The themes identified in open codiregencompared and combined as the
researcher began to assemble the 'big picturerédearcher built a conceptual model
and determined whether sufficient data existedufipert that interpretation. Original
guotes from students were used as evidence to duppsee themes. The data analysis

from the semi-structured interview was finally preted.



CHAPTER 4

THE TSRSCALL PROGRAM

4.1 Introduction

This chapter delineates the Text Structure Rea&ingtegy (TSRS) CALL
program used as the main experimental tool in tlesgmt study. First, the program
objectives are presented, followed by the prinaiptelevant to the design and
construction of the program. Then, the program camepts are presented followed

by the evaluation and its results based on the tinyeuts.

4.2 Objectives of the TSRS CALL Program

The TSRS CALL program was designed and developéd thie following
objective: To promote the participants’ ability tse the text structure reading
strategy, focusing on three expository text stmeggusequence, compare/contrast, and

cause/effect.

4.3 Program Design

In order for the TSRS CALL program to be effectiveneeds to have the
following characteristics: be theoretically sourite able to achieve its intended
objective, be administratively feasible, and beiwading to learners. In designing and
developing the TSRS CALL program, the researchethefpresent study took into

consideration the following areas as delineated.nex
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4.3.1 Theoretical Framework for the TSRS CALL Progam

A clear theoretical framework is important for higjuality research. The
theoretical framework gives conceptual guidancesearchers so that they can set up
clear relationships among variables. Alderson (2@@inted out that researchers who
want to do research on reading must first of allttr understand the construct of
reading, the concept of understanding the mearfimgaaling. In the context of Web-
based instruction, the development of effective Wabed learning materials should
be based on proven and sound learning theoriesubecahat matters is not
technology per se. Rather, it is the design ofcth@se or instruction that determines
effectiveness of learning. According to Ally (2004¢arning strategies should be
selected to “motivate learners, facilitate deepssing, build the whole person, cater
for individual differences, promote meaningful leag, encourage interaction,
provide feedback, facilitate contextual learningyd aprovide support during the
learning process” (p. 6).

The principles that served as a guideline for thsigh of the TSRS CALL
program were: second language acquisition (SLAQrhanstructional approach, and
cognitive as well as constructivist learning thesri

4.3.1.1 Second Language Acquisition (SLA) Theory

Although there are several SLA principles propoaedyuidelines for
the design of an effective CALL program, the follagy SLA principles proposed by
Chappelle (1998) are best-suited in the preserdystiihese principles include:
Making key linguistics salient, offering modificatis of linguistic input, and

providing opportunities for learners to notice thesrors.
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Research has shown that highlighting input in niatercan prompt
learners to notice particular syntactic forms ahdst positively influences their
acquisition (Doughty, 1991). As a result, signalrdgowere commonly used as key
linguistic features that needed to be made sairerfaich expository text structure in
the TSRS CALL program. The signal words were madkest by bolding and
highlighting (see e.g. Figure 4.1), so that thelstus could easily notice and identify

them.

B signal_sequence_text.jpg (JPEG Image, 688x285 pixels) - S... [:JE]EI —

File Edit View History Bookmarks Tools Help
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70 Lesson 2: LESSON 2 STUDY|
Choosing a doctor is an important decision. Here are some things vou can do to make the
best choice. the single most important thing is to interview the doctors you are
=00 el considering. Ask questions about the practice. office hours. and how quickly he or she
respons to phone calls. Pay attention to the doctor's communication skills and how
comfortable vou are with him or her. The Second thing you should do is check the
doctor's credentials. One way to do this is to ask your healthcare insurance company how
they checked the doctor's credentials before accepting him or her into their network.

Signal words usd

T]?e following sep Another thing you can do is to look at the environment of the doctor's office. Be sure 9
two groups. patients aren't waiting too long and that the office is clean and professional. Finallly,
Fi . spend some time talking with the receptionist. Keep in mind that this is the person you'll
pst group: come into contact with every time vou call or come into the office. If he or she is pleasant
and efficienty. it will certainly make yvour overall experience better. —
and, in addition, uent,
furthermore, at thd nallv,
last, early, followinf pone . ago,

in the first place, process, way to, procedure, etc.

Study these signal words in this example text.

The second group are the chronological order signal words. Mostly, these signal words are dates
(frequently years and months) in which events happen. Study this example text as an example.

Figure 4.1 A screenshot of Signal \Wrds as Used in TSRS Lesson 2

Modifications of input can come in the form of ré&pen,
simplification through restatements, non-verbal s;udecreased speed, reference
materials, and change of input mode. Not all oféhmodifications, but only some of
them, were used in the TSRS CALL program. Theskided non-verbal cues and

simplification through reference materials, andetémon.
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Non-verbal cues used in the TSRS CALL program wgraphic
organizers (see e.g. Figure 4.2) which were usecxplaining the relationship of
ideas in each sample text with different structuaeparagraph and passage levels.

They were used both in the study section and impthetice exercise section.

© Effects_of_aspirin.jp... EX
C ,m m | T Effects_of_aspirin.jpg (JPEG Im... I_ _—

EXAMPLE PARAGRAPH 3 .
Effects of aspirin

~=CUring headache

=+CUring pain
e-ctop headache
~=stop earache
=e-ctop pains

Only one cause is mentioned; that is aspirin | e-stop fever ects. Therefore, the
pattern of cause and effect in this paragraph i d i questioned is asked
"Why do you feel better when yvou have a col T rin."” Study the
graphic organizer of this text here. ~sctop heart disease
Cause aspirin
Done :

Effects stopped headache and earache, pa eart, stopping

heart disease

Figure 4.2 A Screenshot of a Non-Verbal Cue Used a Paragraph Level

Repetition was provided in two forms: going backthe previous
page, and choosing a new alternative. The partitspavere reminded of the wrong
answer and brought back to the previous page wienfailed to answer the question
in the main study section (See Figure 4.3). Theyewequired to re-study the same
page until they understood and provided the coaestver in the next attempt.

Choosing a new alternative was provided in the tm@cexercise
section in which the participants had to selectdaheect choice for each question or
statement. They were allowed to select anothercehibithe one they had selected

was wrong. However, they did not gain a scorelieritem they had attempted more
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than once (See Figure 4.4).

+» wvuien the writer shows that something is ditteren 1 v, - T
. scrueture, This structure is therefore collectively called "compare/ contrad The feedback remmdmg

, e participants of the wrong
_.crefore, a "compare/ contrast text” is a text which is written in order to show or tell ab .
similarity or difference of things, people, places, ete answer and having to go bag

to study the previous page

=

Question: Which statement is true?

Your answer :

No compare or contrast can be in the same text.

Lignasu aranfuads uwa unileduiiidy compare/contrast text azfintmatanFauiian fue 1aiian wiaAuuenes

luuna

Continue

Figure 4.3 A Screenshot Showing Repetition Provad through Reminding Feedback

1/10 Next question

HEALTH REPORT = How Much Water
People Drink?

Sorry! Try agamn. - .

) TeE he main idea of this passage?

1. Many people believe they
supposed to drink eight glas:

water a day, or about two lite __ R I Drink 8 glasses of water per

Why? Because that is what t] dav

have been told all their life. B ! )

new report offers some diffe = &

advice. Experts say people s . B. ) | How to drink water

obey their bodies; they shoul —a

drink as much water as they feel like drinking. 2 | ) )

G : Drink water according to

2. The report says most healthy people meet their body needs

liquid by letting thirst be their guide. The report is fro

Institute of Medicine, part of the National Academies, 2 | ;

organization provides scientific and technical advice f D. ; 0,1d and new suggestions for

government and the public. water drinking

Figure 4.4 A Screenshot Showing Repetition Providethrough Choosing a New

Alternative

Reference materials were provided in the formsnob@line dictionary
(English-Thai) and a Thai translation text link.iFimodification was beneficial for
the low proficiency participants who, without thyge of help, might lose the chance
of understanding the lessons. Translation was givéime tutorials in all the 4 lessons.

The participants who found the lesson materialsdiffacult could rely on the Thai
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translation. Those who were comfortable readinglliienglish were not supposed to
use this option. They could use the online dictigrta help with unknown words.
Moreover, support was also given in an audio forf@aspeaker icon) which the
participants could use for more explanation in Tkowever, the explanation given
in the audio format was not a word-by-word or seogeby-sentence translation.
Rather, it was an overall explanation of each tdyeing studied.

The last SLA principle considered in designing aeVeloping the
TSRS CALL program is providing opportunities foataers to notice their errors. In
every lesson, the main study section, includingsegbent 2 practice texts with
interactive exercises on locating main idea anaking comprehension, all provided
opportunities for the participants to notice andrect their errors with immediate
feedback (See Figure 4.5). This was the strengtheoTSRS CALL program because
it not only helped the participants notice thenoes, but also offered explanations of

the correct answers.

1/10

jior of this passage mainly discusses

:-) | how to cure meat

)

what meat curing is

9
C. : | the benefits of curing

meat

9
D. ) | how to cure meat in the

past and in the present
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Figure 4.5 A Screenshot Showing Informative Feedlo& in a Practice Exercise

Providing such explanatory feedback benefited tlaetigpants in
being able to notice their errors because they vpdmging an active role in the
foreign language learning process and learning-liasd how the language works
(Conrad, 2001). Positive and informative feedbazkmore fruitful in developing
future performance of L2 learners.

4.3.1.2 Instructional Approach

The TSRS CALL program aims to teach text striect@ading strategy
for the three basic structures of expository tesdquence, compare/contrast, and
cause/effect. The instructional approach adoptdatierpresent study was the explicit
instruction (See details as delineated in Sectidn Chapter Two) because it was in
line with the objective of the program. To achigkie objective, in every lesson, an
introduction regarding what to be learned and tingp@ses of learning were given in
the initial stage, followed by the modeling of thteategy use, how, and when to use
it. Explanations of the strategy being taught wanavided using the participants’ first
language in order to make the modeling clearer mande comprehensible. Guided
practice was provided in an interactive drill fotmia which immediate and
informative feedback was given. Independent pracivas provided in the practice
exercise section where 6 texts from the VOA SpeEiajlish were presented (See
also Figure 4.5 above, since it is a guided pragtidhe participants practiced
identifying expository text structures by locatitize main idea of each text, and

checking their comprehension.
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4.3.1.3 Cognitive Learning Theory

One principle of cognitive learning theory is thahobservable
constructs such as perception, attention, memoogivation and thinking affect the
process of knowing (cognition) and learning. Infatman should be presented in such
an easy way that learners will pay attention t@drceive it, understand it, and, as a
result, learn it. Once the learners attend to am@give information (stimuli), it is
encoded. Cognitive psychologists (Fleming and Levi@78) propose that the
information-processing approach explains how weaimetor forget knowledge
depending on its importance and usefulness. Affermation is encoded, the learner
is expected to memorize and retrieve it whenever iequired. Memory is enhanced
through information that is provided in an orgadizad repetitive way.

Cognitive learning theory emphasizes active leaynlecause it
assumes that learners learn not only by obserbimigalso by being actively involved
in the process of learning which is enhanced byivatbn (Malone and Lepper
(1987). In this regard, challenge, curiosity, cohtifantasy as well as attention,
relevance, confidence and satisfaction are all etgsnthat should be taken into
consideration when designing learning materialstédweer, cognitive learning theory
emphasizes individual differences in learning.

In the context of reading comprehension, cogniteaning theory
posits that reading comprehension requires actidk amplex cognitive processes
that interact simultaneously to help readers canstthe meaning from text. That
means readers need to have enough linguistic kualge)ebackground knowledge,
text structure knowledge, and reading strategy kedge. The readers who are aware

of the reading strategies being used for comprahgritle text are exactly using



87

cognitive reading strategies.

The principles of cognitive learning applied in @Al program to
facilitate information processing, transferring amhation to long-term memory,
active learning, as well as motivation promotionsaggested by Alley (2004) were
applied in the present study as follows:

1) Promote learners’ easy processing of informabgndesigning a
screen interface with important information placedhe center for easy reading in a
left-to-right reading format.

2) Focus learners’ attention by

a. Highlighting the critical information for leamg such as
heading texts and title texts.

b. Using different font color schemes for headiegts and
body texts.

c. Using different font sizes for heading texts dudly texts.
For example, in TSRS lessons, the 18-point ford sias used for the heading texts
and the 14-point size for the body texts. Howedeg to the advances in the current
browser software, users can easily adjust thedmeis on the monitor screen to their
needs only by using a particular user control eptsuch as a Ctrl + mouse scrolling.

d. Using easy-to read fonts. The Georgia font wseslfor the
English texts and the Cordia New and PSL Thaiaetigats for Thai texts.

3) Promote learners’ motivation by

a. Providing tutorials and drills that were set ltave the

learners compete against oneself and time (AleskiTaollip, 2001). All the lessons

in the TSRS program were designed to motivate #régpants to compete against
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themselves by showing the on-going scores and @ssgbar. Competition against
time was in the form of a time-controlled lessond practice exercises.
4) Improve learners’ memory by

a. Matching the participants’ cognitive level wigppropriate
reading texts, so that they could both attend tbrafate to the material. For example,
there is a provision of Thai and English texts twammodate the participants at
different proficiency levels (see Figure 4.1 forexample).

b. Chunking information (i.e. reading texts in fleesons and
practice exercises) into short several pieces &vgmt cognitive overload during
processing in working memory (Miller, 1956). Cogvet overload refers to too much
information being presented to short-term memorythWverloaded information,
processing of information may fail, resulting in le@rning. Cognitive overload is a
serious problem that affects students learning abWased and hypermedia learning
systems. Reading texts in the TSRS CALL programevileus mainly presented in a
paging format, rather than a scrolling format @orexample, see Figure 4.6) to avoid
cognitive overload. Research has shown that pafgpngat is more conducive to
learning than a scrolling format (Piolat, Roussay] Thunin, 1997). A well-designed
computer text requires less working memory in whikh text is presented (Dee-

Lucas and Larkin, 1995).
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1. Example Sentence with a sequence structure

In Thailand, thing children often do they go home
from school is to greet their parents or anyone they meet at home ..

doing anything else. " ;e;

LA

The author is telling about the list of things Thai children often do when theyv come home from school.

Question: The information in the sentence is presented in a

(@] process
O neither chronological order, nor process
o chronological aorder

Figure 4.6 A Screenshot Showing a Small Chunk ohformation in a TSRS
Lesson

c. Proving repetitive practice. In order to hele tharticipants
store the knowledge of text structure reading egpgin their long-term memory, six
texts were provided for practice. The principle repetition claims that the more
information is practiced, the better and longes ittmembered, and the repetition can
be applied in such activities as recitation andzgs (Alessi and Trollip, 2001). In the
TSRS, quiz was used as the main activity.

5) Promote active learning by

a. Providing multiple modes of user controls. Ire thSRS
program, the participants could control the lesdonsising the menu bars embedded
in the program and also the navigational buttorth@fveb browser.

b. Providing interactive tutorials and drills. Qtiess in the
tutorials and drills in the TSRS program serve saveurposes. They keep the
participants attentive to the lessons, provide tacencourage deeper processing,

and assess how well the participants understandesmember what they have learned
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(Alessi and Trollip, 2001). Two basic types of qimss were used: alternate-response
and constructed-response questions. Alternate-ngspquestions included true-false
(yes-no), matching, multiple-choice, and markingestions. Multiple choice
guestions were the most frequently used ones.dh eaultiple-choice question, there
were four choices, one being the correct answertlamdther three being distracters.
Constructed-response questions included completgimrt-answer, and essay
guestions. Both completion and short-answer questiwere used in tutorials. The
reason for using many types of questions were gt alternate-response questions,
the participants were less likely to make errorselated to the instructed content,
such as spelling errors; while constructed-respgugstions were easier to write and
reduce guessing. In alternate-response questibagyarticipants used the mouse to
select the answers. The questions were of a sgaigetion format in which only one
correct answer the participants had to select. dnsttucted-response questions,
answers were entered by using the keyboard, osdore questions, the participants
may use the copy and paste options. Figure 4.7 slaomexample of a constructed-

response question (short-answer format).
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Benefits of Text Structure Strategy

Text structure strategy is important because it helps readers understand the overall purpose and s
get the main idea of the text. This is helpful because getting the main idea of the text helps to
predict what will happen next in the text.

Text structure strategy also facilitates reading comprehension and recall of the text. If we know the 9

structure of the text, we will remember most of the important points in the text. The readers will
be able to monitor or watch out for their comprehension.

Question: Text structure strategy helps to get the main idea of the text, understand the text purpose, facilitate and
comprehension.

Your answer: |

I_ Please enter your answer in the box J

Figure 4.7 A constructed-Response Question in &a&t-Answer Format

6) Support individual differences and learnindest\by

a. Presenting information in different modes in eordo
accommodate individual differences in processind) tanfacilitate transfer to long-term
memory (Ally, 2004). According to dual-coding thgofPaivio, 1986),information
received in different modes (e.g. textual and \V)swdl be better processed than the one
presented in a single mode (e.g. textuall). Dual-coded information is processed in
different parts of the brain, resulting in more @ting. Generally speaking, visuals are
more likely to be processed in both verbal andalisystems, and hence the probability
that they are retained in working memory and retdelater from long-term memory is
higher than when the presentation contains writtéarmation alone. The learning
materials in the TSRS lessons were provided withiga graphic organizers etc.

b. Motivating the learners during learning basedtm ARCS
model (attention, relevance, confidence, and satisin) proposed by Keller (1983).

Learners’ attention were captured and maintaineoutih interactive activities such
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as quizzes and self-tests as well as graphicsyrpgetand animations to accompany
reading texts. These techniques are intrinsic rattm (Lepper, Keavney, and Drake,
1996). The study materials presented in the 4 fessmd 6 practice texts were all
included with pictures, graphics and animations.

Relevance wagresented by informing the participants of the
importance of texistructurereading strategy and how it could benefit themisTh
includeddescribing how the participants would benefit frpnacticing the strategy,
and how they could use it in real-life situatiomfis method helped to contextualize
the learning and make it more meaningful, therelbjntaining interest throughout the
learning session.

Confidencewas created by using strategies such as designing
for success (i.e. presenting the learning matefial® simple to complex structures,
and from short tdongertexts) and informing the participants of the expgons from
the text structure strategy practices. Also, dedmnsuccess was in the order of
difficulties of text structure: sequence, compasefrast, and cause/effect
Satisfaction was in the form of providing feedbdelks mentioned earlier) on their
performance, and allowing them to apply what thag¢ learned in real-life situations.

c. Encouragingearners to use their metacognitive skillghe
learning process (Meyer, 1998). Metacogniti®@ learner’s ability to be aware of his
or her cognitive capabilities and use these capiaiilto learn. Self-test and practice
exercises were provided so that the participantddceheck how well they were
doing in each lesson, and to adjust their learajmgroach.

d. Extending the studying time. After piloting, tiséudying

time for the TSRS CALL program was extended froto 8 hours. This catered to the
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learning ability of the low proficiency participantand also the medium ones.
Prolonging the studying time for one more hour waisable for the learning style of
the low proficiency participants.

4.3.1.4 Constructivist Learning Theory

Constructivism is very important in a web-based tringion.
Constructivism focuses on the notion that learremes active rather then passive
receivers. Regarding reading, readers are seettigsly constructing meaning out of
the text being read. The interpretation and prongssf information in the text is
received through the senses that create knowlgdltye 2002).

Some principles of constructivist learning theorg averlapping with
those of cognitive learning theory, including aetilearning, learner control, and
interaction (e.g. learner-text interaction). Howevéhe following distinguished
principles of constructivist learning theory thae alifferent from cognitive theory
were applied in this study: discovery learning, \wtemlge construction, and authentic
tasks and activities.

Discovery learning focuses on learners’ exploriegperimenting,
asking questions, and seeking answers. This featurde integrated in a Web-based
learning environment through methodologies suchhgsermedia and hypertext
which allow the learners to explore informationelse In the TSRS program,
hypermedia and hypertext were used in the inclubrLl translation, online
dictionary as well as html links. Some questionslédde answered only when the
participants clicked on a link that shows anothenlhpage. See figure 4.7 as an

example of hypertext used in a TSRS lesson.
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%} sequence_dates_example.jpg (JPEG Image, 690x209 pixels) - M... g@@

File Edit View History Bookmarks Tools Help

Hypertext link

| i sequence_dates_example jp... & A

An example of a paragraph with dates as the signal words

Botn in Joplin, Missouri, in 1902, Langston Hughes grew up to become a prominent writer of the
black American experience. During his high school vears in Illinois, he began writing poetry. In
November 1924, he moved to Harlem, New York. where his life and work contributed greatly to the
Harlem Renaissance of the 1920s. In his writing, Langston Hughes portrayed black life in America
the oraar ﬂ from the 1920s through the 1960s. He wrote novels, short stories, and plays. as well as poetry. Also,

Fucture =

H an expositd  he is known for his engagement with the world of jazz and the influence it had on his writing, as in

€ writer telld  “Montage of a Dream Deferred.” Hughes did not personalize his stories because he wanted readers to
thirg. and [ay (In doing S0. | dyayy their own conclusions about the experiences of blacks in America.
example, 20 uary. 2005 America
this case, the bequence sir| (adapted from: 501 reading hension questions (3rd ed.). Learning Express, LLC, New York: 2006)
chronologicall br 2=
by the order

Done

Question:@

From the above information, we will probably find a chronological textina .

Figure 4.8 A Screenshot Showing an Example of a Hypertext in &SRS Lesson

Knowledge construction is facilitated by good iatgive online
instruction (Ally, 2002). Since online learning ksowledge construction in itself,
what was applied in the TSRS was just adding mdrénteraction between the
learners and the computer program. This was enbalngefor example, providing
good forms of questions, both alternate-respondecanstructed-response questions.

Authenticity makes the learners feel that they @moe learning from
specially constructed materials, but from the @as. Authentic text also supplies
the essential input needed to increase learne@emgss of language usage in written
media as inadequate since they are simplificatiohsanguage usage. Likewise,
authentic text provides an alternative to outdaeedbooks, which may not meet the
needs of learners, and provide learners with thews genuine texts they need to aid
and improve reading comprehension (Murdoch, 19DI9¢. practice texts in the TSRS

exercises were authentic because they were usedliife situations.
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4.4 Components of the TSRS CALL Program

Therewere 4 lessons on the TSRS CALL program websiteedch lesson,
there were 3 sections: Main study, self-test, arattice exercises (See e.g. Figure
4.9). The main study section contained frames xif peesentation accompanied by
interactive questions at the bottom. In each fratimese language help options were
provided. These included a Thai translation linkdiTflag icon), an online dictionary
(open book icon), and an audio link to the Thailamation (speaker icon). Pictures,
animations, and graphics were added to each framerder to make it more
interesting and enjoyable. The main study secti@s wme-controlled which was

indicated by digital clock display at the top rigiarner of the screen.

Text structure lesson 2 ‘ou are logged in as Dentisak Darkchandra {Logout)

Home Lesson 2 @ é\N[tch role to ~ | Turn editing on

Topic outline

Main

Lesson 1 Introduction and Objectives of the Lesson

Lesson 2 y 2] * Read the introduction and objectives of the lesson in the link below. Then study the
=5 g lesson in details in the topies listed.

Lesson 3 ¥ 4

Lesson 4 Introduction and Objectives of the Lesson

Administration - ]
ael Lesson 2 Study : In the following 'Lesson 2 Study’, you will learn about 'Sequence
& Turn editing on = ¥

Settings Structure’ of expository text. Study and answer all the questions as best as you can.

B a i ————
gggﬁ;ﬁ; 25 B Lesson 2 Main Study
i Groups — O
w Backup 2 (% Lesson 2 Self-Test: This self-test is time-limited. You have 30 minutes to complete this
& Restore @ test. You will know your test result immediately after the test.
& Import H’- e LESSON 2 TEST
« Reset £
|~ Reports =
272 Questions
(3 Files 3 =
d unenrol me from Lesson 2 Practice Exercises: After you have finished with 'Lesson 2 Study’', do the
Lesson 2 following exercises. You will practice using the knowledge of sequence structure to help
B pronie you find the main idea and comprehend two texts below.

[ Text 1. Finding the main idea
[l Text 1 Comprehension check
[ Text 2 Finding the main idea

2
[ Text 2: Comprehension check

(® Moodle Dacs for this page

You are logged in as Dentisak Dorkchandra (Logout)

Home

Figure 4.9 A Screenshot of the Main Components ia TSRS Lesson

The patrticipants studied each frame and then ameshguestions. When they

answered each question correctly or incorrectlgytigot feedback. In case they
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answered the question incorrectly, they were brobgkk to the same frame for re-
studying. They were allowed to study the next fraonéy after they answered the
guestion correctly. The practice exercise sectiontained interactive question-
answer exercises focusing on using the knowledgy hlad learned in the main study
section. Theself-test section contained 10 multiple-choice questi@ome questions
were based on a short text, some others were Tué. test was meant to check how

well the participants understood what had studietthe study section.

You are logged in as nattawan sunthemjivin (Logout)

Text structure lesson 2
Home » Lesson 2 ~ Quizzes ~ LESSON 2 TEST - Attempt 1

LESSON 2 TEST - Attempt 1

1 Whatis true about "sequence text structure?”
Marks: —/1
Choose one O a. The author uses this text structure to explain why something happens.
answer @ b. The author uses this text structure to tell about something new and interesting.
O ¢ The author uses this text structura to show that something is like something else
O d The author uses this text structure to explain an event in the manner of a process or
time-order.
Submit .
J A question based on a text

Questions 6-7 are based on this text:

The horse has played a litte-known but important role in the field of medicine. Horses were injected with toxing
of diseases until their blood built up iImmunities. Then a serum was made from their blood. Serums to fight both
. diphtheria and tetanus were developed in this way.

A question not based on a

text
6 What is the author trying to tell in this text?
IMarks: /1
Choose one O a Importance of horse serums
answer.
O b. How to develop serums from horses

O c.Horse blood for serums

O d Therole of horses in medicine

Figure 4.10 A Screenshot of a Self-Test in TSRS Lesson 2
Of the 4 lessons, lesson 1 served as a generatludtion to the text structure
reading strategy. In this lesson, the participaidisnot study any single structure of

expository text in details. What was presenteduidet] the following topics: text and
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its meaning, text types, text structure, text st strategy, benefits of text structure
strategy knowledge, how to use text structure esgsat expository text and its
definition, structures of expository text, signabnds and their functions, main ideas
and how to find them. The practice exercise seatidasson 1 contained 1 exercise (a
multiple-choice question format), and the test isactontained 1 test (a multiple-
choice format).

Lesson2, 3, and 4 also consisted of 3 main sectionsin stady, self-test and
practiceexercises. The practice exercise section in tBessons was based on 2
different texts from the VOA Special English (2 t&eor each). After completing the
main study section, the participants did the pcacexercises based on each text,
which was accompanied by a set of 10 multiple-ahgugestions, testing them on how
to locate the main idea and supporting details, amather set of 10 multiple-choice
qguestions which tested their comprehension. Inledison 2, 3, and 4 contained 6

practice texts and 12 exercises.

4.5 Instructional Strategies Used in TSRS Lessons

Themaininstructional strategy used in TSRS lessons wasoaial because it
was good for presenting information and for guidprgctice (Alessi and Trollip,
2001). Through interactive tutorials, the TSRS daesswere delivered based on the 4
main steps of the explicit instruction (see Tahl&):dintroduction, modeling, guided

practice, and independent practice.
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Table 4.1 Steps of Explicit Instruction and Instrictional Strategies Used in

TSRS Lessons

Steps of Explicit

Instructional Strategies

TSRS Components

Instruction
Introduction Interactive tutorials Lessons 1, Msindy
Modeling and Main study in Lessons 2, 3

Guided practice

Interactive tutorials

and 4

3,

Independent practice

Interactive drills

Six practice texts in

Lessons 2, 3, and 4

The first step of explicit instruction, introduction, was deaavailable in

Lesson 1, which washe main introduction lesson where all the informatiand

explanations about text structure reading strataggl relevant knowledge were

presented. The information was presented usingga-pg-page interactive tutorial

where the participants learned and tested thenseale gradual step.

The other three steps: modeling, guided practio€, iadependent practice,

were integrated in lessons 2, 3, and 4, and wevelagged based on the general

structure and sequence of a tutorial program preghby Alessi and Trollip (2001) as

shown in Figure 4.11.



INTRODUCTORY PRESENT QUESTION AND
SECTION > INFORMATION > RESPONSE
A
A 4
CLOSING FEEDBACK OR JUDGE RESPONSE
< REMEDIATION <

and Trollip, 2001, p. 90)
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Figure 4.11 The General Structure and Sequence afTutorial Program (Alessi

First, theparticipantsstudied the introductory section (Introductionpyided

at the beginning ahelesson (see Figure 4.12).
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A Screenshot Showing the Introductioto the TSRS Program
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Theintroductionwithin each lesson briefs the participants ondherview of
the lessorregardingits objectives, how to study, time of study, ahe topics to
study. Then, they studied the information in th&#aduction and subsequently the
main study in lesson 1 which was followed by a tjoes(see Figure 4.13). The
system judged whether their answer was correctaariect (judge response)

The application of modeling and guided practice (showing how tb®&t t
structure reading strategy was used) was madelp@sghen the participants learned
about each expositotgxt structure presented at a sentence, a paragragph, \ahole-
passage level in the main study section. Interactiiorials where questions were
posed based on the previously-learned text streicad the participants had to
answer by identifying the text structure, signalrdg main ideas, and supporting
details at sentence, paragraph, and passage |léveigediate informative feedback
was provided for each response in comprehensiliesafiicient details. Independent

practice was embedded in the practice exercisesadoteach lesson.

¥) Lesson 1: Lesson 1 Main Study - Mozilla Firefox

Eile Edit View Higtory Bookmarks Tools Help

@ - sy | 0 http://nontri.csc.ku.ac.th/~famded/moodle/mod/lesson/view.php i B 5
T Lesson 1: Lesson 1 Main Study

Home = Lesson1 Lessons Lesson 1 Main Study

Lesson 1 Main Study

Text Structure @ =
Text structure is an organization of ideas in a text. Before writing, a writer decides 3

how to put his/her ideas. He or she puts the ideas in the organization which is a Reader and text
special writing plan. Therefore, text structure is like a master plan of a text, just

like a master plan of a house. Both expository text and narrative text have their own structures.
However, this study will focus only on the structure expository texts.

Time remaining
1:58:10

(e |

Question: What is text structure?

©  There is a relationship between text structure and ideas in the text.
©  Text structure is hard to notice without an idea organization.
©  Text structure is the big picture of a text.

©  Awriter needs to know the writing plan, then the text structure.

|¢

-DUHE
e — — . — — =
Y4 start ) Lesson 1: Lesson ... | B TSRS SCREENS.. | o wnwdd(Bqwient 53... | T8 Tnstructional strat... | 28 Documentz - Micr... | B Untitled - Notepad EN &LV 23:42

Figure 4.13 A Screenshot Showing Information Folled by a Question
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4.6 Instructional Strategies Used in TSRS PracticExercises

The practiceexercises were in a drill format, following thes@ps (see Figure

4.14) as proposed by Alessi and Trollip (2001).

INTRODUCTORY SELECT ITEM QUESTION AND

SECTION —> RESPONSE
A 4

CLOSING FEEDBACK JUDGE RESPONSE

>
al

Y

Figure 4.14 The General structure and Sequence afDrill (Alessi and Trollip,
2001, p. 182)

Drills in the TSRS CALL program were in a multiple-choice, true/fglsed
matching format. In each practice exercise, thetigggants were informed of
available activities and how to do them, (Introdugtsection). They started by
selecting the questions (select item) based oprésented text. Their answers to each
guestion were automatically judged by the progrgudge response), which in
consequence, produced feedback. The cycle of itelectson, question/response,
judgment, and feedback kept going on until theyrexty produced the answer.
Closing would occur upon the completion or givingaf the exercise.

As can be seen in Table 4.2, the 6 texts usederptactice exercise section
were taken fronthe VOA Special English website. In each text, thetipgrants did
the following activities: (1) Identifying main ideand supporting details; and (2)
CheckingcomprehensianThe researcher wanted to provide enough texdsdar for

the strategy instruction to have its desired e$ietherefore; these 6 texts were
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provided. Moreover, the importance of practice gmtaot only the central role of the
practice phase of the instruction but also the s&ary recycling of material.

Items or questions used in these drills were meklghoice, gap-fill, and short
answer questions. Different question formats weexldor the purpose of keeping the
participants active and motivated according thengoge learning principle.

Two hours were fixed as the time limit for praatigi each text. The
participants were allowed to dmachpractice exercise just once. After completing,

they were not allowed to redo the practice on tixet again.

4.7 Texts Used in the TSRS Practice Exercises

Texts from the VOA Special English website wereestdd for use in TSRS
practice exercisebecausehey met the following criteria: readability, inést, and
clear text structure.

Readability refers tahe structural and lexical difficulty level of reading
passages (Nuttall, 1996). The difficulty level adxts is important in reading
comprehension. If the text is too difficult or teasy, the readers will have no chance
of employing the target strategies (Fielding andrBen, 1994). In the former case,
the readers will not be able to comprehend thertexnatter how hard they try. In the
latter case, readers can understand without afigudtf. Therefore, there is no need
for them to use the target strategies at all. TlesdR-Kincaid Readability formula
(Flesch, 1948) was used for testing the VOA texsduin TSRS practice exercises

(see Table 4.3).
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Table 4.2 Flesch-Kincaid Readability Index (Flesch, 1948)

Score Difficulty
90-100 Very easy
80-90 Easy
70-80 Fairly easy
60-70 Normal
50-60 Fairly difficult
30-50 Difficult
0-30 Very difficult

Texts with a score of 90—100 are considered toalsdyeunderstandable for an
average % - 7" grader. The B and 9" grade students could easily understand
passages with a score of 60—-70, and passageshgitbcores ranging from 0-30 are
best understood bgollegestudents However, when it comes to the Thai university
EFL students, especially those who have medium bBwvd English reading
proficiency, the text easily read by native collegadents will be too difficult for
them. The patrticipants in this study could readspges with a score between 50-70.
This interpretation derived from the fact that theearcher had previously students in
his normal class read the texts from VOA and tesirtreading ability). The VOA
texts selected for TSRS practice exercises wetedder readability using an online

readability test available at http://www.cs.uterds/users/s2s/latest/readabilityl

[src/index.cqgi?lang=nglish&content=readability.

Readers’ interest is also viewed as one of the nmopbrtant factors in

selecting texts (Nuttall, 1982; Scarcella and Oafdr992). Readers’ interest in texts
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will promote their learning motivation. Texts frothe VOA Special English were
chosen for TSRS practice exercises because theysasdly about current affairs in
the fields of science, agriculture, technologytund, and medicine. These fields are
directly relevant to thetudents’daily lives and their study, and they have pictuie
help get the message across. In addition, the V&#s thave interesting topics that
are familiar to the participants. In fact, textssmience topics may be difficulty to arts
students and vice versa. Since the participantadapart in the study have either
science or arts background, texts on science,aadsgeneral topics were therefore

used (see Table 4.3).

In terms of the clarity of text structure, the saangument may hold. A text
with a clear text structure is easier to comprehiyarh the one with an implicit text
structure. A text with an explicit text structure a text in which the writer signals
clearly its text structure. An implicit text strucé does not contain such obvious
signal words. Texts from the VOA special Englishbgiees are usually written in
clear separate sections which, in each sectiontaromrlear text structures, hence

being selected for the TSRS practice exercises.

Table 4.3 Texts and Types of Text Structures in #hPractice Exercises

Text structure Practice Texts
1 Canning food
Sequence )
2 Curing meat
1 Effects of global warming
Cause/effect .
2 Moderate alcohol use may help mental ability
1 How much water should people drink?
Compare/contrast . _
2 Aspirin Found to Help Men and Women Differently
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4.8 Construction and Evaluation of the TSRS CALL Pogram

The TSRSCALL program wasconstructedusing the software programs:
Dreamweaver 8.0, and Hotpotatoes 6. The Dreamweaaogram was used mainly
for writing HTML pages of the Thai version of theskons' study materials. The
Hotpotatoes program was used for constructing actere tests and exercises.
Moodle (version 9.1), a freeware online course rgangent system, was used as the
main course management system.

With Moodle, the TSRS CALL program website was teea Graphics,
sound, animation, text, and other rich medearning solutions were also
integrated using the Moodle CMS software. The websian be accessed at

(http://vww4.csc.ku.ac.th/~famdsd/moaodle

After the construction, therogramwas evaluated by experts using an experts’
evaluation form (see Appendix 9). The evaluatiormfacontained 30 close-ended
statements with 5 categories of rating scales man@om “very good”, “good”,
“fair”, “needing work”, and “inappropriate”. Theatments investigated the experts’
opinions towards the TSRS program on 4 main poi@s:learning material and
presentation, (b) graphics and language use, (eyface, and (d) pedagogy and
learning management. The evaluation form also aoediaone open-ended statement
asking about the experts’ free comments and suggsst

4.8.1 Results from Experts’ Evaluation Form

The data on the expert&®valuation of the TSRS CALL program were
calculated for tharithmeticmeans and the means then were interpreted baste on
criteria presented in Table 3.7 (see Chapter 3¢ Tihdings from the experts’

evaluation form are presented in Table 4.4.
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Table 4.4 Findings from the Experts’ Evaluation Fom of the TSRS CALL Program

Statements X | S.D.
On contents and presentation
1. The lesson contents are in line with the objectives 8.3/0.82
2. The steps in the TSRS CALL program are clear agg teeimplement. 8.2 0.63
3. The contents in the TSRS CALL program are correct. 7.7(0.82
4. The explanation of the contents in the TSRS CALagpam is clear. 7.10.87
5. The contents in the TSRS CALL program are intengsti 6.8/ 0.63
6. The quantity of the contents in the TSRS CALL panglis appropriate. 7.5 0.70
7.The contents in the TSRS CALL program are baseaubimentic
resources. 7.710.67
On graphics and language use
8. The graphics/animations in the TSRS CALL progamappropriate for tl
contents. 79| 0.73
9. The graphics/animations in the TSRS CALL progranetappropriate
sizes. 6.8| 0.78
10. The graphics/animations in the TSRS CALL prograenaeaningful for
the contents. 6.9| 0.87
11. The graphics/animations in the TSRS CALL prograeniateresting. 71 0.78
12. The graphics/animations in the TSRS CALL prograenciear. 7.5 0.9y
13. The grammar and spellings in the TSRS CALL progaaencorrect. 7.9 0.56
On the interface
14.The fonts in the TSRS CALL program are clear argy¢a read. 7.60.51
15.The font sizes are appropriate. 7.810.63
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Table 4.4 (Continued)

Statements X | S.D.
16.The font colors are appropriate. 1.6.70
17.The fonts are clear on different background colors. 7.9|0.87

18.The background colors in the TSRS CALL programageropriate. | 7.10.73

19.The text highlights in different font types andasl are appropriate.| 7/8.69

On pedagogy and learning management

20.The interaction in the TSRS CALL program is appiater. 7.3/ 0.94
21.The activities in the TSRS CALL program are various 7.5|1.08
22.The feedback in the TSRS CALL program is approgriat 6.5/0.84

23.The question formats in the TSRS CALL program ggrepriate. 8.4 0.51
24.The answer formats in the TSRS CALL program are@mate. 7.3 0.67
25.The directions in the TSRS CALL program lessons radtice
exercises are clear. 7.9]1.19
26. Each component in the TSRS CALL program has apjategonnection| 7.5 0.70
27.The user controls (such as buttons) are appropriate 7.2|1.03
28.The TSRS CALL program opens the opportunities &i-lgarning. 7.1 0.87
29.The activities in the TSRS CALL program support kstgreading | 7.5|0.70
comprehension development.
30.The activities in the TSRS CALL prograemcourage the text struct

strategy use. 7.5/0.84

Total 7.48/0.78

Table 4.4 shows that the experts rated the quaflithe TSRS CALL program

as “good” (X = 7.48). The experts alsprovided comments and suggestions in
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response to the opemded statement in the evaluation form. Based on their
comments and suggestions, the researcher imprbegutégram as follows:

1) Adding sound and more pictures. It was not clghether which
type of sound should be addédbwever the researcher took it for granted that the
sound of the explanation of each studying page mwasnt. As a consequence,
explanations of each page in the main study secidiSRS lessons were made, and
then uploaded to TSRS pages as a hyperlink. Marteines were added to where it
would look interesting and meaning full.

2) Creating ownanimationsor graphics rather than using the ones
available on the Interne©Dne expert in educational technology suggested thiagus
animations or graphics specially created by theaher would be more interesting
and more relevant. However, it was impractical fioe researcher who was not
profoundly dept in animation making to create atflinsations by himself. He,
therefore, created as many graphics on his ownsslge.

3) Being more carefuhbout missing links. There were several dead
links in TSRS lessons. As a result, every attermgd made to fix them all and finally
no missing links were left ithe program.

4) Using easy language. Three experts in the 6€English language
teaching expressed conceaisutdifficult English language used in the explanasion
in some TSRS lessons. As a result, simple sentemzkw/ords were used.

5) Slowdownloading Five experts commented on the slow access to
TSRS website. The researcher checked and foundtlibed were some unwanted
html codes in several sections of the TSRS CALLgpm. These codes made it slow

to open TSRS pages. As a result, all of them werdieated.
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6) Too manyexercisesOne expert expressed concerns about the large
number of exercises in each lesson. Initially, ¢heere 9 practice texts. Too many
exercises might make the students bored and hesaydd. Consequently, the
researcher decided to take out 1 text from thetigeaexercises in lessons 2, 3, and 4,
resulting in each lesson containing only 2 pradigcgs.

4.8.2 The ThreeTryouts and Results

The researcheconductedthree tryouts in order to improve the content and
design of the TSRSCALL program: individual tryout (1:1); small-group tyto
(1:10); and field tryout (1:100). The results oé tinyouts were analyzed to determine
the efficiency of the program based on the 80/&@ria with the B/E? formula. The
results of the three tryouts are shown in Table 4.5

Moreover in each tryout, the researcher used a checkAlsuation form (see
Appendix 10) to illicit thestudentsfeedback/suggestions about the program. Adapted
from Alessi and Trollip (2001), the evaluation fqormalidated by experts in the fields
of English language teaching and educational tdolgyo to ensure the
appropriateness, relevance, and representativen¢iss program construct, included
two main categories; that is, the program contdesspns, exercises, material
difficulty etc.) and the program design (screerpldig and navigation buttons etc).
The content category contained 5 items regardingti{@ appropriateness of the
lessons and exercises in terms of difficulty andmgity; (b) the sequence of content
presentation; (c) learning time; (d) graphics, ymes and animations; and (e)
vocabulary helps. The design category, also 5 itersiked the students to judge the
program design in terms of (a) use of fonts in &ermh size, type, and color, (b)

program color schemes which included background #ordground color and
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contrast, (c) ease of use; that is, navigationolsit (d) interaction and user response
in terms of question answering and feedback), aydnitructions and explanations
throughout the program.

To evaluatethe content and design of the program, the stgdstiier checked
“Acceptable” meaning the program was appropriate;Need work” meaning the
program was not appropriate and thus needed imprene Following each item,
there was a blank space where the students couil@g wreir comments and
suggestions (see Appendix 10). The data from tlauation form were calculated

using frequency and percentage and the resultsrepogted using percentage.

Table 4.5 The Results of the Three Tryouts

E]_ E2
Tryout . .
(Efficiency of Process) (Efficiency of Product)
Individual 66.15 71.66
Small-group 73.84 77.79
Filed-study 81.30 84.24

4.8.2.1 Individual Tryout

Three students with different English proficiencgveéls — high,
medium, and low — who werpurposively selected from those who enrolled in
Foundation English Ill in the first semester of d@aic 2008, participated in this
tryout. A High proficiency student was included aese the researcher wanted the
program to have high reliability. The criteria fdassifying the samples into different
levels of English proficiency were: a high profieoy student refers to the one who

got a B or an A grade from the previous Englishfilhlal examination, a medium
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proficiency student refers to the one who got a @e previous English examination,
and a low proficiency student refers to the one wjob a D. The three students
studied the TSRS lessons for 15 periods. Then,filheg out the evaluation form.

Table 4.5 shows that the efficiency of the procesd product of the
individual tryout was below the criteria of 80/8he reason for this might be that the
TSRS content and design werat appropriate for the students' learning abilities.

As indicated by the results from the students’ ea@bn form, the first
five items under thecategoryof the TSRS content gained 40% on average (see
Appendix 10 for the categories). However, the ayerd0% was the result for the 5
items under the design category. This indicated ttie students found TSRS design
to be somewhat appropriate. Feedback from the stside this tryout included
suggestions about lengthening the time for doirtyiies in each lesson and adding
more pictures. The students also commented thaEnigdish version of the learning
material in each lesson was quite difficult althioube students could use an online
dictionary and the Thai explanation. Moreover, tatodents commented that the
reading texts were too long in comparison withghely time. In general, the students
suggested th#®llowing: extending time for studying, adding more vocahulaelp,
and improving the practice exercises. Based on dfuglents’ suggestions, the
researcher mainly revised TSRS material as follows:

1) Extending study time from 3 hours to 4 hourse Titially
fixed 3 hours for each lesson was not enough becsws proficiency students
learned at a slower pace as a consequence of tagsaldictionary for unknown

words. The medium proficiency one was not partiduliaster in this regard.
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2) Adding an online English to Thai dictionary. Thudents
commented that it was a waste of time for them dosalt an English-English
dictionary, especially when they had to look upnumkn words all in English.

3) Making clearer the Thai translation of each feam each
lesson. One student commented that she did notrstadd the Thai translation,
which might be due to a lot eaéchnicalterms. Therefore, the researcher provided a
new version of Thai translation of some lesson pathat still looked vague or
unclear, and also avoided using technical terms.

4) Adding more pictures, and graphics. The students
commented that more pictures would makel#ssonsmore interesting and easier to
read the texts. This might be true because picturgsaphics relevant to the text can
help in the comprehension. In addition, questionghe lesson and practice exercises
were made more concise and intelligible by usingpge and short sentences.

4.8.2.2 The Small-Group Tryout

Six students with three different levels of Englioficiency (2 high,

2 medium, and 2 lovstudent}y participated in the small group tryout. All ofetin
went through the same procedures. The studentsdg¥eedback on TSRS content
and design by completing an evaluation form.

Table 4.5 shows that the results of the small grioyput were better
than those of the individual tryout. However, thesgults did not meet the prescribed
80/80 criterion. Furthermprovementof the TSRS CALL program was therefore
made.

On average, 4 students (70.60%) agreed that theST&Rtent was

acceptable, and especially most of them acceptedagipropriateness of graphics,
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pictures and animations used in the lessons andigraexercises. Regarding the
design of the TSRS CALL program, 83.33% of the ehid accepted it especially in
terms of interactions in the lessons, interfacéprcechemes, use of fonts, and the
instructions on activities, respectively.

In the free response section, the students alsgested the following
points for improvement:

1) Adding sound link of Thai explanation as addiab
language help option. According to thieidents’'suggestions, listening versions of the
Thai explanations added to each learning matemiahé study section, would help
them understand the lessons better.

2) Putting the practice exercises immediately atterself-test
section in each lesson to help gtadentgetain what they had just learned. Initially,
the practice exercises were in a separate sectan the lessons. Putting them
immediately after the study and self-test sectioragle them feel more comfortable
doing those exercises.

3) Keeping various question formats (multiple-clegishort-
answer, gap-fill, matching, and true/false) buimefy the language that made each
guestion more concise and easilyderstandableFor example, the question “When
can text structure reading strategy be used?” Wwaaged to “When can we use text
structure reading strategy?” Various question fasnmeeded to be kept because they
were good sources of learners’ motivation.

4) Colorcontrastdor background and text were adjusted to make
the text more visible. For example, the yellow tewds displayed on a dark blue

background.
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5) In the lessons and practice exercises, chun&fniggading
paragraphs and passages on each screen was adissedas done by, for example,
means of inserting a hypertext link in order to malparagraph short.

4.8.2.3 The Field Tryout

This step of tryoutinvolved 30 students. Before learning with the
TSRS CALL program, the students took the pre-tdgion finishing, they took the
post-test. The data were analyzed by the E1/E2effirdency index (E.l.) formula,
the same as the individual tryout and small-groyouts. Suggestions from the
students were incorporated in the final versiontled TSRS until achieving the
effectiveness criterion required (80/80). Achieveimmscores of the exercises and the
self-tests during the tryouts were calculated féciency by using the E1/E2 formula
(See Figure 3.2 in Chapter 3).

Finally, the researcher revised the content andjules the program and
tested the program with 30 other students who wetehe participants of the present
study. The results of the field tryout are presgimeTable 4.5. As can be seen in Table
4.5, after the modification anckvision of TSRS content and design, based on the
students’ suggestions in the small group tryow,dfiiciency of process and product of
the field tryout was 81.30 and 84.24 respectivélyis was above the 80/80 criterion,
indicating that the TSRS CALL program was efficitmtthe present study.

The results ofhe student's evaluation form showed that, on averagst
students (86.66%) accepted TSRS content and dasigppropriate. Specially, on the
design category, 93.33 % of students acceptedppriateness of the use of fonts,
users' control, and the directions and explanatihdy 7% of them suggested the

following changes:
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1) Providing English-Thai dictionary. One studenggested
that only English-Thai dictionary, butot English-English, should be provided
because that would help her understand the lessores Initially, the online English-
English dictionary was provided as another langui@gening tool. The researcher
considered that an English-English dictionary worather add more burdens on the
low proficiency students than motivate them to hedrherefore, an online English-
Thai dictionary was provided instead (see Figu®.4This online dictionary was

chosen because it was of simple and fast-loadismae

Text (=03 © Dictionary anqw- Ina online dnfiuun® wilalns mlammn dwiwd wladwyi - ... [C]E|X]
— e e
Ex File Edit View HMistory Bockmarks Tools Help
What is text? Simply speaking. text is - C far | @ htp://dictionary. meelink.com - ;
paragraph, a passage. or even a book. | g pictionary fanqu-1nn onfine &... | + =
[ Thai - Engish Ditorary -_— &
Question:@ @nfuurd Dictionary uianwn English-Thai ‘
Which statement is true? Dictionary online Fannu-tns Thai-English fininn Ino Sannu wnynsu_ mladtunt salne slannn @ nwndanns uas aa
J nwn Fannu i e dsa Meelink Dictionary v.1.1
<9 [ Look L [EOTT s
Text can be found only in a bg r——— 3o mung tusinanfonfin Look Up i an Enter uswnsua: miadifud dlusnmun fa
nfuiin S Aan TG amBulasn Lilawasmedinoy
: ussdelun Suuase &153 qrw.:n‘;'lﬂd_ 0 #nEn
A long sentence is a true text. g it
1] [B] [C} [D] [E] [ET (5] [H) 00 W1 (€] (L] (M) ) (0] (] [G) ) 18] [T [ 0 0 (] ) ]
Textis always short. | [l fal (o] ] bl [l b G &1 G ] ]l (6 ) I‘:l]‘ IE[ %! ;l%l;lﬁir%] rlf'—.l,[,‘—‘.; [s] ] Tl () Gl [ fu] [} bn] foe] [od [s] fa] () ) | e
Done
What we read is text.
\ Please check one answer

Figure 4.15 A Screenshot Showing an Online English-Thai Dictioary Link

2) Using different background color schemes forfedént
lessons and exercises, based on one student’sssiaggd his suggestion was heeded
on the grounds that usually learners have diffelearing styles. Providing different
background color schemes could serve as a motgédictor for their learning. The
researcher, therefore, provided the “Allow coutsantes” option within the program.
With this option, the students could change th@rcethemes of the lessons as they

wished (orange, oceanblue, green, etc.)
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3) Providing feedback only in Thai. Two studentggested
providing feedback only in Thai because that woh&l more beneficial to their
learning. However, the researcher paid every attend keeping balance between L1
and L2 use in developing the program. Therefor#) Bbhai and English were used in
feedback. Feedback with a long explanation washia, Tout the one with a short one
was mostly in English and Thai. See Figure 4.16weas an example of feedback in

both Thai and English.

Your answer

wen '|.u:]s':|'l,';.1 LTI fh.:h‘m.,m'a 1 Q\ﬁnuﬁl'lu*,a
wnaBurinwnzarlife

aihauma |2
A news report is an expository text.

Yes, that's right. anéiasasu

Figure 4.16 Examples of Feedback in Thai and Engln

4.9 Learning Time

The learning time for th@resentstudy was 15 hours (3 hours for the first
lesson, and 12 hours for lessons 2, 3, and 4 ri#gplyd. The convenience and
availability of the participants and the progranm pe were the main reasons behind

this time fixation.



CHAPTER 5

RESULTS

5.1 Introduction

This chapter will report on the results of the gtuand it will be organized
according to the two research questions the stagdyskt off to find answers to. The
results will be reported in two main sections. Ting section demonstrates the effects
of the TSRS CALL program on the participants' regdtomprehension. The second
section illustrates the participants' opinions talvéhe program and its usefulness.

The results are presented both quantitatively araditqtively.

5.2 The Effects of the TSRS CALL Program on the Récipants’

Reading Comprehension

An independent samples t-test was conducted torrdete whether the
medium proficiency participants (MPPs) in the expental group scored
significantly higher than the MPPs in the contradigp on the mean scores of the pre
and post-reading comprehension tests. See Appéntbx the original scores of the

tests. The results of the comparison are presemféable 5.1.
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Table 5.1 Comparing MPPs Pre-and Post-Reading ComprehensionéEt Scores

MPPs N Mean S.D. t Sig.
Pre-test experiment 18 14.11 2.11 - 701 .488
control 19 14.63 2.38
Post-test experiment 18 16.89 2.11 1.672 .103
control 19 15.68 2.26

Note: MPPs = Medium Proficiency Participants

The comparison of the mean scores of the pre- aost peading
comprehension tests shows a gain of 2.78 for th®dMiR the experimental group,
and a gain of 1.05 for the MPPs in the control grou

Based on Table 5.1, the MPPs in the two groups vmerte significantly
different in their pre-reading comprehension tesires (t = -.701, 05, df = 35).
The post-test mean of the MPPs in the experimgntalp was 16.89 and that of the
control group was 15.68. The mean difference wdg dr21. The result from the
independent samples t-test showed that there wasgndicant difference between
the two means of the two groups (t = 1.672,08, df = 35). This finding suggested
that there was no significant difference betweenNtiPPs who learned with the TSRS
CALL program and the MPPs who did not learn witl grogram.

An independent samples t-test was conducted tordiete whether there was
a significant difference of means in the pre andtpoeading comprehension tests
between the low proficiency participants (LPPs)the experimental group and the
LPPs in the control group. Table 5.2 shows theltesd the independent samples t-

test statistics comparison.
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Table 5.2 Comparing LPPs’ Pre- and Post Reading @aprehension Test Scores

LPPs N Mean S.D. t Sig.
Pre-test experiment 24 8.83 .868 464 .645
control 25 8.72 .843
Post-test experiment 24 11.92 1.909 5.620** .000
control 25 9.04 1.670

**p < .01

Note: LPPs = Low Proficiency Participants

Table 5.2 shows that there was no significant difiee in the pre-test means
between the LPPs in the two groups (t = .4640%, df = 47). However, the post-test
mean of the experimental group was 11.92, an iseré@m the pre-test mean (8.83)
by 3.09 points, while the post-test mean of thetrobrgroup was 9.04. The mean
difference between the experimental group and tharael group was 2.88. The
results from the independent samples t-test shothat there was a significant
difference between the post-test means of the twops (t = 5.620,9.01, df = 47).
That is, the LPPs in the experimental group scergnificantly higher than the LPPs
in the control group. This finding suggested thet TSRS program was effective in
promoting the reading comprehension of EFL studetits low English proficiency.

To further investigate whether all the participa(WPPs and LPPs) in the
experimental group would have significantly higlpeist reading comprehension test
scores than the participants (MPPs and LPPs) ircoimérol group, an independent
samples t-test was computed. Table 5.3 shows thdtseof the t-test, comparing the

two groups’ post-test scores.
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Table 5.3 Means and Standard Deviations of the Two Groups’ R¥-Test and

Post-Test
Pre-test Post-test
Group
N Mean S.D. Mean S.D.
Experiment 42 11.10 3.04 14.05 3.17
Control 44 11.27 3.39 11.91 3.84

Table 5.3 shows that the experimental group hadvamage score of 14.05,
and the control group had an average score of 1THd difference was only 2.14. To
test whether this difference of the means was ssi@dily different or not, an
independent samples t-test was computed to deterifniine experimental and control
groups were significantly different on their posading comprehension test scores.

Based on Levene’s test, Equality of Variances betwine two groups was
assumed, F (1, 84) = 3.075, p = .083. The restiltaeindependent samples t-test
indicated that the means of the two groups’ past-szores were different. The
researcher rejected the null hypothesis, t (302)805, p = .006. There appeared to
be a significant difference in the post-test meainthe two groups. The means and
standard deviations of the post-test scores foitliegroups are presented in Table
5.4.

Table 5.4 Comparing Two Groups’ Post-Test Means

Group N Mean S.D. t Sig.
experiment 42 14.05 3.177 2.805* .006
Post-test
control 44 11.91 3.845

*p<.05
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From Table 5.4, the difference of the two mean$42is from 14.05 -11.91.
The t value, 2.805, was used for this test becaheehomogeneity of variance
assumption (bt 6% = 6%), was confirmed. That is, the variances of the graups of
participants were equal. The level of significan€®)6, was less than the set level
(.05). The probability of rejecting the null hype#iis when it was true was greater
than .05. Therefore, the null hypothesis was regeciThat is, the means of the
participants’ post-test scores were different. fidgsearcher concluded that the reading
comprehension ability of the students in the twougs were different from each
other after the treatment.

To evaluate the effects of the TSRS CALL programtlos students’ reading
comprehension ability, ANCOVA was used to compdre post-test means of the
experimental and control groups, using the predssa covariate. This approach to
data analysis was used to increase statistical pdwyereducing error variance.
ANCOVA statistically removes the advantage one grought have over the other in
terms of known content (covariate). Thus, the tesufl the post-test can be compared
fairly as if both groups began equally.

Before computing ANCOVA, the homogeneity-of-slopassumption was
tested to determine the interaction between thearcate (pre-test) and the factor
(group) in the prediction of the dependent varidplast-test). The analysis evaluating
the homogeneity-of-slopes assumption indicated that relationship between the
covariate and the dependent variable did not d#fgnificantly as a function of the
independent variable, F (1,82) =.238, p =.627. fdwilts of this test are shown in

Table 5.5.
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Dependent Variable: Post-Test

Source SS df MS
group 29.073 1 29.073
pretest 624.606 1 624.606
group * pretest  6.735 1 6.735
Error 389.071 82 4.745

F

6.127

131.641

1.419

Sig.
.015
.000

237

From Table 5.5, strong, significant main effectsevebtained for the pre-test,

F (1, 82) = 131.641, p<.001. The homogeneity ofesgion between the two groups

of students (group) and the pre-test was not 8tatily significant (p = .237). This

suggested that the regression lines of the gronggte pre-test scores were parallel.

Therefore, the homogeneity of regression assumptias confirmed. Based on these

results, an ANCOVA was appropriate (Green, Salkamdi Akey, 2000).

After analyzing the data with ANCOVA, thetEst was utilized to indicate the

statistical significance of the mean differencewhs found that the experimental

group scored significantly higher than the contgrbup on the post- reading

comprehension test. The results of the analysistaye/n in Table 5.6 below.
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Table 5.6 ANCOVA for the Pre-Test and Post-Test

Dependent Variable: Post-test

Type Il Sum of
Source Squares df Mean Squar F Sig.
Corrected
Model 752.008 2 376.004 78.848 .000
Intercept 71.351 1 71.351 14.962 .000
pretest 653.735 1 653.735 137.087 .000
group 112.780 1 112.780 23.650 .000
Error 395.806 83 4.769
Total 15578.000 86
Corrected Total  1147.814 85

a. R Squared = .655 (Adjusted R Squared = .647)

Table 5.6 shows that there was a significant eftédhe covariate (pre-test)
on the dependent variable (post-test), p<.001. HMewewith the pre-test as a
covariate, it was found that the experimental greapred significantly higher than
the control group, F (1, 83) = 23.650, p = .000e Wignificant difference of the

adjusted means of the post-test of the two grasipsasented in Table 5.7.

Table 5.7 Adjusted Means for the Post-Test

Experimental group Control group
(n=42) (n = 44)
Dependent variable M SE M SE

Post-test 14.12 .337 11.83 329
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The adjusted means of the post-test scores fanmbigroups were higher than
those presented in Table 5.4. This indicated tHest post-test scores of the
experimental group were significantly higher thle post-test scores of the control
group after the treatment. Consequently, the reBeaconcluded that the participants
who learned with the TSRS CALL program had sigaifity higher post reading

comprehension test scores than the participantsdichoot learn with the program.

5.3 The Participants’ Opinions towards the TSRS CAL Program
and Its Usefulness

Regarding the participants’ opinions towards th&@$SCALL program and its
usefulness, the data from the TSRS questionnage Appendix B) were analyzed
using an SPSS program, version 16, and then ctécular the arithmetic means.

To illustrate the participants' opinions, chartsnmarizing the results of the
relevant quantitative items in the questionnaisewall as qualitative data in the form
of quotations are included to support the quantgatesults. Quotations are derived

from the open-ended part of the questionnaire, &odh the semi-structured

interviews.



5.3.1 Opinions towards the TSRS CALL Program

Statement One: | like learning with the TSRS CALL program.
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Figure 5.1 The Pattern of Participants’ Responses to Statemei@ne.

The participants had very positive opinior‘?_ézé 4.05, S.D. = .62) towards the
TSRS CALL program on this point. Overall, most papants (69%) reported that
they liked learning with the program. Some partacits (19%) especially the LPPs
strongly agreed on this point, indicating that thegally like learning with the
program. However, some other participants (10%ewmcertain whether they liked
learning with the program or not. There was ondigpant (2%) who disagreed on

this point, indicating that s/he did not like leiugpnwith the program.

The participants’ responses to the open-endediquasire revealed that they
perceived the program as good and enjoyed leamnitigit. However, they did not
elaborate. To obtain more information about howytliked the program, the
researcher interviewed all the 42 participants. Triterview data revealed that, in
summary, most participants thought the program @famteresting and convenient

interface and design. They liked the program bexatisvas online and easy to
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navigate, making it convenient for them to perfaequired tasks in the lessons and

practice exercises. The following quotations frohe tinterviews represent these

views:

(Student TC [MPP]): I thought it was good, not uh.. serious. It wasdkof fun. |
mean when | learn with the program, it does not enale serious. |
can learn sentence by sentence, and paragraphragragh. | like it
because it is online.

(Student WL [MPP]): In my opinion, the design amalw it looks on the screen is
O.K. I like the sound in English reading. | caneapor review. When
| read English, and | don’t understand, | can dwtitz the Thai version
easily. This is what | like because it does not enate distressed.

Some participants reported in the interview tha&tytiwere not sure whether
they liked learning with the TSRS CALL program atnFurther asked to elaborate,
they just couldn’t say exactly what they thoughbwtbthe program. But others were
ambivalent. However, they did not report that l@agrwith the program made them
bored. The following quotation reflects such a view
(Student WD [LPP]): It's difficult to say. | erthink it is good but it is something |

can do and sometimes I think | cannot do. No, I'diwmk | don’t like
learning with the program, | just am not sure. Hovgay...

However, one participant suggested in the openékndestionnaire response
that if program integrated 4 skills (listening, akimg, reading, and writing), it would
be more interesting. She was quoted as saying thus,

“There should be an integration of listening, spegkreading and writing to

the TSRS CALL program in order that it would be morteresting”.
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Statement _Twa | prefer conventional reading strategy teaching ¢

learning with the TSRS CALL program.
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Figure 5.2 The Pattern of Participants’ Responses to Statemeriiwo.

The participants had positive opinionX € 3.07, S.D. = .92Yowards the
program on this point. The participants were alnesgially separated on this point.
The number of participants who were uncertain (3184 almost as large as the
number of those who agreed (35.7%) and disagre®@®%®. Perhaps, the intended
meaning of the key term “conventional reading stygtteaching” was not clear

enough to some participants because it covergja &ea of interpretation.

The summary findings from the interview data regaydthis statement
revealed that most participants still thought omlieaching was interesting. Although
some participants thought traditional classroonclisey was nothing bad, they
thought it would be better if Web-based instructwas integrated into conventional
reading strategy teaching, that is, in a classrbased setting. This indicated their
uncertainty in responding to Statement Two in theesgjonnaire. This finding
indicated that those who disagreed and were uncestggested integration of online

teaching to conventional classroom reading strategghing. The following



128
guotations from some interviewed participants @dlect such views:

(Student TC [MPP]): | think teaching in a new fashi..like going online like this is
something new and interesting. But | think tradiabteaching, you
know, we in class and the teacher teaches, isngthad. But today
the Internet is prevalent everywhere, if the tead®n teach online,
then it would be more interesting and fun.

Statement _Three The presentation format of the lessons and practice

exercises in the TSRS CALL program are appropriate.
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Figure 5.3 The Pattern of Participants’ Responses to Statementhree

The participants had very positive opiniorg £ 4.12, S.D. = .59) towards the
program on this point. The majority of participa(ifd.4%) agreed that the program was
properly designed in the way the lessons and peaetkercises were presented. Nine
participants (21.4%) took a strong stand on thigexgent, showing that the program
presentation format was easy and converi@rthem to study. However, two participants
(4.8%) were uncertain about the appropriatenesisegbresentation formats used in TSRS
lessons and practice exercises, and one particf@ad¥o) disagreed, indicating that the

presentation format of program lessons and prastiercises was inappropriate.
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The researcher interviewed the participants to iobtpalitative data to
support the finding here. On the whole, the paéinis agreed that the way the
lessons and practice exercises were presenteceiprdgram was appropriate. The
time fixed for the lessons and practice exercisess valso appropriate. Most
participants pointed out that the provision of intiagée corrective feedback and Thai
translation made the program highly suitable foeirthproficiency levels. The
participant who disagreed on this statement redarteghe interview that she wished
program had cartoon animation in every sectioniahdd less exercises, and that was
why she chose ‘disagree’ in the questionnaire nespoln her view, there were too
many exercises in the program. In summary, theigyaants took two features -
feedback and Thai translation - as the most unanpes. The following quotations

support these findings:

(Student CP [LPP]): It is good that we do not h&aweopen from books to know
whether our answers are correct or not. We can knstantly after we
have entered our answers, and we know why theycareect or
incorrect. It is automatic checking. | like thisn®©more thing is the
Thai translation. This made the program look vetgriesting. It is like
it does not leave alone those who don’t know.

(Student TC [MPP)): | think the presentation fornmathe TSRS CALL program is
OK. It made us convenient to learn. | think thedifixed for learning
with this program is already good, appropriate. dat much, not too
little.

(Student AP [MPP]): What | really like about th&&HS CALL program is the
practice exercises. | can check my performance filoenfeedback. |
very much like this. But one disadvantage is thaamh redo what |
have done. | mean the mistakes can be made cartbotk the scores
do not truly reflect our real ability.

Also it was found from the interview data that freeticipants took ‘self-paced
learning’ as an addition to the appropriatenesthefprogram because they thought

this motivated them to engage themselves with éaening task in the program. The
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participants felt they could learn with the progratrtheir own pace, as can be seen in

the following interview quotations:

(Student CTN [LPP]): It is something | can leare@ding to my own ability. | mean,
if we read slowly, we can do it slowly. If we casad fast, we can it
fast. It is learning based on understanding. | dbave to rush myself.
There are explanations for what we have done dtyrecincorrectly.
This is very good. | mean | don’t need to competitn wther students
because | have enough time in learning with thgramm. This is good
because it doesn’'t make me serious and stresséaln Imake myself
understand what | am learning. | think this makgskmowledge more
profound and durable.

Statement Four Learning experience with the TSRS CALL program B

new.
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Figure 5.4 The Pattern of Participants’ Responses to Statemeiftour

The participants had very positive opinion$ £ 4.36, S.D. = .69) towards the
program on this point. Overall, the participantsl l@astrong tendency toward strong
agreement and agreement with 47.6% strongly agyesid 40.5% agreeing on this
point. This indicates that online learning of ttype is a new learning experience for

them. The finding here seems to support thoseaterstent one in that they liked
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learning with the program. Only 5 participants @t4) were not sure about this point.
Qualitative data from the subsequent interview aéae supporting data, that
is, most interviewed participants (78%) accepted the program was different from
the online English learning programs they usedudys These participants had some
previous online English learning experiences, b fonline reading strategy
instruction program like the TSRS CALL program waswv to them. Twenty-one
percent of the interviewed participants reporteat ffrogram was completely new to
them. They had no previous experiences learnindy witline reading strategy
instruction. The researcher interviewed the 5 p@dints who were not sure that the

TSRS program was a new learning experience, asatadl in Figure 5.4, all of them

reported they used to study online programs busdhprograms were somewhat

different from the TSRS program. Therefore, thejicated that they were uncertain
about the newness of the program because it waseorThe statement in the
qguestionnaire did not ask about how the program different from previous
programs. As a result, they chose ‘uncertain’ spomding to Statement Four in the
guestionnaire. The following quotations suppoestnfindings:

(Student TC [MPP)): | think it's all new. | have ve&¥ seen something like this. |
mean in English learning. | do learn online withatsubjects, but, for
English learning, this is completely new.

(Student WS [LPP]): It's kind of a self-study. ltempletely new to me. | never did
something like this before. | mean like readingerhember that when |
was in Mathayom 5 or 6, the teacher had us praé&mglish in the
school’s language lab. We learned basic listengiggmmar, and
reading. But it was not like this. We did not hardine dictionary, or
we could not send an instant message to each atherthe teacher as
we did in the TSRS program.

(Student SA [LPP]): | used to learn with online Esly learning programs for
foundation English | and foundation English Il. Vhevere online
materials. But those were just exercises. This, S E8RLL program, is

something about explanations. It has questionnaimed it has
exercises.
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In regard to this statement, one student suggestee open-ended questionnaire
response that bonus scores be given to register@enss. In this way, the students could
be more motivated to learn. She was quoted aswythius,

“If bonus scores are given to us who learn wiik firogram, then | think the

students will be more interested than now”.

Statement Five: The lessons and practice exercises in the TSRS CALL

program are not too difficult.
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Figure 5.5 The Pattern of Participants’ Responses to Statemeiiiive

The participants had positive opinion € 3.33, S.D. = .81) towards the program
on this point. Overall, the participants tendedéouncertain about the difficulty of the
instructional material in the program (45.2%). Feem participants (33.3%) agreed that
learning with the program was not difficult, andyoB students (7.1%) found it to be easy.
However, 14.2% of the participants thought the gaogwas difficult. The finding here
indicates that the TSRS CALL program appeared tosdreewhat difficult to some

participants.
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The data from the open-ended questionnaire resparse the interview were
obtained to support the finding here. As revealemnfthe open-ended questionnaire
responses, what made the program materials difffoul some participants were the
vocabulary (3 participants), time constraint (ltipgrant), and the quantity of practice
exercises (1 participant). The participants whoresged concerns for vocabulary
difficulty said that it would be better if they kmemore vocabulary. Further asked to
elaborate, they said the vocabulary in some TSRS especially in long texts and
practice exercises was difficult. However, all bémn agreed that they understood the

lessons very well regarding what was being taught.

The subsequent interviews revealed more data dbeujuantitative finding on
this point. The majority of interviewed participar(#7%) said TSRS materials were of
mediocre difficulty. This was dependent on eachviddal's English proficiency level
and their background knowledge. Moreover, ten @pents (23%), 7 LPPs and 3 LPPs,
reported that the vocabulary in the TSRS lessodspaactice exercises were difficult.
However, all the interviewed participants said theyderstood the lessons very well
because they could use the Thai translation helpinithe practice exercises they could
use only the online dictionary which did not hédprh to completely understand the text,
that is they understood about 60-70 %. The paaintg who indicated that they were
unsure and disagreed in the questionnaire bedagg¢hiobught they understood about 60-
70 percent of the practice exercise texts. Thestcipants suggested adding more
translation. If possible, they wanted Thai tramstato be embedded in every section of
the program. Currently in the TSRS program, Thadlation was made available only
for the first four lessons. No Thai translation \wasvided for the practice exercises. The

students’ responses are represented below.
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(Student YP [LPP]): Why don’t you add Thai translatpages to all the places in the
program. | quite like it to be that there is a Thainslation page for
every practice page and exercise. Like this, | dbké because you
provide a translation here, but don’t provide érth

Ten participants (23%) in their interview responaed 1 student in the open-
ended questionnaire gave their suggestions forigiryy easier vocabulary for the
TSRS CALL program. They wished the program wereigdexd with easier vocabulary,
though they accepted that it was somewhat apptegoathem. These statements were
made by the LPPs. Two example statements of sustggestion are represented
below.

(Student DC [LPP]): Vocabulary is difficult. | oped the dictionary and Thai
translation when | read about the lesson maténalderstand what text
structure strategy is because of the translatiberd should be a lot of
easier vocabulary if possible. However, | canngt feat sure that the
TSRS program is not understandable.

The following quotations reporting on the diffiqulevel of the TSRS CALL
program are typical of the statements the studeatie on this topic:

(Student PP [LPP]): I think it is not too diffi¢ulor those who have good English
background. But for those whose English is too ltaid, difficult and
hard to understand. However, | think it is apprafifor my English
level, Foundation English Ill.

(Student WL [MPP]): Well, its good part is thatisteasy to understand with a lot of
reading materials which encourage us to followhink it is of good
choices, | mean how to answer questions.

(Student SA [MPP]): The content is at high levet lius understandable because |
can click the Thai version and open the dictionlarlg when | need
help with unknown words.

(Student CK [LPP]): For me, vocabulary and gramiaxa quite difficult. 1 have to
compare between the English and Thai versions pllaeation. Time
for studying could be too much if we are to doeitigusly.

(Student DC [MPP]): As for difficulty, some topiese difficult, some topics are easy,
depending on your level. For me, | think it is medi because |
understand most of the lessons and exercises.
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These views reflect the importance of providingLAnscaffolding to help the
participants better understand the text structeeeling strategy. Although half of the
participants in the experiment group were of lowfiprency level, they did not lose the
opportunity of learning to use the text structweading strategy because of their limited
vocabulary size. Thai translation and online didly were thus provided as a
scaffolding to help them learn the strategy, hehe# finding the TSRS CALL program

useful, despite some difficult vocabulary.

5.3.2 Opinion towards the Usefulness of the TSRSACL program
Statement Six After learning with the TSRS CALL program, | know m ore

about how to read English texts.
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Figure 5.6 The Pattern of Participants’ Responses to Statemefix.

The participants had positive opinionX (= 3.47, S.D. = .54) towards the
usefulness of the program. Overall, the majoritypaiticipants (64.3%) had a strong
tendency towards agreement on this point, with 2f%hem being uncertain. None
expressed disagreement, while 2 participants (4.8%6ngly agreed on this point.

The pattern indicates that many participants, L&Rs MPPs, thought they were able
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to use the text structure reading strategy for irgpadEnglish texts, while some
participants were not sure whether they knew howuse the strategy. The
participants’ uncertainty might have be based @ tindividual understanding of the
phrase ‘how to read English texts’.

When asked in the interviews what they understao#érowing how to read
English texts, many participants said they knew Howstart before reading. For
example, they would consider text titles or look $ggnal words before reading the
text in details. The following quotation from onarpcipant reflects this finding.
(Student CP [LPP]): For me, the advantage of tBR3 program is that it helped me

to read better. Yes, | mean | know how to readviBusly, | just read
and read without using any strategy. | don’t kndlew | stop to look
at headings, titles, and look for some key wordsignal words. This
way | think | am now a different reader.

However, almost all the interviewed participantsomted that they looked for
signal words when they read the texts in the peatling comprehension test. They
understood that looking for signal words was thewdedge on how to read English
texts. Also it was found from the interviews thag participants accepted that knowing
and using signal words helped to find the main iglea text. This corresponds to
Statement Seven and Statement Eight, respectiVieéy following example quotations

support the finding here.

(Student NN [MPP]): It taught me to think aboutldn notice key words. How the
key words are important. It's called, what..., yggnal words.

(Student SS [LPP]): What | remember very well frémarning with TSRS is the
method of noticing or looking for words in a paragin. Looking for
key words (signal words). And also various vocatyula
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Statement Seven After learning with the TSRS CALL program, | often

look for signal words when | read an English text.
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Figure 5.7 The Pattern of Participants’ Responses to Statemer@even

The participants had positive opinion§(: 3.55, S.D. = .73) towards the
usefulness of the program on this point. Many @gents (52.4%) indicated that they
looked for signal words when they read Englishstelkdiowever, 38.1% of them were not
sure if they often looked for signal words whiladag. In addition, 2 participants (4.8%)
indicated that they definitely looked for signalrd® and identified them when they read
English texts. However, 1 participant strongly dreed and 1 participant disagreed on
this point, indicating that they did not often lofak signal words and used them to help
understand the main idea of and English text thengweading.

The researcher interviewed the two students whagoked and strongly
disagreed on Statement Seven and found that theylew proficiency students. Based
on their interview responses, they did not oftesk lor signal words because if the text
was too difficult, they became bored and just fosgkat to do next. Though only 17

participants (38%) clearly mentioned they firsedrito find the signal words of the texts
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when they read. The rest of the students did nattxmention using signal words.

However, they implied in their responses that sigreads were important as the markers

of text structures. One participant said when hmecacross the word ‘because’ he

instantly knew that the text he was reading wasualsomething of a relationship

between cause and effect. The following quotatiepeesent such a view.

(Student TT [LPP]): | think the TSRS program teachee what text structure is, and
how | can find it. | use signal words such as bseavhen | try to find out
the structure of the text. | know that if | findetword ‘because’, the text

must be something about a cause and a result.

(Student TC [LPP):  For me, | especially remembevelll about how to notice words,
paragraphs, key words, and various new vocabulary.

Statement Eight: After learning with the TSRS CALL program, | find it

easier to locate the main idea of a text.
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Figure 5.8 The Pattern of Participants’ Responses to Statemeiidight

The participants had very positive opiniorP_$:é 4.02, S.D. = .56) towards the
usefulness of the program on this point. A faiiigthpercentage of participants (69%)
agreed that the TSRS CALL program made it easrethiem to identify the main idea
of a text. Some participants (16.7%) had a strajrgeanent on this point. However,

some other participants (14.3%) were not sure vendtie program helped in locating
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the main idea of a text. None disagreed on thistpdihis could indicate that most
participants agreed that using the text structurategy learned from the TSRS
program made it easier for them to find the maeaidf a text.

Twenty-seven participants (62%) reported in thesponses to the interview
guestion regarding the benefits of the program thay learned how to scan for or
locate important ideas in a text. Of these numldgrparticipants precisely mentioned
the phrase ‘locating the main idea’. Others sag&y tknew how to put or organize
ideas in a text. Although the participants in expental group were not tested for
their recall of the reading texts, their commentsreh clearly supported the
effectiveness of the text structure reading stsabednelping them to get the main idea
of a text. The following two quotations represdrd participants’ views on this point.
(Student WS [LPP): It is useful for my reading. kam reading comprehension

when ur... how to get the main idea. | can do it erasThe core

sentence. | mean what is said in the sentence nitaidearer to me.

(Student SP [MPP)): | think it is useful becauséelps me to put ideas together..
that is how to organize the ideas in texts.
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Statement Nine: After learning with the TSRS CALL program, | find it

easier to organize relevant ideas in a text.
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Figure 5.9 The Pattern of Participants’ Responses to StatemeiMine

The patrticipants had very positive opiniongné 3.86, S.D. = .56) on this
point. A fairly high percentage of participants (B%) also agreed that they found it
easier to organize relevant ideas in a text aswtref learning with the TSRS CALL
program. Four participants (9.5%) took a strongidgtan this point. However, 10
participants (23.8%) were uncertain about this {poin

The researcher interviewed the participants toitilinore qualitative data on
this statement, and found that most of them sawgtied side of the program in
helping them to organize relevant ideas in the teay read. For the 10 participants
who indicated ‘uncertain’ in the questionnaire @sge, almost all of them said they
chose ‘uncertain’ because they were not sure abeutneaning of the term ‘relevant
ideas’. The following example quotation supportatvas found here.

(Student CP [LPP]): Well, I am not quite sure.dnd know whether the word

‘relevant ideas’ means the whole sentences or gussentence.
However, | doubt that they might refer to the migi@as or supporting



141

ideas in the text. So, | was unsure. Neverthelgsgpu ask if |
understood and could be able to do the practiceemses, the answer is
yes.

Statement Ten: After learning with the TSRS CALL program, | want t o

practice the text structure reading strategy from aher resources.
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Figure 5.10The Pattern of Participants’ Responses to Statemeriten

On the whole, the participants had very positivenions (Yz 3.81, S.D.
= .80) towards the usefulness of the program im dlspect. Most participants (61.9%)
agreed that they wanted to practice the text siraateading strategy even after they
completed the studying with the program. Five paréints (11.9%) strongly agreed
on this point. However, some participants (21.4%yevuncertain about this point.
Interestingly, the number of participants who wergertain on this statement is
exactly the same as that of the ones who wereualsertain on statement eleven. This
could indicate that these participants did not wargractice the text structure reading
strategy from other resources, neither did they twian practice other reading

strategies. The finding here needs further invasbg in terms of subsequent
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interviews for more information on this point. Qitetive data on this point are
collectively presented following the quantitativatal based on Statement Eleven.
Two participants (4.8%) did not think they wantedtlier practice with text structure
strategy from other resources.

In the subsequent interviews to elicit more qualiea data to support the
guantitative findings here, it was found that moastticipants wanted to practice text
structure strategy from other resources. Partityyléine online resources would be a
preference to them rather than book resources.'Urteertain’ participants indicated
in their responses to the subsequent interviewtstiiey were not sure whether other
resources such as books and online reading matewailild be as interesting and
understandable as the TSRS program. Such viewgparesented as in the following
guotations:

(Student KS [LPP]): I think online teaching likeighis already OK. At present, |
usually read online texts. | often read my majaidgt materials from
online resources. | indicated ‘uncertain’ becausdoubt if other
resources such as books or online sites wouldtbeesting or not.

(Student KV [MPPY)): | often find that there aredaif online teaching sites which are
not truly teaching. They are just collection sitemean stuffs are put
on the site. And that’'s all. Something interactike this program is
more interesting. However, | have not tried to skedor other online
resources for teaching reading strategies, so natasay much about
this. This is the first online learning site | hasariously taken.

(Student PPP [LPP])...But | don’'t know if other oasces will be good enough, so |
was uncertain. However, | find reading all English somewhat
difficult. If other resources are all in Englistmen if there is no Thai
translation like this, | think |1 don’t want to leabecause it will be a
waste of time.

(Student NN [MPP]): Books do not have interactex@rcises. You can check your
answers very easily. But online system can preyeantfrom looking
at your answers before you have finished or dowa¢ itlem. If you
mean other websites, then | will want to learn, fooin books, | won't.
So I indicated ‘uncertain.’
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The two participants (LPPs), when asked why theyndit want to practice the
text structure reading strategy from other res@jroentioned their poor English
ability and possible failure in learning as theasons:

(Student SVM [LPP]): I think the learning here willsRS is good. I'm afraid that |
won't have enough time. More importantly, I'm natre if other
resources as you mentioned in the questionnaiteowieasy and good
enough to make me understand the lesson, as Irdorh€SRS.

(Student NPP [LPP]): I don't want to practice tbattstructure reading strategy from
other resources because I'm not sure if I'll beeabd read and
understand English. My English is poor. I'm afréigill be a waste of
time if | learn or read what is too difficult to derstand. However, it
would be good if there is Thai translation gives, ia the case of
TSRS.

Statement Eleven: After learning with the TSRS CALL program, | want to

learn and practice other reading strategies.
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Figure 5.11 The Pattern of Participants’ Responses to Statemekleven

The participants had very positive opinior?S:é 3.90, S.D. = .57) towards the
usefulness of the TSRS CALL program on this poird.be precise, this statement
was meant to investigate if the program encourahedparticipants to learn and

practice other reading strategies apart from tkedeucture reading strategy. In line
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with Statement Ten, most of the participants (66.&gpressed their need to learn

and practice other reading strategies apart framekt structure reading strategy they

had learned and practiced with the program. Fivagyaants (11.9%) strongly agreed
on this point. Nine participants (21.4%) were utaer They were uncertain because
they might have no ideas about other reading sfiese Further interviewing the

participants could help to explain more clearlytbis point. No participants took a

disagreement stand on this point.

Qualitatively, most participants who were subsetjyenterviewed on this
aspect of the program usefulness, expressed thsles/to learn and practice other
reading strategies, but most of them said theunstm should be online in order for
them to keep abreast with the Internet technoldpst of them did not know much
about other reading strategies, however they thomgtould be useful if they could
learn and practice more reading strategies. Fa@etimine respondents who indicated
‘uncertain’ in the questionnaire, it was found frahe interviews that they did not
know what other reading strategies were; they veengcerned that other websites
would be difficult, and that books would not beiateresting as online instruction
websites. The following quotations are the exampéscting such views:

(Student BB [LPP]): 1 don’t know much about thads of reading strategies. Based
on what | have done here from this online progrhathink it would be
of great use if more reading strategies could bghaonline, like this
program.

(Student SB [MPP]): Yes, it is quite good. It @ething | can do on my own. But |
don’t know much about what reading strategies aelable. If there
are more reading strategies for me to learn andtipea then 1 think it
would be very helpful for I am usually not quiteogbat English

reading..

(Student SJ [LPP]): The TSRS program is good becatiss interactive and
encourages me to spend the time effectively. BuhInot sure if other
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websites will be interactive and made easy for T8tadents or not.
Maybe, | will want to practice and learn if otheghgites are easy.

(Student TP [MPP]): Yes, that’'s true. Though I'motrvery good at English and
grammar, | understand the lessons in the prograraue | can use the
translation. From other resources, | think they ipaynteresting. | will be
sure about that only after | have tried studyinthwhem.

(Student NN [MPP]): Books do not have interactesercises. ....If you mean other

websites, then | will want to learn, but from book&on't. So | indicated
‘uncertain.’

Statement Twelve: After learning with the TSRS CALL program, | will

use the text structure strategy whenever | read angther English content texts.
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Figure 5.12 The Pattern of Participants’ Responses to Stateméemwelve

The participants had very positive opiniors £ 3.67, S.D. = .68) towards the
usefulness of the TSRS CALL program on this pdBimilar to Statement Ten, the
majority of the participants (61.9%) agreed thaytivould continue using the text structure
strategy whenever they read English expositonstekivo participants (4.8%) indicated
that they would definitely do so. However, 13 pgrants (31%) were uncertain about this

point.Only 1 participant (2.4%) took a strong stand @aglieement on this point.
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In subsequent interviews, most of the participaefsorted that they would
still continue using the strategy in their readigexpository texts of any subject
matters. The participants who were not sure if theuld continue using the strategy
expressed their concern about how well they wotildremember the signal words
used in each text structure. They said they wouwlt be able to use the strategy
because they wouldn’t remember the signal wordg weill. One participant further
indicated he would draw a mind-map to help sumneawhat he would read. Such
views are reflected in the following quotations:

(Student CPN [LPPY)): Yes, definitely, because tinategy is very useful. But I'm not
sure if I will remember very well about the signabrds when | read
English again maybe in one or two months from now.

(Student SST [LPP]): I will try. I major in food ienice. There are lots of English texts
on the field. Using text structure strategy willjhene summarize and
organize ideas when | read those texts.

(Student AN [MPP]): I'll use this strategy when eéad online news or even my

engineering texts. I'll try to look for main ideasd signal words. I'll
also draw a mind-map to help summarize what | read.

The only one participant, who indicated she woulnt nse the strategy
whenever she read expository texts, when askethbmrate, said she was afraid she
would forget all the signal words, so she thoudig sould not be able to use the
strategy. This was the only concern she thoughthimigappen in the future. The
following quotation supports this view:

(Student ATP [LPP]): | don’t know if | will remenel all the signal words of each
text structure type. So, | think | won't use theagtgy. However, if |

can remember, then | will use the strategy. Ydspdw that it is a
useful strategy.
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Statement Thirteen Learning with the TSRS CALL program is useful for

advanced English reading comprehension.

80

70 -

60 -

50 -

40

30 -

20 -

10 ~

0 — —
uncertain agree strongly agree

O % medium 2.4 33.3 7.1
= % low 0 35.7 21.4
O % Total 2.4 69 28.6

Figure 5.13 The Pattern of Participants’ Responses to Statement Ttieen

The participants had very positive opinions € 4.26, S.D. = .49) towards the
usefulness of the program on this poihikewise, no participants indicated their
disagreement on the usefulness of the TSRS CALlgrano for advanced English
reading comprehension. Most participants (69%) eagrepon the usefulness of the
program for advanced English reading comprehensfamy of them (28.6%) strongly
agreed on this point. Only one participant (2.4%¥ wot certain about the usefulness of
the program for advanced English reading comprabrens

Qualitative data from the interviews revealed thaist participants reported that
the TSRS CALL program was very useful for Englisading comprehension practice at
a high level. Though their proficiency levels wenedium and high, the participants still
agreed that their reading ability would be improaad consequently become at a higher
level if they studied the materials in it again aadain. The following quotations support

these views:
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(Student TC [LPP]): It is indeed useful for advasheeading comprehension, yes. |
think so because there are lots of new vocabutang,especially how to
find the main ideas. | think this is something awhed. But | think |
could read and understand because | can use thé¢rdimslation to help.
If I read something like this more and more, mydieg skill will be
improved. | believe so

(Student PYP [LPP]): Um...my English is not so gotid. pretty bad, I think. But
TSRS is useful because it is advanced. Yes | think advanced.
Because it is a program for us who are not at h l&gel, but | think |
can learn with it. In the long run, I think it witle more suitable for us
who will also become advanced readers
Regarding this aspect of program usefulness, theertain participant
elaborated in the interview that it would not betahle for advanced reading
comprehension because she was at a low level. dtamainterpretation of her own
English ability that guided her in responding te #tatement in the questionnaire.
(Student PP [LPP]): | am not sure if it refers advanced English reading
comprehension for us. If so, | think | am not atigh level. But this

program is for us who did not score high in the-feist, as far as | am
concerned. | am not sure about that.

Statement Fourteen: After learning with the TSRS CALL program, | am

more interested in English reading.
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Figure 5.14 The Pattern of Participants’ Responses to StatemeRourteen
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The participants had very positive opinior?S:é 3.90, S.D. = .61) towards the
usefulness of the program on this aspect. A highgmtage of participants agreed that
their interest in English reading increased afearhing with the program (61.9%).
Six participants (14.3%) really felt that their enest in English reading increased.
However, some participants (23.8%) were uncertbwuttheir increased interest in
English reading. No participants disagreed on tbasnt. The overall positive
tendency toward this statement emphasized the lnsshi of the program for the
increased interest in English learning for theipgodnts.

In subsequent interviews, most participants repottat they became more
interested in English reading. Further asked whgy tsaid because they then knew
that reading skill was very important for theirdgguThough the reading materials in
the TSRS CALL program were not directly relatedtteir major fields, they still
were very good as the basis for further readingtim@ Several other interviewed
participants (16%) further commented on the usefksdrof the program, saying that it
gave them more time for practicing English readifigese participants said they did
not have time to study or read English materiathigir rooms. They only had more
opportunities to read and learn in the TSRS clBlss was because most of their time
was spent reading other subject materials. Herensr@xample quotations that typify
the participants’ statements.

(Student SS [LPP]): | read more in English becapnisthe TSRS CALL program
because when | am in my room | read other subjédisn’t have time
to read English materials.

(Student CK [LPP]): It is very useful for readingmade me read more.

A few more participants reported that they wereivatgéd to English more and

more, not only in reading but also in other skdléer learning with the TSRS CALL
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program. The following quotation typifies such view
(Student DC [MPP])1 have learned a lot from the study. | want to tearore about
English even when | am finished with the TSRS CAlrbgram. Yes,
my interest in learning English has increased sinearned with it. |
want to practice my English online with other weesias well.
In conclusion, the means and standard deviationsllofthe previously-

presented 14 statements in the TSRS questionnersuemmarized here again in

Table 5.8.

Table 5.8 Means K ) and Standard Deviations (S.D.) on the Participarst
Opinions towards the TSRS CALL Program and Its Useatfilness

Statements X S.D.

Opinions towards the TSRS program

1. I like learning with the TSRS CALL program. 4.05 .62

2. | prefer conventional reading strategy teachinigarning with the 3.07 .92
TSRS CALL program.

3. The presentation format of the lessons and ipeekercises in 4.12 .59
the TSRS CALL program are appropriate.

4. Learning experience with the TSRS program is.new 4.36 .69

5. The lessons and practice exercises in the TSR3 @Grogram 3.33 .81
are not too difficult.
Opinions towards the Usefulness of the TSRS CALL Rgram

6. After learning with the TSRS CALL program, | kmonore about 3.74 54
how to read English texts.

7. After learning with the TSRS CALL program, | @ftlook for 3.55 .73
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Table 5.8 (Continued)

S.D.

X|

Statements

signal words when | read English texts.
8. After learning with the TSRS CALL program, |dint easier to 4.02 .56
locate the main idea of a text.
9. After learning with the TSRS CALL program, |dint easier to 3.86 .56
organize relevant ideas in a text.
10. After learning with the TSRS CALL program, Imtdo practice 3.81 .70
the text structure reading strategy from otherueses.
11. After learning with the TSRS CALL program, Intdo learn and 3.90 57
practice other reading strategies.
12. After learning with the TSRS CALL program, lilwise the text 3.67 .68
structure strategy whenever | read any other Emglmtent
texts.
13. Learning with the TSRS CALL program is useful ddvanced  4.26 49
English reading comprehension.
14. After learning with the TSRS CALL program, | anore interest 3.90 .61

in reading English.

Total 3.83 .64

Considering the first 5 statements in terms ofdwerall opinions towards the

program, it was found that most participants agtéed learning experience with the
TSRS program was newX(= 4.36), TSRS lessons and practice exercises had

appropriate presentation formi@ 4.12), and that is why they liked iY(z 4.05).
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In terms of the usefulness of the program (statésn@r 14), it was found that

most participants agreed that the TSRS CALL progrmaas useful for advanced
English reading comprehensio&(: 4.26). Also, they agreed that it helped them to
locate the main idea in a text more eas¥y= 4.02). Interestingly, after learning with
the program, many participants wanted to learn@adtice other reading strategies,

and found that they became more interested in &mgéiading K = 3.90).
The total mean of all the 14 statements was 3.83.(S.64). This mean was
interpreted that the participants had very posiopeions towards the TSRS CALL

program and its usefulness.



CHAPTER 6
DISCUSSION, CONCLUSION AND

RECOMMENDATIONS

6.1 Introduction

This study attempted to address the effectivene§®ecl SRS CALL program
as a responsive instructional tool to improve negdcomprehension of Thai
university EFL students with medium and low Englisading proficiency. Two
research questions were addressed: (1) What areftbets of the TSRS CALL
program on English reading comprehension of Thaversity EFL students with
medium and low English proficiency?, and (2) What the students' opinions toward
the TSRS CALL program and its usefulness? To addiiee first research question,
the effects of program intervention was compareth \& non-text structure reading
strategy class on the reading comprehension ofsthdents. The experimental
participants' opinions toward the program and gefulness were investigated to

address the second research question.

The findings of the study can be summarized a®vidl Firstly, the medium
participants in the experimental group gained beteores on their reading
comprehension test as compared to the medium iparis in the control group, but
there was no significant difference between the gnaups’ mean scores. Secondly,
the low participants in the experimental group gdisignificantly higher scores than

the low participants in the control group as meaduny their post reading test scores.
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Considered as one single group, the whole parttgpémedium and low) in the
experimental group performed significantly betteart the whole participants in the
control group. Finally, the experimental particisarhad very positive opinions

toward the TSRS CALL program and its usefulness.

6.2 Discussion

As postulated in Chapter 1, there have been vew fesearch works
investigating the effects of a Web-based instructod the text structure reading
strategy on EFL students’ reading comprehensiorfaAas the literature review goes,
most previous research investigated if teaching $éxicture reading strategy (in a
paper-based format) would significantly increasedshts’ reading comprehension
and recalls. Some other studies either compareefthets of text structure reading
strategy taught via the Internet (Theodorou, 2086) in a traditional classroom
setting, or investigated the Web-based instruabiothis strategy in combination with
other reading strategies (Singhal, 2001). It igrdfore, relatively difficult to find
previous research to fully support or even contnavéhe findings of the present
study. The discussion that follows will, as a reshé confined to the context where
the present study was conducted.

6.2.1 Discussion in Relation to Research Question 1

Overall, the findings indicated that participantsried to use the text structure
reading strategy via the Internet improved theadieg comprehension. As found in
Chapter 5, the post-test scores of the MPPs inettperimental group were not
significantly different from the post-test scorestile MPPs in the control group.

However, the two groups’ post-test scores sligimityeased, indicating that the Web-
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based instruction of the text structure readingtsgly was beneficial across medium
and low EFL students’ proficiency levels. One ptabaexplanation about the lack of

statistically significant achievement among the MiitPthe two groups might be because
they did not pay their utmost attention to evemgks reading selection in the test.
Considering the time they spent doing the tests §md post), it was obvious that the
medium participants spent shorter time than the jp@asticipants, 51.18 minutes on

average. They just read and answered the quessodiast as they could. They might not
have thought deeply and carefully during their iregdToo fast reading led to careless
decision in terms of selecting an answer to a plelthoice question. As revealed in an
interview, one medium participant said,

“I just kept reading the texts and answering thestjans that follow. | think they
are not especially harder than the pre-test t&dtsl think | can answer them correctly. |
do not read in too much detail. Yes, | look for thain ideas and context clues”.

This indicates that the MPPs did not self-monit@mselves as well as the LPPs.
On the contrary, as revealed by an LPP, she safteimterview that, “I read slowly but
make sure that | understand, or at least undefst&itthng (2007) found that regardless of
different levels of English proficiency, studentbavapplied the self-monitoring strategy
obtained higher scores on the comprehension tststindents who did not apply the self-
monitoring strategy. Lower-level English proficignestudents who used the self-
monitoring strategy performed better academicatigl enotivationally than those in the
higher-level English proficiency group who did resnploy the self-monitoring strategy.
This clearly suggests that the students with medidnglish proficiency can be

outperformed by the low proficiency students ifjtlaek self-monitoring.
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It might also be possible that the MPPs had alrgamsessed some other
useful reading strategies and used them to helgpimnd the texts in the post-test.
Though the MPPs in the experimental group mightehlevown and used the text
structure strategy, they were not obviously difféereom the MPPs in the control
group who might have also used other useful readingtegies. One interviewed
MPP in the experimental group said,

‘I look in the title...and also try to interpret th&ords that might be
synonyms. Yes, | look for signal words and alsoeotiwords that have similar
meanings”.

Considering the test scores of the MPPs in therabgtoup, the probable
explanation here is even clearer because theyalidaore differently from the MPPs
in the experimental group. Chamot (2001) and Thorfi®96) found that good
readers know and use more reading strategies tbanrpaders. Therefore, the text
structure reading strategy that the experimentaPdRarned from the TSRS CALL
program just added to their reading strategy reéposilt was not known how many
reading strategies the MPPs in the two groups kaeavused because they were not
surveyed on this issue before the commencemerteoftudy. The researcher just
tested if they had knowledge about expository t#mictures or not. This could be

counted as a limitation in this study.

As indicated by the questionnaire and interviewagdanost participants
(medium and low) indicated that they knew how tadré=nglish texts better, they
looked for signal words, and found it easier toalecthe main idea of the texts.
However, it was not clear to what extent they kiew to read English texts better.

These findings show that the MPPs had learned ard the text structure reading
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strategy, but the newly-learned strategy did nghificantly help them. It just added
to their reading strategy repository. Hence, tpest-test scores slightly increased as
compared to their pre-test scores.

The increase in the post-test scores of the LPBghenoverall participants in
the experimental group could be attributed to tbkoding reasons: Self-paced
instruction. Learners who set their own paces wlelgning are more likely to
actively learn the material and to create knowledgat is flexible and thus
particularly transferable across a variety of ta@kseenfield, Brannon, and Lohr,
1996; Taylor et al., 1999). The TSRS CALL programswdesigned to teach the text
structure reading strategy at the participants’nieg pace. Most of them found that
they felt at ease with the instruction in the 4stess of the program which was
delivered at a sentence, a paragraph, and finalihale text level, as seen in one
participant’s interview quotation,

“I think the contents are quite good. There ardesaes that are presented in a
step by step manner. That is, short sentencesex#imples. Then, there are longer

sentences and paragraphs”.

At a sentence level, small chunks of informatiorravpresented at a time.
Attempts were made not to deliver too much infoioratit the same time in order to
avoid cognitive overload. With small chunks of infa@tion presented at a time, it
was easier for the participants to process it, estiorin their short-term, and
subsequently long-term memories.

In the TSRS CALL program, when the participantsried how to identify
text structures and signal words starting fromdéetence level, they felt at ease and

were consequently motivated to learn more at thragpaph and whole text levels.
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According to Chappelle (1998), a good CALL progrsinould offer modifications of
linguistic input. The advantage of linguistic mocition, whether in the form of
repetition, simplification through restatementsn+verbal cues, decreased speed,
reference materials, and change of input moddyasit provides help to L2 learners
while being exposed to the target language. Ab¢hean be easily created in a CALL
program. For example, the TSRS CALL program usgdaghic organizer to explain
the relationship of ideas in each sample text ditferent structures at paragraph and
whole text levels. The provision of graphic organg& was useful in helping the
participants to grasp the main idea of the pardgrapre easily.

As a result of self-paced instruction, the paracits were more motivated and
more engaged in their task. They consequently becarare persistent to work
towards successfully completing a new task (Meyad &oon, 2001). When the
participants successfully learned and completetiainiessons and exercises, they
were motivated to complete new tasks (subsequesbies and practice exercises).
This was clearly reflected by some participants wshal in the interview that they
liked learning with the TSRS CALL program becaukeyt understood and gained
more knowledge from what they were learning. Bagedheir interview responses,
Thai translation and immediate feedback were thises of their successful learning.

One participant was quoted as saying,

“I think the time fixed for learning with this progm is already good,
appropriate. Not too much, not too little. In aduht the teaching in a sentence by
sentence manner with translation makes me understaore about what | am
learning. | feel | have studied example sentences kamown how to remember the

sentence structures of the text. This makes mehetdr, | think”.
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The findings here support previous research (empydd and Nel, 2003;
Mayer and Poon, 2001; Raymond, 1993) which podited text structure strategy
training was beneficial for EFL students’ readingmprehension, and poor
comprehenders, in particular, have been assistadidgrably by the text structure
reading strategy training (Rottman and Cross, 1990)

The correct order of expository text structure doalso have led to the
significantly increased post-reading comprehengest scores of the experimental
participants. In learning a new expository texusture, the learners need time to
master one structure before learning another. A t@aivstructure was introduced to
the TSRS participants one at a time in the follgvirorder: sequence,
compare/contrast, and cause/effect. Each struetaseexplained in both English and
Thai, followed by a set of self-test and a set i@cpce exercises for checking their
understanding. Individual teaching of text struetumas found to be effective in
training the learners to apply their knowledge torencomplex text (Kinder and
Bursuck, 1991; Seidenberg, 1989). Teaching expgstext structures in this order
could have made it more convenient and easierh@rmparticipants to learn. This is
supported by more than 70% of agreement and 21%trohg agreement by the
participants who responded to item 3 of the TSR&stjonnaire which asked about
the participants’ opinions toward the appropriagsnef the presentation format of the
lessons in the program. Also the participantsdekase and unstressed learning with
the program, as indicated by one participant wha, sa

“I think it is fun, not serious. It is learning froeasy to difficult (structures). It

is learning from one structure to another. It'sygasunderstand”.
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Regarding the order of teaching expository texiicttires, previous research
(Englert and Thomas, 1987) shows that if studer@segposed to the text structures in
the correct order, beginning with the well-orgadizmnes to the less-organized ones,
they will find it easier to learn. In the presetudy, a sequence structure is supposed to
be easier and even more well-organized than a aevepatrast, and a cause/effect one.
It was, therefore, the first structure to be taudlie increase in the post-test scores of
the experimental MPPs, and significantly the expental LPPs, was attributed to this
method of text structure instruction. It was assitimat if the low EFL participants in
this study had been firstly taught difficult strwets followed by medium and easy ones,
they could have been discouraged from learningtitagegy. Knowing the nature of the
learners and starting to teach with the structapsopriate for their proficiency levels
makes the training become easier (Kinder and Blysii@91). Piccolo (1987) and
Englert and Thomas (1987) claimed that the teachingxpository text structures to
medium or low readers should start with an easiactsire and put a difficult structure
such as the cause/effect one at the end. The pratsely, therefore, posits that even
when delivered via the Internet, the instructioriestt structure reading strategy to EFL
medium and low readers should start with the sempustructure, the easiest structure
of all.

However, there is inconsistency among text strecsrategy research findings
regarding which structure should be taught firstosd, and third etc. Some researchers
started the training with cause/effect, compardfesh description, and
problem/solution (Chun, 2000; Nealy, 2003). Oth@g. Raymond, 1993) included
description structure at the beginning and thenceeded with compare/contrast,

cause/effect, and finally problem/solution. Sonseegchers (e.g. Min and Yang-bo,
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2009; Theodorou, 2006) just clung to only one oro tvgtructures
interchangeably; that is problem/solution and camfgcantrast. On the whole, most
research findings show that training the studemtthé use of text structure reading
strategy is effective in helping them recall anchpoehend the text.

Another reason for the LPPs’ significantly higheosptest scores after
learning with the TSRS CALL program could be beeatiey had spent more time
reading and practicing in all the lessons. Thislifig was consistent with previous
research (Johnson, 2005) which claimed that EFl peaders improved their reading
comprehension because of their repeated and mainge As revealed in the
interviews, most participants agreed that the tatlewed for learning with the
program was sufficient - not too much, not todditas indicated by one participant,

“I think the time is too much if we really pay outmost attention to reading

With sufficient time for reading and doing practioexercises, they
consequently read more, thus being prepared forethding task in the post-test. One
participant said,

“It would be better. This is because the TSRS CAltbgram made me read
more. You know when | am in my room, | don’t hairad to read as much English as
this. | have to read other subjects. When | reaceimicknow more and believe that I'll

be able to do the reading test, at least betterhkéore”.

The researcher could therefore claim that the fogmt increase in the
experimental participants’ reading comprehensiafitplvas partly the direct effect

of longer reading time the participants spent wiadning with the program.
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However, Theodorou (2006) found that the Web-bagedp who was taught
the same text structure (problem/solution) stragyhe traditional classroom group
did not have significantly higher post-test scayaghe recall and main idea tests than
the traditional classroom group. The researcherudsed the findings in relation to
the small amount of time each participant spenteach learning material (about 15
minutes). The participants in the Web-based trgiciondition spent significantly less
time working on the training materials than papasts in the traditional/classroom
training condition. The researcher explained teatrers in the Web-based training
condition skimmed over the training materials withpaying adequate attention to
the information to be learned. Participants in ¥deb-based training may not have
monitored their learning very well nor made optimiak of their allotted time. This
lack of significant differences made the researcwrclude that web-based training
was not better than traditional /classroom trainiflgis was an important conclusion,
since Web-based instruction is becoming an emetgiolgin teaching learners from all
over the world.

The findings in the present study were differeatrfrTheodorous’ findings in that
the LPPs in the TSRS group (Web-based group) peersignificantly better than the
control group. This study, therefore, confirms tN#eb-based instruction can be an
effective tool for teaching text structure readatigaitegy to low proficiency EFL students.
Different from the case of Theodorou’'s study, thstruction of text structure reading
strategy in this research was carried out in muahgdr period of time than in
Theodorou’s. In this study, the participants wdiecated 4 hours for learning about each
text structure, excluding 3 hours for Lesson 1,cwhivas an introductory lesson. This

indicates that they had made the optimal use dé#iraing time.
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Besides, prior to and after the experiment, thdi@pants in this research
were tested on their reading comprehension, butonotheir free recalls and main
ideas of texts despite their practice of main ickntification during the learning.
This research, therefore, maintains that using &-Wésed CALL program for
teaching text structure reading strategy is effectn enhancing low EFL students’

reading comprehension.

Explicit instruction applied with the provision aflL translation help in the
TSRS CALL program might also be an explanationhaf higher post-test scores of
the MPPs and significantly higher post-test scarfethe LPPs in the present study.
When it comes to explicit instruction in a traditad classroom setting, the teacher
plays the key role in explaining the strategy aratlaeling the use of it to the students.
In an Internet-based setting, however, explanatams modeling of the strategy use
are provided as a learning program where the stad&ve control over it. They can
choose to go fast or slowly while learning, depagdon their individual learning
pace. Previous reading researchers (Carrier, Z2D0&mot, 2004, 2005; Chamot et al.,
1999; Cohen, 1998, 2003) also found, in consistemitly this study, that explicit
instruction was an effective way to help poor anetrage readers comprehend
expository text. It was effective in improving EHSL students’ reading
comprehension ability (lkeda and Takeuchi, 2003,I&g Blair, and Nichols, 2009),
vocabulary learning strategies (Mizumoto and Takeu2009), and writing skill

(Segev-Miller, 2004).

Using L1 in the TSRS lessons as a scaffolding tgaaning tool could also
help to explain the participants’ significantly reased reading ability. In fact, the

participants were not expected to solely rely onfad learning the text structure
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reading strategy. They were expected to use Llslatan help only when they
completely failed to understand the target languaee MPPs used the Thai

translation help only when it was necessary, aslsabne participant

“Only when it was necessary, especially in the Ipagagraph or stories that
were somewhat difficult.”

On the contrary, as reported in the interviews, tR®s clicked on almost
every Thai translation help in each learning agtivor more understanding of the
lessons. The use of L1 in the TSRS CALL program thasefore appropriate for at
least one reason: to facilitate the participanggirhing. According to Chamot et al.
(1999), the students will be taken away from thigdtlanguage exposure if they are
taught the language learning strategies solely in &ince both L2 and L1 were
provided in the teaching of text structure readstgtegy in this study, the students
with low reading proficiency did not feel they wdedt behind, and the medium ones
resorted to L1 only when they thought it was ne@mgssas implied by an interview
response. The use of L1 as a learning tool forathuisition has been widely
supported (Cianflone, 2009; Forman, 2005; Fung,kWsbn, and Moore, 2003;
Nation, 2003; Noytim, 2006). In doing so, tranglatis one of the most popular and
effective forms of L1 use. However, most reseaegarding L1 use in support of L2
learning was conducted in a classroom-based seffhahweers, 1999) but little
research was conducted in a Web-based CALL co(ioittim, 2006).

The role of L1 use is still mostly seen as smallt bonportant in
communicating meaning and content. L1 use is alppated for facilitating foreign
language acquisition by helping teachers realizatvgtudents have learnt and to

explain mistakes or misinterpretations through dlaion exercise (Baker, 2006).
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Using L1 to help explain the text structure readstrgtegy concept which was almost
unknown to the students, as indicated by theiraeses to the initial interview prior
to the experiment, was consequently reasonabldatxpg it only in English would
not ensure their complete understanding, especidilgn it comes to their medium
and low English proficiency levels.

The notion of explicit instruction could not be m@lized without L1
translation. Providing Thai translation not onlgifdated the students' understanding,
but also saved time. As revealed in the interviensst participants said they not only
gained new knowledge and vocabulary, but also likadning with the TSRS CALL
program because it was provided with Thai tramstatand Thai feedback. One
participant said,

“The teaching in a sentence by sentence manner tvatislation makes me
understand more about what | am learning”.

However, another participant said,

“The Thai translation is very useful. Without itthink 1 won't’ be able to do
answer the questions correctly. You know, | haveaimpare between the English and

Thai versions”.
Another participant also said,

“It is not too difficult because there is a tratgla help. When | did not
understand, | just used the translation help. len@actomparison about which word

means what. It was very useful”.

This study, therefore, supports other studies (dayer, 2008) that the use of
L1 provides a positive support for the learningL@ and that rather than being a

limitation or an obstacle, it serves to facilitai learning. It also supports the use of
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L1 help to build students' confidence in using dieg) L2 and saving time when
there is a need to explain or clarify specific pirin the EFL context, the students
and their teachers or material developers speakahee L1, and thus it can help in
communicating clear meaning.

The issue of to what extent L1 should be used ifE&h context is far from
being resolved. No clear and concrete guideline® leen given in regard to how
much of L1 use should be enough. Most researcleegs Chamot 2005; Nation,
2003) just gave general suggestions and put theeig® be an individual
consideration. To reach balance between L1 andse2muthe TSRS CALL program,
the Thai translation was, therefore, provided dolythe explanation in the TSRS
lessons, but in the practice exercises, it wasigeovin the form of feedback. Further
research is thus needed to investigate if a Webeb&ALL program with partly or
whole L1 translated will be more effective as actaag tool for text structure reading

strategy.
6.2.2 Discussion in Relation to Research Question 2

It was found in the present study that the studbatkvery positive opinions

(X = 3.83) towards the program and its usefulnessprésented in Table 5.4 (see
Chapter 5), most participants perceived the TSRILCArogram as new, well-
designed with appropriate presentation format, wey consequently liked learning
with the program.

In addition, on the usefulness of the program, npasticipants indicated that
it was useful for advanced English reading compmsioe practice, for helping to
locate the main ideas of texts more easily, ancefmouraging them to learn English

and also to learn and practice other reading gfiede Moreover, the interview data
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showed that the participants were generally intecegn learning with the program
and gained new general knowledge and more new utargtas result of reading and
doing the practice exercises in the TSRS lessons.pgarticipant said,

“I have learned a lot more new vocabulary suchhasane related to global
warming and canned food”.

Another one said,

“I think the advantage of the TSRS CALL progranthat | have learned and
understood more English words. | know more aboutesee structures, especially
the ones for doing exercises. It improves my lewayrsikill”.

Several features in the program might help to erglath the quantitative and
gualitative findings regarding the participants’ryweositive opinions towards the
program and its usefulness. However, based on dhticipants’ interview data, the
following salient features seem to be most appabetior discussion in relation to the
answers to research question 2. These include edb&ek provision, interesting
reading materials, and types of question.

As indicated by the interview data, most particigahought the TSRS CALL
program was completely new to them. Some parti¢gpaad never learned with an
online reading strategy instruction program befdhough some participants ever
had some experiences with online English learnthgy admitted that the TSRS
CALL program was totally different in that it praled feedback on both correct and
incorrect answers to the questions in the lessodspaactice exercises. Reflecting
this, one participant said,

“l used to learn with an online program. Thereamsthing alike, but there are

a lot of things different. There were questions am$wers, but in the previous
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program, | could go ahead only when | answereddgtiestion correctly. You kept
answering the same question until you providedcthreect answer. In this program,
though you answered wrongly, it tells you why wsong, then you try again until

you are correct. Also it tells you why it is corr@c

The participants learned a lot from the feedbadwiped as a learning tool
(Peat, Franklin and Lewis, 2001). The feedback@ grogram provided the learners
with information to improve their future performamdahat is, using the text structure
reading strategy knowledge to improve their readiogiprehension. However, for
EFL students with medium and low English proficieras in this study, providing
informative feedback only in L2 would not help. Tieedback in the TSRS exercises
was therefore provided using L1, and this featuedpdd to explain why the
participants had very positive opinions towards tisefulness of the program. The
participants indicated that they liked learninghmihe program because they felt at
ease and found the learning meaningful and undetabde, as reflected in one
participant’s interview response:

“Feedback is good because it tells me why my anssveorrect or incorrect. |
understand more about what | was learning”.

Providing L1 feedback to support L2 learning in &Mbased CALL setting
is, therefore, a new notion confirmed by this reseaThis finding supports one of
Chappelle’s SLA principles as guidelines for thesige of an effective CALL
program which stresses providing opportunities learners to notice their errors
(Chappelle, 1998).

Another feature that motivated the participantsligarn and enjoy doing

practice exercises in the TSRS CALL program isghavision of interesting reading
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texts. The participants found that they had gaiaetbt of new knowledge and
vocabulary from the lessons and practice exercises,

“I have learned a lot of new vocabulary from thisgram. | have learned new
vocabulary about for example, global warming, canieed making and so on”.

Although some participants might have found it setmet difficult to read
some texts, they still understood the main ideak ssome other details because they
could use the translation help and online dictipnar

“I like it when, you know when | don’t understartdere is translation help

The texts in TSRS lessons and practice exercigessarally accompanied with
interesting pictures, appropriate for the partictpaproficiency levels, and cover various
fields of knowledge, such as agriculture, scieacel health. In addition, to add to more
text interest, the researcher, during the progremeldpment stage, added more photos to
the original texts, but no change was made to eéké Hence all the texts were still
authentic (for an example of VOA texts with oridimactures and with more added

pictures, see figures 6.1 and 6.2 respectively).

HEALTH REPORT - How Much Water Should People Drink?

02 March 2004

Broadcast: March 3, 2004

'F%.i This is the VOA Special English Health Report.
3

& Many people believe they are supposed to drink eight glasses of water a day, or about two liters. Why? Because that is
what they have been told all their life. But a new report offers some different advice. Experts say people should obey
their bodies; they should drink as much water as they feel like drinking.

The report says most healthy people meet their daily needs for liquid by letting thirst be their guide. The report is from the Institute of Medicine,
part of the National Academies. This organization provides scientific and technical advice to the government and the public.

Figure6.1 An Example of VOA Text with One Original Picture
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According to the interviewed participants, practiegts in the TSRS exercises
were interesting and understandable because theyafienedium difficulty and there

were photos which facilitated their understandagysaid by one participant,

“I think pictures or photos presented with thosdgan the practice exercises
are good. | read, think, then | understand bechlk at photos. They help so much

with my text comprehension”.

Text 5: Comprehension check
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Figure 6.2 An Example of VOA Text with More Added Pictures

Cognitive learning theory postulates that textssented with pictures and or
illustrations will be easier and more motivatingr freaders. Students are more
motivated to sustain their engagement in readingnwthey find interesting and
appropriate texts readily made available (Gambwilson, and Gantt, 1981). If the
students, however, find texts difficult or unintgieg, they become bored and stop

reading. Selection of texts that are compatibldnwhie students’ interest and reading
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ability level is, therefore, one priority a readiteacher/researcher needs to consider.
Dickson, Simmons, and Kameenui (1995) suggestetl shadents’ background
knowledge, degrees of interest, skills, and ddiigies can affect students’ learning.
To be precise, motivation and learning achieveraemiinked (Flippo, 1998; Marrow
and Gambrell, 1998). In this regard, that the pgdints found TSRS practice texts
interesting and motivational to their learning soiptp research in educational and
cognitive psychology which has revealed that leagniwill be easier when
information is coded by using both visual and verbades (Mastropieri and Scruggs,
1997; Mayer, Bove, Bryman, Mars, and Tapango, 1988stropieri and Scruggs
(1997) suggested that visual spatial organizatimvides additional visual codes for
the organization and presentation of informationhichh results in reading
comprehension.

Some participants, however, were not satisfied veisisting pictures and
illustrations provided in the TSRS lessons and @ges. They wished more cartoon
animations had been added in order to make therlesand exercises in the program
even more interesting, as seen in the followingrinew quotation:

“It would be better to add more cartoon animatidhaill be more interesting.
| think it should be used by children, somethikg lihat”.

This opens room for further research about thengxtewhich animations and
illustrations should be used in a Web-based CALagprm in order to make it most

effective as a teaching tool for EFL learners.

Finally, the types of questions in TSRS lessons anadtice exercises could
have played an important role in making the proghaghly interactive, hence being

interesting to the participants. Generally speakan@/eb-based learning that presents
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information without interaction with the learnerncat be successful (Alessi and
Trollip, 2004). In theory, questions serve the j@sgs of keeping the learners
attentive to the program, providing practice, emage deeper processing, and assess
how well the learner remembers and understandsnmafiton (Wager and Wager,
1985).

The questions in TSRS lessons were of alternapmnse and constructed-
response types. The former included multiple-choitteie/false, and matching
formats. The latter was a short-answer formath&léssons, both types of questions
were used to their optimum. That means, while ieginthe participants had to
answer multiple-choice, true/false, matching, ahdrisanswer questions. Only the
alternate-response question type was used in tleST@actice exercises because
they were meant to test the participants’ comprsioenof the strategy they had
learned from the lessons. These types of questizade the participants become
active learners and consequently attentive to thearning, as revealed in the
following interview quotation from one participant:

“How to say.... You know | have practiced doing theereises and many
more. There are true/false questions, multiple-@oand matching. Some questions
also require a short answer, which | have to typerd, or a phrase to answer them.
This is interesting. | am not bored because | donly have to select a, b, c, or d.”

The findings in the present study clearly indicatieat EFL learners' opinions
affect their learning process significantly. In ethplaces, studies (Kang Mi Lim,
2000; Singhal, 2001; Theodorou, 2006) also fourat Htudents taught via a Web-
based CALL program had positive attitudes or opisitowards learning in such an

environment. Studies investigating the attitudesimdiergraduate and graduate EFL
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students towards Internet-based learning (AydirQ72®late, Manuel and Brinson,
2002; Usun, 2003) also found that generally thedestts had positive attitudes

towards Internet-based English learning and tegchin

6.3 Conclusion

6.3.1 Contributions of the Present Study

The present study has made some interesting cotitmts to the area of
computer assisted language learning (CALL) and E#dding strategy instruction.
These contributions are categorized as follows:

Firstly, as stated earlier in Chapter 1, scantare$eon the effects of teaching
text structure reading strategy through the Intehves been carried out with Thai
university EFL students. Most research on textcstme reading strategy instruction
was conducted in an ESL/EFL context that did nké tahai university EFL students
into account in terms of their English proficienapd learning styles. The main
contribution of the present study has been formedusively on the use of L1 in
support of L2 reading for teaching expository tstxticture reading strategy. Previous
studies in this area have rarely distinguished ensity EFL students with medium
English proficiency from the ones with high and I&wglish proficiency.

Secondly, the major findings in the present studiycated that Thai university
EFL students with medium English proficiency whokied self-monitoring did not
derive much benefit from learning with the TSRS CAbrogram for one possible
reason; that is, text structure knowledge gainechflearning with the program could
have only added to their reading strategy repositand that the program was

effective in developing English reading comprehensof Thai university EFL
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students with low English proficiency who derivdte tmost benefit from learning
with the program.

Finally, it was found that the participants hadyvpositive opinions towards
the program and its usefulness. The features iIT8RS CALL program that made
the participants enjoy learning with it includedper design in terms of explicit
instruction of individual text structures and appiate text selection. Sufficient
learning time, various types of interactive questiand L1-assisted feedback also
accounted for the participants’ very positive opits towards the program and its
usefulness. That the participants had very posapieions towards the TSRS CALL
program and its usefulness indicates that Web-b@gdd. programs are effective for

teaching the text structure reading strategy inrdime context.

6.4 Limitations of the Study

The present study has been valid and valuable atindewith the research
guestions regarding the effects of a CALL program teaching the text structure
reading strategy to Thai university EFL studentswiver, in conducting this study,
certain limitations have appeared, and the fietitspiossible future research should

take these limitations into consideration:

Firstly, the participants in the present study wanited to those EFL students
with medium and low English proficiency who enrdllen a Foundation English IlI
course during the summer semester of 2009 at aersity in the Northeast of
Thailand. Therefore, the findings may not be apfiie to the students with medium
and low English proficiency who belong to other ridation English courses

elsewhere.
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Secondly, in measuring the variables associatetl Wieé students' reading
comprehension and opinions towards the TSRS progaadch its usefulness, the
researcher was limited in determining if factord neeasured would have higher
levels of significance than those that are measured

Thirdly, developing Web-based instruction is tinesuming. Therefore, the
practice section in the program covers only theg@sitory text structures: sequence,
compare/contrast, and cause/effect.

Finally, there was only immediate post-test of dag¢a collected in the study.
The post-test did not take place very long aftertthining with the program. Without
a delayed post-test (e.g. one week later) them® iway of knowing whether the use
of the text structure reading strategy based oruesemg, compare/contrast, and

cause/effect structures will be retained.

6.5 Implications and Recommendations

6.5.1 Pedagogical Implications

Comprehension of expository text is difficult forogh EFL students especially
those with medium and low proficiency levels. It as critical factor that becomes
increasingly more important as students progressigh university and take their places in
the occupational world. Reading strategies for cehlgnding expository text, especially
the text structure reading strategy, need to beduated early so that a strong foundation is
established to better ensure academic achievemeérguacess for students of all abilities.
Based on the results found in the present studyfalfowings are the implications for

reading instruction in the Thai university EFL iseft
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Firstly, Thai university EFL teachers who teach IEhgreading comprehension
should teach text structure reading strategy tolests with either medium or low
proficiency. In so doing, they may develop softwa@ising more on the low proficiency
students than on the medium ones. The instrucfidineostrategy should start with a well
and clearly structured text, ranging from sequemoepare/contrast, and cause/effect
respectively. The developed software should be dddaewith L1-assisted features that

would be especially beneficial for the students.

Secondly, at a university level, more Web-based ICAtograms for teaching text
structure reading strategy and expository texttires should be developed and integrated
to every regular Foundation English course. In ldgiag such programs, authentic texts
from various sources such as online newspapersnaghzines should be used. The
findings from this study showed that the studakeslireading authentic texts, although, to
some of them, it was somewhat difficult becauséhefvocabulary used in the texts. To
avoid this discouraging factor, readability levéltext should be carefully calculated in

order to make sure that the text is appropriatdhéstudents’ proficiency level.

Thirdly, in teaching the text structure readingatstgy via the Internet, explicit
instruction should be used. In doing so, the ioBbom should start from a sentence,
paragraph, and finally whole-text level, with clemnd enough examples of the text
structure being taught individually at a time. Giiap and pictures and cartoon animations
should be added to the material to make it moerasting. Informative feedback in L1
should be provided to ensure the students’ learmisgecially when they are those EFL

readers with medium and low English proficiency.

Lastly, since text structure reading strategy isebeial for helping EFL students

with low proficiency to develop their reading comipension, it would be even more
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beneficial if more or even all the structures oflish expository text can be explicitly
taught, for example the problem/solution and dgson structures.

6.5.2 Recommendationsfor FutureResearch

There is still a dearth of research on a Web-b@gdd_ program for text structure
reading strategy instruction. The following recomuategions for further research in this
area are, therefore, provided.

Firstly, the present study investigated the effeft8Veb-based instruction of text
structure reading strategy focusing on three ebg@gsitext structures — sequence,
compare/contrast, and cause/effect. Future resedttis type should include all the five
structures of expository text — sequence, compuanteast, cause/effect, description, and
problem/solution — in its investigation.

Secondly, immediately after the end of the treatyriba participants in the present
study were tested on their reading comprehensiatetermine the effects of the TSRS
CALL program. It would be more interesting to kndwow long text structure reading
strategy knowledge derived from a Web-based CALdgm@am retains. Future research
should, therefore, use a delayed post-test (eg.veeek or even one moth after the
treatment) to investigate the retention of the Kadge EFL students gain from learning
with a Web-based CALL program.

Finally, other Internet functions such as chat,ad;rand VDO links were not used
in the present study. Future research on the effédext structure reading strategy should
include these functions in a Web-based CALL progeauth investigate to what extent the

inclusion of these Internet functions affects stitsleeading comprehension.
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APPENDIX A

I nvitation Letter and Consent Form

I nvitation Letter

Dear participant:

| am seeking your participation in a researchstitted “Enhancing English
Reading Comprehension through a Text Structure Reading Strategy (TSRS)
CALL Program”. The research is part of my doctoral study ataBaree University
of Technology, Nakhon Ratchasima. The results isfrgsearch will be beneficial for
EFL instruction in Thailand.

Participation in this research is voluntary. Yoefusal to participate will not,
in any means, affect your grades. Your answersheilkept completely confidential.
Nobody except the researcher will know your answére identification number
used in the questionnaire will be removed to ensamenymity and will not be
associated in any way with reported results.

If you agree to participate in this research, gdeput a/ before Yes or No. If

you agree to participate, please also completatiaehed questionnaire, which will
take approximately 20 minutes.

I Yes, | agree to participate in the study.
[J No, | do not agree to participate in the study.

Student's name Date
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Consent to Participate in Research

Purpose of the study

You are asked to participate in a research study conducted by Mr. Dentisak
Dorkchandra from the School of English a Suranaree University of Technology,
Nakon Ratchasima. This study is designed to teach text structure reading strategy on
the web in order to help Tha university EFL students better comprehend English

expository texts.

Procedures
If you volunteer to participate in this study, the researcher would ask you to do
the following things:
1. Learn with the TSRS program, a Web-based CALL program 8 days, two
hours a day, two days a week in the computer room of the campus.
2. Complete a questionnaire about your opinions towards the learning with
the program.
3. Take part in an audio-recorded interview.

Potential benefitsto the subjects
As aresult of this study, you will have the opportunity to learn and practice
text structure reading strategy which will be of great use to your English reading

ability improvement and, in long term, to your study.

Confidentiality
Any information that is obtained in connection with this study and that can be
identified with you will remain confidential and will be disclosed only as specified

above, with your permission.

Participation and withdrawal
Participating in this study is completely voluntary. If you volunteer to be in this

study, you may withdraw at any time without consequences of any kind.
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| dentification of the investigator

If you have any questions or concerns about the research, please feel free to
contact the principal investigator, Mr. Dentisak Dorkchandra 085-7728905, and via
dentissk@gmail.com. | am located now at Kasetsart University Chalermphrakiat

Saknonnakon Province Campus

Rights of resear ch subjects

You may withdraw your consent at any time and discontinue participation
without penalty. You are not waiving any legal claims, rights or remedies because of
your participation in this research study. If you have any questions regarding your
rights as a research subject, contact the staff of the School of English, Institute of
Social Technology, Suranaree University of Technology, Nakon Ratchasima. The
telephone number is 044-224207-9.

Signature of research subject

| agree to participate in this study. | have been given a copy of thisform.

Name of Subject

Signature of Subject or Legal Representative Date
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Invitation Letter (Thai)

Bau Haannmu

d o v o

4 i1
g])’JEJGfJ)”IWH’]}”I WIYAUAANA ADNIUNT ﬂ”Ia\Wl”I'Ji]EJL%i@\‘] "ﬂ15lﬁ§11ﬂ’3”llll“’ls]}"l‘1§]1ufﬂﬁﬂﬁ!
@ a Jd a 1 Y
mmamqyﬁ’wTﬂmﬂmﬂamwammmaﬁauﬂaﬁmsmuimm%’nmaqmmﬂ (Enhancing
English reading comprehension through a text structure reading strategy (TSRS) CALL
e A 1 = = Y a A a @ = ~
program)” fﬂi”ﬁ]ﬂulﬂuﬁ'f]u‘ﬁuxﬁlﬂﬂﬂ”ﬁﬂﬂ‘]ﬂ1§$ﬂﬂﬂ§ﬂluiy,1l@ﬂVI?JW"I'JV]EﬂﬂEJW]ﬂTHTﬁElqi‘lﬂi
% @ = Ao & 3 LN @ =~ @
WHIAUATINIYTAU Wfﬁ]"lﬂfﬂi”ﬁ]EJL!“'[]%L']JL!TJ?%TEJ%‘L!G]@ﬂ”liilﬂﬂTiLifJUﬂ”liﬁ@Llﬂ”l‘]&l”l@ﬂﬂi]ielii!
gzmanlszmalulsznalne

Y 1
s lumsiseiiduldawanuaiasle ddaaunsodfiasiezacn Tavey

1 ~ a Y a an 9 Ay ¥ A g @ ya o [~
VIJJ1|WaGlufnﬁLiElu'J“BWﬂ’l‘HTfNﬂi]‘]sJﬂ’liJ‘]Jﬂ@]GU@\‘]uﬁﬂ Yayadn lavzdolunnuay m%&lﬁ]mﬂu

U

o v 1

diaeansuwanisaeunuude Uy diusHdavsziidrveaniuaziiuldiie

9
a

= = =2 ' 09}1 @ 09}/ 1 o = Y @
UszneumsilSeumeunamsany w1y T‘iaQﬁ]1ﬂuu%$gﬂﬁﬂ°ﬂ\‘lllﬁ$‘ﬂ$hlllu1ul‘lJLﬂEJ'JGU’ENﬂ'U
a <Y [ 1 dy
N1AATIEVVBYAAINATIU

4 ]

Y aa A 1 A av A o A Y o 1 =)
MHudaanasngswle lun13Ivedl T']Jiﬂ‘ﬂ”llﬂiﬂﬂﬁm18§]ﬂ M ¥H1A1719N A8 13D
Y o 1 1 Y 19 Y awv 2 A ya o o o 4
NUININ llllﬁﬂﬂ\i E]”Illllﬁ@\iﬂﬁlslﬂifmﬂ"li’ﬁ]ﬂ U WDABUANAY HIVYIETNINITAUN YU

A 9 1 Y an 9 Y @ 9 o o3| o w '
LwammmagamummmuﬁﬁiumummgmafmuTmaaﬁwmmum L']Ji!ﬂ”lﬂﬂ@]i’]]lﬂ

O anaddnsunsitg

O lianaudsaumsing

€

=).

A
NI U




210

Consent to Participate in Research (Thai)
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APPENDIX B

TSRS Questionnaire (Onlinein Thai)

fnwiinraunsFaualaildsinsuy TSRS

O Wiudraad1eis
O Wu6ne

O Tluuula

O laidiudan

O Liwiudnnaiiaie

I BauATTERAAIEATAULLLLGENgINAN T

O Wiudraad1eie
O Windoe

O Tamiila

O Laifiudan

O Lidiudinanieis

sUuvuasinEuaunGautulldsunsy TSRS Janutnunzau

O Wiudraad1eis
O Wiudne

O Tuuila

O Liiudan

O Liiudnoanneis

n1sisaudraildsunsy TSRS tdusasiitn

O Wiudnadieia
O Wud

O luuula

O laiwiudan

O Liwiudroaniafe

tlavwasunSauuayuuuiainlulswnsy TSRS 1ldantAulal

O Wiudnadiaia
O Wudan

O Tiwila

O laiwiudan

O Liwiudioaniabe

nsFgudailsunsy TSRS vinlhdnniinganigarunimdenae tvirintaunniu

O Wiudhnadiala
O Wudan

O Tiwiila

O Liviudin

O Liwiudioaniabe
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AsFaudlaidsunsy TSRS vinlidwianadrs1ann signal words Aauaiuunanu
AMBIAINARLAUD

O Wiudnnag1ais
O Wiudne

O Tuuula

O laiwiudan

O siiudrnadgeie

A1siFaudlailsunsuy TSRS vinlwnlaauaiAuzadisas (main idea) 1édnadiu

O Wiudraadiabs
O Wiudn

O Tawila

O laifiudan

O Lifudinadneis

9  asiFauaraTlsuasy TSRS vinlauisasiusvlsyiduandaudiey (organize key

10

11

12

13

ideas) luunaruléisiiiu

O Wiudinad9is
O Windin

O Muuala

O Lsiviudan

O Lidiudnnagieis

T:JSLLr]su TSRS ﬁw’lﬁ‘ﬂwwrii'néiaamsﬂnna‘i‘ﬁ'msmumums’lﬁ‘lasaa%nwaaum
gruLfdLBNA AL a9A U

O Wiudnadieie
O Winég

O Tuuula

O Laiviudan

O Lidiudnagieis

Tidsunsuy TSRS vintvdinwiiraulaagdnwwarflnaaignisaruduguiiuciiy

O Wudnaadiebe
O Wudnn

O lawila

O laiiuéng

O Lidiudrnadiefe

. . S, . _ - = P = =
inanazlinalianisaiualanisliilasadivaasunaiu ﬂllﬂ'i‘iEl111_')'111914"]1-1Lﬁ1l_ﬂ'|13}’1Eli'lﬂﬂt-}’i-'_lﬂ')'ﬁ'i

O Wiudinadiois
O Wudan

O lawiila

O laiviudnn

O lidiudnadiefe

A1sFaudaidsunsy TSRS fidsylanisanisaiunmiavnaedugy

O Wiudiaadais
O Wiudan

O Muaila

O laviudan

O Laifiudnnaneia
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14  dwddanusulanmisaiundenaeuinuiniuaavaedaudiailsunsy TSRS

O Wiudinadieis
O wiudan

O Muwaila

O laviuéng

O Lifiudnagieia

15 | anuAaiuuariaiauanusiug

Trebuchet (8 pt) vllang v |B 7 U8 % ¥ @ 0w

. ekl 7 | [T LT =0ed )

Path:

Submit questionnaire




APPENDIX C

Semi-Structured Interview Guideson the TSRS CALL program and

8.

0.

|ts Usefulness

What do you think about the TSRS CALL program?

What do you think about the lessons and practice exercises in the TSRS CALL
program?

Please describe the usefulness of the TSRS CALL program.

Please tell about your opinion about the design and interface of the TSRS CALL
program.

Do you like learning with the TSRS CALL program or how do you feel about it?
As indicated in the questionnaire, the TSRS CALL program is new. How is it
new? Please describe.

Please tell about the contents or the materia? Are they difficult or easy?

How did the feedback help you in learning?

What do you want to suggest about the TSRS CALL program?

10. What would you suggest about improving the TSRS CALL program?



APPENDIX D

Evaluation of the Efficiency of the TSRS CALL Program

Thelndividual Tryout for Effectiveness of the TSRS CALL Program

(3 students)

Lessons/ Student Number

x|

L esson 1 Exercise score (10 points)

E1- 66.66

Lesson 1 Sdf-test score

E2=70.00

Lesson 2 Text 1 Mainidea
Lesson 2 Text 1 Comprehension
Lesson 2 Text 2 Manidea
Lesson 2 Text 2 Comprehension

L esson 2 Exer cise scor e (40 points)

25 26 | 2533

E1=63.32

L esson 2 Self-test score (10 points)

7.33

E2=7333

Lesson 3 Text 1 Mainidea
Lesson 3 Text 1 Comprehension
Lesson 3 Text 2 Manidea
Lesson 3 Text 2 Comprehension

L esson 3 Exer cise score (40 points)

2 29| 28

E1=70.00

L esson 3 Sdf-test score (10 points)

6.33

E2=63.33

Lesson4 Text 1 Mainidea

Lesson 4 Text 1 Comprehension
Lesson4 Text 2 Manidea

Lesson 4 Text 2 Comprehension
Lesson 4 Exercise score (40 points)
Lesson 4 Sdf-test score (10 points)

26
8

E1=65.00
E2=80.00

Elfor 4lesson exercises=66.15

E2for 4 df-tests =71.66
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The Small-Group Tryout for Effectivenessof the TSRSCALL Program

(6 students)
L essons/ Student Number 1 2 3 4 5 6| X
L esson 1 Exercisescore (10 points) 7 6 7 8 8 10| 766 [E1=76.67
L esson 1 Sdf-test score 8 6 7 9 10 9| 816 E2=816
Lesson 2 Text 1 Mainidea 6 6 8 7 9 8
Lesson 2 Text 1 Comprehension 6 6 7 8 8 9
Lesson 2 Text 2 Mainidea 7 6 8 8 9 7
Lesson 2 Text 2 Comprehension 6 5 7 6 8 7
L esson 2 Exer cise scor e (40 points) 25 23 30 29 34 31| 28.66 E1=71.65
L esson 2 Sdf-test score (10 points) 7 6 7 8 9 8| 75 [E2=75.00
Lesson 3 Text 1 Manidea 6 '7 8 9 8
Lesson 3 Text 1 Comprehension 7 7 8 7 7 8
Lesson 3 Text 2 Mainidea 6 6 7 7 9 8
Lesson 3 Text 2 Comprehension 6 7 8 8 8 9
L esson 3 Exer cise score (40 points) 25 25 30 30 33 33| 29.33 E1=73.32
L esson 3 Sdf-test score (10 points) 6 5 7 8 9 10| 75 |[E2=75.00
Lesson4 Text 1 Mainidea 6 '6 8 8 9
Lesson 4 Text 1 Comprehension 5 6 8 7 9 10
Lesson4 Text 2 Manidea 7 5 8 8 10 8
Lesson 4 Text 2 Comprehension 6 7 8 9 9 7
L esson 4 Exer cise score (40 points) 24 23 30 32 36 34| 29.83 E1=74.57
L esson 4 Sdf-test score (10 points) 6 7 8 9 9 9 8 |E2=80.00

E1for 4 lesson exercises = 74.05

E2 for 4 sdf-tests=77.90
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TheField Tryout for Effectivenessof the TSRS CALL Program

(30 students)

L essons/ Student Number 1234567 8 91011121314151617

Lesson 1 exercisescore(10points) 7 77 886 77869889888

L esson 1 Self-test score 8679108997 89109 9109 10
Lesson 2 Text 1 Mainidea 6687 9788799101089 99

Lesson2 Text 1 Comprehenson 6 6 7 8 8 87 7 7 89108 8 9 9 9
Lesson 2 Text 2 Mainidea 7688776889199 9878

Lesson2 Text 2 Comprehenson 6 57 6 8 77 8 8 9 9 9 8109 9 10

L esson 2 Exercisescore (40 points) 25 2330 29 32 29 28 31 30 35 37 38 35 35 35 34 36

L esson 2 Self-test score(10points) 7 6 7 8 78 8 77 8 7 8 8 8 91010

Lesson 3 Text 1 Mainidea 657897788799 9810109
Lesson3Text 1 Comprenenson 7 78 7 76 6 78 8 9 8 8 9109 9
Lesson 3 Text 2 Mainidea 6677 9778876788987

Lesson3Text2Comprenenson 6 78 8 86 6 78 87 6 9 98 7 8

Lesson 3Exercisescore (40 points) 25 2530 30 33 26 26 30 32 30 31 30 34 34 37 34 33

L esson 3 Sdf-test score (10 points) 6 5789887869988 91010

Lesson 4 Text 1 Mainidea 778778978898 778909
Lesson4 Text 1 Comprenenson 7 8 6 8 778 77 6889899 7
Lesson 4 Text 2 Mainidea 6 67788766899788097

Lesson4 Text2Comprenenson 7 76 8 86 6 889887 8998

L esson 4 Exercisescore (40 points) 27 2827 30 30 2930 28 29 31 34 33 30 31 34 36 31

Lesson 4 Sef-test score(10points) 8 8 7 78 776 87 988879 8




TheField Tryout for Effectivenessof the TSRS CALL Program

(30 students) (Continued)
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L essons/ Student Number 18 19 20 21 22 23 24 25 26 27 28 29 30| X
Lesson 1 Exercisescore(10points) 9 9 7 8 8 9 7 8 9 1010 9 10|8.06|E1= 80.66
L esson 1 Self-test score 9 9889 9109 8 9109 9|876|E2=87.66
Lesson 2 Text 1 Main idea 7109 9109 8 8 8 9 9 10 8
Lesson 2 Text 1 Comprehension 8 9 1010 9 9 9 10 910 9 9 9
Lesson 2 Text 2 Main idea 8 9108 8 9 9 9 8109 8 10
Lesson 2 Text 2 Comprehension 8 8 9 8 8 9 1010 9 8 8 9 10
L esson 2 Exer cise score (40 points) 31 36 38 35 35 36 36 37 34 37 35 36 37/33.50 E1= 83.75
L esson 2 Self-test score (10 points) 8 9 9 7 1010 9 9 9 8 7 9 9|8.20|E2=82.00
Lesson 3 Text 1 Main idea 9888989799 7108
Lesson 3 Text 1 Comprehension 8 7 8 9108 7 9 9 10 8 9 10
Lesson 3 Text 2 Main idea 9 98897 98891899
Lesson 3 Text 2 Comprehension 9 8 910 9 9 9 8 1010 9 9 9
L esson 3 Exer cise scor e (40 points) 35 32 33 35 37 32 34 32 36 38 32 37 36/32.30 E1=80.75
L esson 3 Self-test score (10 points) 9 9 9 8 9 8 10 9 10 10 9 10 10|8.50| E2=85.00
Lesson 4 Text 1 Main idea 8 988109 9 9 8108 910
Lesson4 Text 1 Comprehension 7 8 8 910 8 8 1010 8 8 9 8
Lesson 4 Text 2 Main idea 897 779987891010
Lesson4 Text2Comprehenson 8 8 6 8 8 9 8 8 8 1010 9 9
L esson 4 Exer cise scor e (40 points) 31 34 29 32 35 35 34 35 33 36 35 37 37(32.03 E1=80.07
L esson 4 Self-test score (10 points) 10 8 8 9 1010 9 9 8 9 8 9 10/8.23| E2=82.33

E1l for 4 lesson exercises= 81.30
= 84.24

E2 for 4 sdf-tests



APPENDIX E

Pre- and Post-Test Scores of the Two Groups

Experimental Group

Control Group

No. pre-test post-test pre-test post-test
1 15 19 10 8
2 17 20 8 7
3 12 16 10 9
4 13 15 8 8
5 11 16 9 10
6 14 18 8 10
7 14 19 8
8 16 19 9 8
9 17 15 8 12
10 11 16 10 9
11 12 16 11
12 12 19 7
13 14 18
14 15 13 10 12
15 18 13 6
16 16 19 11
17 13 17 9
18 14 16 10 10
19 10 13 8

20 9 12 10

21 10 13 8

22 9 13 12 11

23 8 14 8 10
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Experimental Group Control Group
No. pre-test post-test pre-test post-test
24 10 13 18 14
25 8 10 9 12
26 9 13 8 9
27 8 12 8 7
28 10 16 12 17
29 9 12 12 16
30 9 14 14 15
31 9 13 15 16
32 7 9 18 19
33 10 14 11 18
34 8 12 12 13
35 8 10 17 18
36 9 9 15 17
37 8 13 18 19
38 9 16 13
39 9 9 14 16
40 10 12 12 16
41 8 11 15 15
42 8 10 14 14
43 15 13
44 18 18
Tota 446 590 496 524
Mean 11.09 14.04 11.27 11.90

S.D. 3.04 3.17 3.39 3.84




APPENDIX F

PRE-TEST AND POST-TEST

PRE-TEST

Part 1

You are going to read a newspaper article about a musical family. For questions 1-8, choose the
answer (A, B, C or D) which you think fits best according to the text.

Mark your answers on the separate answer sheet.

line 17

Meet the Amazing Watkins Family

The sons are composers and prize-winning musicians, while Dad makes the instruments.
Matthew Rye reporis.

Whole families of musicians are not exactly
rare. However, it is unusual to come across one
that includes not only writers and performers
of music, but also an instrument maker.

When South Wales schoolteachers John
and Hetty Watkins needed to get their ten-year-
old son, Paul, a cello to suit his blossoming
talents, they baulked at the costs involved. ‘We
had alook at various dealers and it was obvious
it was going to be very expensive,” John says.
‘So | wondered if [ could actually make one. |
discovered that the Welsh School of Instrument
Making was not far from where I lived, and I
went along for evening classes once a week for
about three years.’

‘After probably three or four goes with
violins and violas, he had a crack at his first
cello,’ Paul, now 28, adds. ‘It turned out really
well. He made me another one a bit later, when
he'd got the hang of it. And that’s the one I used
right up until a few months ago.’ John has since
retired as a teacher to work as a full-time
craftsman, and makes up to a dozen violins a
year — selling one to the esteemed American
player Jaime Laredo was ‘the icing on the cake’.

Both Paul and his younger brother, Huw,
were encouraged to play music from an early
age. The piano came first: ‘As soon as [ was big
enough to climb up and bang the keys, that’s
what 1did,” Paul remembers. But it wasn’t long
before the cello beckoned. ‘My folks were
really quite keen for me to take up the violin,
because Dad, who played the viola, used to
play chamber music with his mates and they
needed another violin to make up a string trio.
I learned it for about six weeks but didn't take
to it. But I really took to the character who
played the cello in Dad’s group. I thought he
was a very cool guy when | was six or seven. So
he said he’d give me some lessons, and that
really started it all off. Later, they suggested

that my brother play the violin too, but he
would have none of it.’

‘My parents were both supportive and
relaxed,” Huw says. ‘I don’t think I would have
responded very well to being pushed. And,
rather than feeling threatened by Paul's
success, | found that | had something to aspire
to." Now 22, he is beginning to make his own
mark as a pianist and composer.

Meanwhile, John Watkins’ cello has done his
elder son proud. With it, Paul won the string
final of the BBC Young Musician of the Year
competition. Then, at the remarkably youthful
age of 20, he was appointed principal cellist of
the BBC Symphony Orchestra, a position he
held, still playing his father’s instrument, until
last year. Now, however, he has acquired a
Francesco Rugeri cello, on loan from the Royal
Academy of Music. ‘Dad’s not said anything
about me moving on, though recently he had
the chance to run a bow across the strings of
each in turn and had to admit that my new one
is quite nice! [ think the only thing Dad’s doesn’t
have — and may acquire after about 50-100
years — is the power to project right to the back
of large concert halls. It will get richer with age,
like my Rugeri, which is already 304 years old.’

Soon he will be seen on television playing the
Rugeri as the soloist in Elgar’s Cello Concerto,
which forms the heart of the second programme
in the new series, Masterworks. ‘The well-known
performance history doesn’t affect the way I play
the work,’ he says. ‘I'm always going to do it my
way.’ But Paul won't be able to watch himself on
television — the same night he is playing at the
Cheltenham Festival. Nor will Huw, whose String
Quartet is receiving its London premiere at the
Wigmore Hall the same evening. John and Hetty
will have to be diplomatic — and energetic - if
they are to keep track of all their sons’ musical
activities over the coming weeks.



Why did John Watkins decide to make a cello?

A He wanted to encourage his son Paul to take up the instrument.
B He was keen to do a course at the nearby school.

C He felt that dealers were giving him false information.

D He wanted to avoid having to pay for one.

What is meant by ‘crack’ in line 177

A attempt
B plan

C shock
D period

What do we learn in the third paragraph about the instruments John has made?

A He considers the one used by Jaime Laredo to be the best.

B He is particularly pleased about what happened to one of them.
C His violins have turned out to be better than his cellos.

D It took him longer to learn how to make cellos than violins.

Paul first became interested in playing the cello because

A he admired someone his father played music with.
B he wanted to play in his father's group.

C he was not very good at playing the piano.

D he did not want to do what his parents wanted.

What do we learn about Huw’s musical development?

A His parents’ attitude has played little part in it.
B It was slow because he lacked determination.
C His brother's achievements gave him an aim.
D He wanted it to be different from his brother’s.

What does Paul say about the Rugeri cello?

A His father's reaction to it worried him.

B The cello his father made may become as good as it.
C It has qualities that he had not expected.

D He was not keen to tell his father that he was using it.

What does Paul say about his performance of Elgar's Cello Concerto?

A ltis less traditional than other performances he has given.
B Some viewers are likely to have a low opinion of it.

C He considers it to be one of his best performances.

D Itis typical of his approach to everything he plays.

What will require some effort from John and Hetty Watkins?

preventing their sons from taking on too much work
being aware of everything their sons are involved in
reminding their sons what they have arranged to do
advising their sons on what they should do next

oOmw>»
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Part 2

You are going to read an article about a bird called the kingfisher. Seven sentences have been
removed from the article. Choose from the sentences A—H the one which fits each gap (9-15).
There is one extra sentence which you do not need to use.

Mark your answers on the separate answer sheet.

The kingfisher

Wildlife photographer Charlie James is an expert
on the kingfisher: a beautiful blue-green bird that lives
near streams and rivers, feeding on fish.

Old trees overhang the stream, half shading
shallow water. Soft greens, mud browns and
the many different yellows of sunlight are the
main colours, as soft as the sounds of water in
the breeze. The bird cuts like a laser through
the scene, straight and fast, a slice of light and
motion so striking you almost feel it. It has
gone in a split second, but a trace of the image
lingers, its power out of proportion to its size.

Charlie James fell in love with kingfishers at an
early age. After all, it is the stuff
of legend. Greek myth makes the kingfisher a
moon goddess who turned into a bird. Another
tale tells how the kingfisher flew so high that its
upper body took on the blue of the sky, while
its underparts were scorched by the sun.

For despite the many different
blues that appear in their coats, kingfishers
have no blue pigment at all in their feathers.
Rather, the structure of their upper feathers
scatters light and strongly reflects blue.

[0 ] ] Its small wonder that some

wildlife photographers get so enthusiastic
about them. Couple the colours with the fact
that kingfishers, though shy of direct human
approach, can be easy to watch from a hideout,
and you have a recipe for a lifelong passion.

Charlie James’s first hideout was an old blanket
which he put over his head while he waited
near a kingfisher’s favourite spot. [ 12 | |
But it took another four years, he reckons,
before he got his first decent picture. In the
meantime, the European kingfisher had begun
to dominate his life. He spent all the time he
could by a kingfisher-rich woodland stream.

The trouble was, school cut the time available
to be with the birds. So he missed lessons,
becoming what he describes as an ‘academic

failure’. [387] ]

At 16, he was hired as an advisor for a nature
magazine. Work as an assistant to the editor
followed, then a gradual move to life as a
freelance wildlife film cameraman. What he'd
really like to do now is make the ultimate
kingfisher film. | 14 | | *‘I'm attracted to
the simple approach. I like to photograph parts
of kingfisher wings ...

The sentence trails off to nothing. He's
thinking of those colours of the bird he’s spent
more than half his life getting close to, yet
which still excites interest. But,
as Charlie knows, there's so much more to his
relationship with the kingfisher than his work
can ever show.
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This is why a kingfisher may appear to
change from bright blue to rich emerald
green with only a slight change in the
angle at which light falls on it.

But his interest in this, the world’s most
widespread kingfisher and the only
member of its cosmopolitan family to
breed in Europe, was getting noticed.

A sure sign of his depth of feeling for
this little bird is his inability to identify
just what it is that draws him to it.

The movement sends a highly visible
signal to rivals, both males and females,
as it defends its stretch of water against
neighbours.

The bird came back within minutes and
sat only a metre away.

The photographs succeed in
communicating something of his
feelings.

‘No speech, just beautiful images which
say it all,” he says.

There is some scientific truth in that
story.
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You are going to read a magazine article in which various people talk about their jobs. For questions

16-30, choose from the people (A-D). The people may be chosen more than once.

Mark your answers on the separate answer sheet.

Which person says their job involves

large amounts of paperwork?

training high-level staff in their area of work?

taking measures to protect public safety?

accepting certain financial limitations?

encouraging visitor participation?

listening to disagreements?

doing considerable background research?

introducing problems that require solutions?

balancing supply and demand?

producing advertising literature?

organising trips designed to increase people’s awareness?

constant updating of their own materials?

corresponding with the public?

working in an area that has personal meaning for them?

working with a team of colleagues?

16

17

18

19

20

21

22

23

24

25

26

27

28

29

30




227

My line of work

Four people talk about their jobs.

I'm responsible for putting temporary
exhibitions together. This includes planning
and designing the exhibition and promoting
it. | have to read up about the subject of the
exhibition beforehand and then talk to
important people in the area so that | can
establish the main themes and aims of the
exhibition, and plan what objects and pictures
should be displayed. | have to make sure the
public can understand the thinking behind
the exhibition, which means planning
interactive displays, workshops and theatre. |
also have to bring in engineers and
electricians to make sure the final display is
not dangerous to visitors. Before the
exhibition opens, | help design and write the
brochures and leaflets that we’ll use to tell
people about it.

B | .\:lénet ~ Tea

The first thing | do when | get here at

7.30 a.m. is check the accounts. Then | see
what new maps and documents need to be
produced in order to learn the ‘runs’ or routes
necessary to pass the London taxi-driver test.
By midday, about 50 students are in school,
working out how to make the journeys. They
work out the most direct route, using the
correct one-way streets, and right- and left-
hand turns. | get involved when there’s a
difference of opinion - like whether you can
do aright turn at a particular junction. When
they're close to the test, I'll give them a simple
route and no matter what way they say they'll
go, I'll tell them they have to use another
route because the road is closed. The next
student will have to find a third route and
again I'll come up with a reason why they

can't go that way. It's just to make them think.

I live by the coast and work from home. This
involves responding to telephone enquiries,
producing educational resources and setting
up training courses. Occasionally, | go into our
main office but generally | am on the coast. |
also work with schools and study centres and
run courses for coastal managers and those
involved in making decisions about the fate of
the seas. | do things like take them out to sea
in a boat in an attempt to make them think
more about the life underneath them. This
often changes their views as it's very different
from making decisions using a computer
screen. | am extremely lucky because
conservation is my hobby, so the job has many
highs for me. The downside of the job is that |
work for a charity, so there is a constant need
for more money. This means I'm always
looking for more resources and I'm not able to
achieve everything | want.

My work is pretty varied. | have to make sure
that the publishing programme matches
market requirements, and ensure that we
keep stocks of 300 or so of the books that we
publish. We have very high standards of
information and content. We receive many
letters from readers on issues such as the
representation of international boundaries
and these in particular require a careful
response. | discuss future projects and current
sales with co-publishers. | work as part of an
enthusiastic group which makes the job that
much more enjoyable. The negative side, as
with many jobs, is that there is far too much
administration to deal with, which leaves less
time to work on the more interesting tasks
such as product development and design.




POST-TEST

Part 1
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You are going to read an extract from a short story. For questions 1-8, choose the answer (A, B
C or D) which you think fits best according to the text.

Mark your answers on the separate answer sheet.

line 5

line 31

Finding a good flat in Dublin at a price you could afford was like finding gold in the
gold rush. The best way was by personal contact: if you knew someone who knew
someone who was leaving a place, that often worked. But if, like Jo, you had only just
arrived in Dublin, there was no chance of any personal contact, nobody to tell you that
their bedsit would be vacant at the end of the month. No, it was a matter of staying in
a hostel and searching.

For Jo, Dublin was a very big blank spot. She really felt she was stepping into the
unknown when she got on the train to go and work there. She didn’t ask herself why she
was going there in the first place. It had been assumed by everyone she went around with
at school that she would go. Who would stay in a one-horse town, the back of beyond,
the end of the world, the sticks? That’s all she had heard for years, They were all going
to get out, escape, see some life, get some living in, have a real kind of existence, and
some of the others in her class had gone as far as the towns of Ennis or Limerick, where
an elder sister or an aunt would see them settled in. But out of Jo’s year, none of them
were going to Dublin. She was heading off on her own.

Jo’s mother thought it would be great if she stayed permanently in the hostel. It was run
by nuns, and she would come to no harm. Her father said that he hoped they kept the
place warm; hostels were well known for being freezing. Jo’s sisters, who worked in a hotel
as waitresses, said she must be off her head to have stayed a whole week in a hostel. But
Jo didn’t know they were all still thinking about her and discussing her, as she answered
the advertisement for a flat in Ringsend. It said, *Own room, own television, share kitchen,
bathroom." It was very near the post office where she worked and seemed too good to be
truc. Please, please let it be nice, let them like me, let it not be too dear!

There wasn’t a queue for this one because it wasn’t so much ‘Flat to Let’, more “Third
Girl Wanted’. The fact that it said “own television’ made Jo wonder whether it might be
too high a class for her, but the house did not look in any way overpowering. An ordinary
red-brick terraced house with a basement. But the flat was not in the basement, it was
upstairs. And a cheerful-looking girl with a college scarf, obviously a failed applicant,
was coming down the stairs. ‘Desperate place,” she said to Jo. ‘They're both awful.
Common as dirt.” ‘Oh.’ said Jo and went on climbing.

‘Hello,” said the girl with ‘Nessa’ printed on her T-shirt. *Did you see that toffee-nosed
girl going out? [ can’t stand that kind, T can’t stand them.” *What did she do? asked Jo.
‘Do? She didn’t have to do anything. She just poked arcund and pulled a face and sort
of giggled and then said, “Is this all there is to it? Oh dear, oh dear,” in a posh accent,
We wouldn’t have her in here, would we, Pauline?’

Pauline had a psychedelic shirt on, so colourful it almost hurt the eyes, but even so it was
only slightly brighter than her hair. Pauline was a punk, Jo noted with amazement. She had
seen some of them on O'Connell Street, but hadn’t met one close up to talk to. ‘T'm Jo, |
work in the post office and | rang.” Nessa said they were just about to have a mug of tea.
She produced three mugs; one had *Nessa’ and one had *Pauline’ and the other one had
‘Other’ written on it. “We’ll get your name put on if you come to stay,’ she said generously.
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What does 'it’ in line 5 refer to?

A
B
Cc
D

the accommodation available
finding accommeodation

getting advice on accommodation
the shoritage of accommodation

What do we learn about Jo's schoolfriends in paragraph 27

A
B
C
D

They would have liked to be as independent as Jo was.

They had more self-confidence than Jo had.

They had made Jo feel that she ought to leave her home town.
They were not as happy as Jo was tc move to a new town,

What impression do we get of Jo's home town?

A
B
Cc
D

It was an uninteresting place in the middle of the countryside.

It was a place where peole struggled to earn a living.

It was a place where the population had fallen greatly.

It was an unfriendly place, where young people were treated badly.

What did Jo think about the flat in Ringsend before she saw it?

A
B
Cc
D

that she was likely to be able to afford it

that the advertisement for it was confusing

that it might not be as suitable for her as it first sounded in the advertisement
that it did not really have all the facilities mentioned in the advertisement

What do we learn about the girl who passed Jo on the stairs?

A
B
C
D

She was upset that she was not going fo live in the flat.

She liked neither the flat nor the other girls living there.

She had not been sericusly intending to live in the flat before seeing it.
She had not realised that other people were already living in the flat.

What is meant by ‘toffee-nosed’ in line 317

A
B
C
D

feeling superior

being curious about others
strange-looking

appearing nervous

What did Jo think when she first met Pauline?

A
B
C
D

She probably wouldn’t like Pauline because of her appearance.
Pauline was different from other punks she had met.

Pauline would probably not want to make friends with her.

She knew very little about people who looked like Pauline.

By the end of the extract, we learn that

A

B
Cc
D

Nessa and Pauline did not really want anyone to share their flat.

other people had moved out of the flat because they had not enjoyed living there.
Nessa felt that Jo would be more suitable than the previous applicant.

Nessa and Pauline were not expecting anyone to want to share their flat.
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Part 2

You are going to read a magazine article about how to become a published author. Seven
sentences have been removed from the article. Choose from the sentences A-H the one which fits

each gap (9-15). There is one extra sentence which you do not need to use.

Mark your answers on the separate answer sheet.

advice you need.

Readers of this magazine often write in saying, ‘T
have written this story/book. Can you please tell
me who to send it to?’ One of the first things they
need to know is that they should be researching
their markets and finding out about publishers
as well as practising their writing skills. Turning
words into a saleable commodity takes a good
deal of knowledge about the “writing game’.

Whatever kind of writing you do, you need to
develop a knowledge of the markets you are
aimingat. Use your local library and
go round the local bookshops and newsagents.
Reading widely will always give you the best
guide to what kinds of writing publishers are
actually accepting at any given time.

As time goes on, this knowledge must be
updated as new publications are constantly
appearing - editors change jobs, and magazines
change direction. Publishers are
always hungry for new blood; as writers we
have to make sure we give them what they
want.

To begin with you may be looking around, not
quite sure what you want to write. Let us say
you feel that you might like to write short love
stories. The very first thing you must do is find
out which magazines use love stories, a rather
limited market these days, and get hold of as
many recent copies as you can.

These readers will expect different things from
their magazine, and the editor is only interested
in catering to their needs.

Trying to get published?

If you are wondering where to send your story, our expert Margaret Stubbs is here with the

Writers often send me their stories saying, ‘This
has been rejected three times — please tell me if I
am wasting my time ... do [ stand a chance atall?

But it is unlikely that the work is of
publishable standard; so I have to try to give an
honest opinion, but always with a positive
viewpoint.

The problem is that most new writers are too
eager to send their work out, usually long before
they are ready to enter the market. If you have
only written one story or one article, it is not at all
likely to be published. [48 | | When you
read about so-called ‘overnight success’, you
usually find that the person has been in the
publishing trade or journalism for some years
before their current success.

When you do finally send off some of your work
for the first time, immediately get on with more
work while you await a reply; write ten more
stories, twenty even. Each one will be better than
the last, and you will begin to think of yourself as
a writer, and both your fluency and your
confidence will grow. Also I would
advise not showing your work to anyone else,
certainly in the early stages.

Don’t forget that every successful writer will
have had many rejections before succeeding. Do
everything you can to advance your career as a
writer. See whether there’s a creative writing
course near you. Think of yourself
as a writer and get that writing practice in -
every day if possible.
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However, if you fancy yourself as a writer
of thrillers then you will need to read
books by thriller writers.

Then familiarise yourself with the kind of
stories they are buying, taking special note
of who the readers are.

That almost never happens.

If not, try joining a local writers’ group
which will help you to gain ideas and
confidence from mixing with other
aspiring writers.

There are several ways of doing this,
but the best one is simply by reading
everything relevant you can lay your
hands on.

Don’t tear any of them up — improve
them instead.

New titles are coming and going all the
time.

As a former teacher, I would never actively
discourage anyone.
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You are going to read a magazine article in which five people talk about their favourite places. For
questions 16—30, choose from the people (A-E). The people may be chosen more than once. When
more than one answer is required, these may be given in any order.

Mark your answers on the separate answer sheet.

Which person or people

appreciates a little luxury?

enjoy an area that they appreciated as a child?

enjoys watching other people in their everyday lives?

appreciates the plantlife in their favourite place?

appreciates a lack of noise?

like an area which few people visit?

revealed talents as a child which were required in their future career?
stays in inexpensive accommodation?

finds changing circumstances add to their appreciation of the place?
admits the landscape is not very special?

experienced a variety of landscapes while still a child?

has been keen to share their enthusiasm with others?

16

17

18

19

21

23

27

29
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Favourite places

A

Bruce

| don't like landscapes which are completely
untamed. It's the human element which is
important to me. It's the same when | travel
abroad. Lovely villages with old temples
attract me, not empty deserts. When | was
eight, | went away to school in England and
on Saturdays | would cycle to the village of
Lastingham in its lovely valley. Cycling was a
release from school. | loved exploring the
bleak hilltops, the sheltered valleys and old
villages. Coming from Scotland myself, |
found the landscape familiar yet different and
| still go back there today. | used to describe
my adventures in my private diary. In a way,
that was my first attempt at travel writing, at
which | subsequently made my name.

Sophia

There is a miniature railway that goes from
Hythe to Dungeness, run by amateurs. |
always travel first class as it doesn't cost
much more than the regular fare. The
scenery is not spectacular. The train moves
across Romney Marsh with its sheep, and
alongside a canal. But there is one point on
the journey that | always look ferward to —
when our miniature world takes a detour
through back gardens. For a few moments,
we passengers spy on people at random
points in their day, making a cup of tea, doing
the washing up, unfolding a deckchair. | see
myself in their eyes, a woman in a tiny train
carriage, looking into other people’s homes.
It's the ordinariness of the landscape that
attracts me. Just fields and sheep and a distant
grey sea. That makes me lock more closely,
to search for something that opens my eyes.

Matthew

The Hartland Peninsula is a remote and
lovely coast. The beaches are hard to reach
and scattered with rocks, so crowds are

largely non-existent here. They attract a few
brave surfers but most visitors prefer instead
to reflect on the majesty of the sea. The
coast, which faces the Atlantic, is notorious
for shipwrecks. There are coast walks which
you can combine with trips inland up
beautiful damp valleys, full of oak trees, ferns
and wild flowers. We stay in modest self-
catering accommodation with a family who
have some property in the village of
Southole,

Annette

My favourite place in England is the Trough
of Bowland, a landscape of wide-open
moorland which is perfect for hiking. There
are not many residents and not many visitors
either. It's an unknown corner, empty and
remote, and | like the feeling of space. |
discovered the area by chance when | was a
student, and since then I've made an annual
visit, either alone, or with my boyfriend, and
now with my son. It has changed little since
my first visit. Having a child makes these
visits more special. It makes me sad that he's
growing up in an urban environment.

-

James

| purchased Glenthorne, my favourite house
in Britain. It was a question of obtaining pure
peace and reconnecting with my English
roots and coming home. | grew up in what is
now known as Sri Lanka, but at the age of
twelve went to school in Devon, in the west
of England. | used to cycle around the moors
and village backstreets. We had a story about
a place we would never cycle past: if you
went down the driveway you'd never return.
That place was Glenthorne. It's the place of
my dreams. It's a magic, secluded, romantic
house. You can't hear anything except sea,
wind and birds.
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Interview Data (An Example)

Interviewees: RR; AP; BB; NNP; TCT; BJ; RTW,; NLP; STS; PP; JBTW; NTK;
JK; WSM; ANT; SPT; JTM; VTY; CTN; MT; MIN; ILD; SUPCCR; CCK
Interviewer: Researcher (RR)

Time: 13.00, 2009

RR:

AP:

Thanks for joining in the interview. As | lmentioned, this interview is being
recorded and all the data | obtain will be usedésearch purpose. So, feel free
to express your opinions as you really think. Nevhat do you think about the

TSRS CALL program?

| think it's good. | have the chance to maksedf-study at my own pace. |

especially like it in that it provides Thai trartste. | also like the exercises

where there are 4 sets with 10 questions follow&agh set. But | don't

understand very well some questions. By the wélgelthem.

RR: What advantage do you see?
BB: | have learned new vocabulary, a lot of vodaty reading, and things like that.

NNP: 1 think it is fun, not serious. It is leargifirom easy to difficult (structures). It

RR:

is learning from one structure to another. It'sys@sunderstand.
Difficult?

BB: Yes, somewhat.

RR:
BB:

RR:
BB:

RR:
BB:

Do you like learning with the program or hdwyou feel about it?

| just feel indifferent. | mean when | do tlearning here, | am OK, happy, not
serious.

What do you see as salient features of TSRIS_@rogram ?

| have learned a lot from online learning suh TSRS. In this way, it is
Internet-based learning which I like.

Anything else? Any suggestions for furthepiovement of the program?

English translation. | want all sections iInRS CALL program to be translated.
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| don’t quite like it when some parts are translaidile some others are not.

RR: How did you read? | mean did you first rea@lishm and then Thai?

BB: | read English then | read Thai translatiororder to understand better.

RR: What do you like and dislike about the TSRS.CArogram?

TCT: What | really like about TSRS is the practiegercises. | can check my
performance from the feedback. | very much likes.tldut one disadvantage is
that | can redo what | have done. | mean the mestalan be made correct. |
think the scores do not truly reflect our real il

RR: Only the scores from the first attempt arented.

TCT: Then, it's OK.

RR: What do you see as benefits of TSRS?

TCT: | see the benefits of TSRS in that it progid®eractive exercises.

RTW: How to say.... You know | have practiced doihg exercises and many more.
There are true/false questions, multiple choicel exatching. Some questions
also require a short answer, which I have to typeorl, or a phrase to answer

them. This is interesting. | am not boretl) because there is not only one

guestion format. | have had a lot of more knowkedg

BJ: Itis very useful for reading. It made medeaore.

RR: What about the difficulty of the program?

BJ: It is when | have to fill in the blanks in tlexercise. | think it's somewhat
difficult. But not too difficult.

RR: So, is it good or not?

BJ: It's mediocre.

NLP: Itis good because | have learned a lot miggh that are strange and new. They
are different from general classroom learning stéfdm books. This is a
program. Yes, it is new and strange. | have lahheze. | have learned a lot of
new vocabulary from TSRS. | have learned new voleaipwabout for example,
global warming, canned food making and so on.

STS: 1 have learned a lot more new vocabulary saglthe one related to global
warming and canned food. | think pictures or phgitesented with those texts
in the practice exercises are good. | read, thingn | understand because |
look at photos. They help so much with my text coghpnsion.



PP:

RR:
JD:

RR:
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Yes, | also think the same way as she ddesvd learned new English words
and have had various new knowledge. | think thear&able feature of TSRS is
there is translation help. When | don’t underst&mglish, |1 can click on the
Thai translation and | can then answer the questibthink it is new, yes, it is
new.

Do you think it is appropriate for your Erglliproficiency level?

For me, | think some sections or exerciseseasy, some others are difficult.
However, | think it is suitable for me, for my Emil proficiency level. | think
for the students who have good English backgroli@RS might not be too
difficult. But, for the ones who do not have goauglsh ability, it might be too
difficult. They might not understand.

Now, again what do you think are the goodspaf TSRS?

STW: The good part of TSRS is that it is easy tolesstand. There are reading

NTK:

materials that encourage us to think along. Thezechoices for us to choose. |
think the contents are quite good. There are seasethat are presented in a
step by step manner. That is, short sentencesexdmples. Then, there longer
sentences, and paragraphs.

For me, the most noticeable thin about TSR&& it made me think along

about the vocabulary in the lessons. Also abougtrestions that are broad in
contents. | read and then answered the questiaesllwa those texts.

RR: What else? Such as sentence by sentencectitrufrom small to big?

NTK:

RR:

NTK:

| think the time fixed for learning with thigprogram is already good,
appropriate. Not too much, not too little. In aduht the teaching in a sentence
by sentence manner with translation makes me utashersmore about what |
am learning. | feel | have studied example sentermed known how to
remember sentence structures of the text. This snaleeread better, | think.
Please tell about the contents or the mdiefiee they difficult or easy?

They are at a high level, but | think they are ustédable because there is
Thai translation linked to each material. Howeve, difficult part is that when
we read, will we understand that part? [Which ong#} translation part, if you
don’t understand what is translated, then it isyvadifficult? [But you
understand?] Yes, I think so.
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RR: What about the language help such as diatydrtsanslation ?

NTK: The Thai translation and dictionary are offeliént use. I only click on the Thai
translation help when | don’t understand what wskeed. As for the dictionary,
| just consulted it for some unknown words.

JK: For me, there are new and interesting wordedm, and there are explanations

in Thai if we don’t understand.

WSM: It is good that we do not have open from botik&now if our answers are
correct or not. We can know instantly after we haaered our answers, and
we know why they are correct or incorrect. It iscamatic checking. | like this.

RR: What do you think about the presentation firm TSRS?

WSM: It is interesting. If we study completely dle things, read everything in
TSRS, it is very good. However, if you just readl akip, it is not interesting.
But | don’t skip very often.

RR: You mean you need some time for reading.

WSM: Yes, because in TSRS learning we had to rusbetves because we learn in a
computer room. Outside when you learn in an Intecaéé, the net might not
work well, as well as here. It is fast.

RR: Now, Please tell me about the benefit of TSRS your English reading
comprehension.

ANT: It would be better, this is because TSRS maéeread more. You know when
| am in my room, | don’t have time to read as méetglish as this. | have to
read other subjects. when | read more, | know raack...

RR: What about the Thai translation help?

ANT: The Thai translation is very useful. Withouat § think 1 won't be able to do
answer the questions correctly. You know, | havecaonpare between the
English and Thai versions.

RR: What do you think about the time for the TSRE.L program?

ANT: | think it could be more than enough, in casel are serious about learning
with it.

RR: Please tell about the advantages of the TSRS program.

SPT: | think the advantage of TSRS is that | haaered and understood more
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English words. | know more about sentence strusiugspecially the ones for
doing exercises. it improves my learning skill.

RR: How would you apply the knowledge to youwufet English reading?

SPT: I will follow TSRS in designing my own leangi and teaching material, if | can
in the future.

RR: What do you see as a unique point of the TSRBL program?

SPT: | think it is the time. The time for answeritige questions in the lessons and
practice exercises.

RR: HOW?

SPT: I think it is enough and appropriate for wivathave to study in each lesson.

RR: Tell me about your opinion about the desiga iaterface of the TSRS CALL
program.

SPT: It would be better to add more cartoon aniomati It will be more interesting. |
think it should be used by children, something tikat.

RR: How about the language help option, such as ffanslation?

SPT: This is very good, | think.

RR: What do you think about the TSRS CALL program?

JTM: It is something we can do continuously. lalsut stories around us and there
are questions regarding those stories. | thinkveHaarned a lot from TSRS. |
have more knowledge.

RR: What do you think about the contents in the TSR&ICArogram?

JTM: Some topics are easy, some other topics &reudl, depending on your level.

RR: What do you remember best about the TSRS Q#&bgram?

VTY:How to notice words in a paragraph, how to fikeéy words, and new
vocabulary.

RR: Is it new for you learning with this program?

JTM; VTY; CTN: Yes, of course.

RR: How? Please elaborate.

CTN: It is something | can learn according to mynoability. | mean, if we read
slowly, we can do it slowly. If we can read fasg wan it fast. It is learning
based on understanding. | don’t have to rush my$akre are explanations for

what we have done correctly or incorrectly. Thigasy good.
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RR: How?

CTN: I mean | don’'t need to compete with othedstuts because | have enough time
in learning with the program. This is good becatistoesn’t make me serious
and stressful. | can make myself understand whath llearning. | think this
makes my knowledge more profound and durable.

RR: Please tell me about the usefulness of tHRSTGALL program.

MT: It is something | can do at my leisure. Butdn access some parts of the
program only once or twice. The time fixed for l@ag with the program is
OK, not too much not too little. | used to do sonmey like this when | learned
with Ajarn Tim. He has now resigned. It has sevéealtures. These include
understanding practice, question answering. Onvtiade, it is very good.

RR: What do you think about the design of the TSBSLL program, is it
interesting?

MIN: There should be a good dictionary programaltietl on a computer because |
can consult in case there are some words | doivkn

MT: For me, The Thai translation is very usefutdnese it helps to understand better.

RR: How often did you use the Thai translatiotpfie

MT: Only when it was necessary, especially inltrg paragraph or stories that were
somewhat difficult.

RR: What do you think about the TSRS CALL progfam

TCT: 1used to learn with an online program. Thisreomething alike, but there are a
lot of things different. There were questions andvegers, but in the previous
program, | could go ahead only when | answeredgtestion correctly. You
kept answering the same question until you provithexl correct answer. In
TSRS, though you answered wrongly, it tells you witsywrong, then you try
again until you are correct. Also it tells you wihys correct.

RR: How did you know your correct answer?

TCT: You know, if you answered incorrectly, you could nlick on the NEXT.

RR: Did it tell you why it was correct or incoct@

TCT: No, it just said correct, or Wrong.

RR: There was no feedback?

TCT: No.
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ILD: For me, the contents are understandable. dnrieyou are intent and serious,
you can do the exercises. but you must not jusk eind skip (laugh). However,
at least, it is useful for my English reading coetmnsion. | think it is easier
for me to grasp the main idea, | mean, the coréesens are made easikr.
made me able to get the main idea of text mordyeaBhe main sentences
make it easier to understand the text contents.

TCT: And, | think one good thing about the progranthat it helps to organize the
ideas in the text.

RR: After learning with the TSRS CALL program, do ydunk you want to learn
and practice other reading strategies more?

SUP: Yes, it is quite good. It is something | canah my own. But | don’t know
much about what reading strategies are availabléhekre are more reading
strategies for me to learn and practice, thennktltiwould be very helpful for |
am usually not quite good at English reading.

RR: Have you ever learned with a program like?2hi

SUP: No, it's new to me, indeed.

RR: Difficult?

SUP: Not so difficult.

RR: What do you most like or are interested ablo@fTSRS CALL program?

SUP: | like it when, you know when | don’t undersfathere is translation help.

RR: Do you read Thai translation every time?

SUP: Yes, especially when | don’t understand cetepy.

RR: What do you think about the quantity of theRESessons and exercises?

SUP: Not too much.

RR: What about the time?

WSN: For me, it is too much.

RR: Please tell me about the usefulness of theSTSRLL program.

CCR: For me, the advantage of TSRS is that it ltkipe to read better. Yes, | mean |
know how to read. Previously, I just read and ne#@tout using any strategy. |
don’t know. Now | stop to look at headings, titlasd look for some key words
or signal words. This way I think | am now a difat reader.

CCK: This is good. It made me more interestednglish learning.
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RR: How did the feedback help you in learning?

CCR: Feedback is good because it tells me why msyanis correct or incorrect. |
understand more about what | was learning.

RR: What else?

CCK: There are new words, and how to observe kigaals in each paragraph.

RR: If you see the word ‘because’ in the sentemt@t do you think?

CCK: Oh, that is something about cause/effect.

RR: So, is this what you remember?

CCK; CCR: Yes, yes.

RR: Anything else?

CCK: Ithink it's already nice. Good design.



APPENDIX H

TheT-Test for Each Item of the Five-Point Rating Scale TSRS

Questionnaire
Item No. T Sig. SD. Mean
1 25.849 .000 .819 3.87
2 25.849 .000 819 3.87
3 25.849 .000 819 3.87
4 25.552 .000 .850 3.97
5 24.810 .000 .868 3.93
6 25.849 .000 .819 3.87
7 24.810 .000 .868 3.93
8 60.208 .000 379 4.17
9 24.576 .000 847 3.80
10 34.059 .000 643 4.00
11 25.849 .000 819 3.87
12 34.059 .000 .643 4.00
13 35.330 .000 615 3.97
14 32.492 .000 .669 3.97

Reliability Analysis- Scale (Alpha)
Reliability Coefficients
Numbers of Cases =30
Numbers of Items = 14

Alpha=0.838
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APPENDIX K

TSRSCALL PROGRAM MATERIAL (EXAMPLEYS)

Text Structure Reading Strategy Instruction

You are logged in as Dentisak Dorkchandra {Logout)
Erighch {en) (B0

Turn editing on

Text Structure

Expository

o

_— .
AaanTANANIU
Dear all students.

ﬂ%uwﬁwmﬁa}ﬁmu’té}

avean Taglaln View=Text
ey il

size=ifianmnaifasns

A
Sequence | Compare/Contrast | Cause/Effect
l J | |

TSRS  Aaundauaauladifiiihmunaiawsinnanudilanisanusimdenaeidie
fiawn (expository text) laalfina’dznisaruTaseasreuasunaiu (text structure
strategy) (inllfrwlaviinsandoasuly rdnidaansdnmdiuuy)

TSRS  iifluunGsussulsiiniunfufissaunaidasgriuunarunisrdonamdodiaviviaide
usssna(English expository text) usznaudraunidau 4 un uay wuudaenaidnisaulen
lileseassnasuvaiudnsuiu 6 e

AnusIITfuAIsET UM EndnamiuIndudedrdyuazinduadrndniviudwsuddacms

(last 5 minutes)

¥ Dentisak Dorkchandra

= Notifications

usraEaa liusiuau mssn mdsnaetudainiu "Window to the world" ey Egzi'égs
nEMVAVIILLUSY wanssuuRsAuusAuatduds winmlsivauaids asonilvafieuiansguues O Grades
wawwdumEsydumin  desasedvirnuiaddwnilonaneidonauiu ieiiagldansald 2 Location
merdmfunssunu liatgndasuaniiussnmnd Tagiansaranianiaasouiienin wdaa E ﬁi:jgll’age
amndvagmiuacylldhoiadiounsunun . mstidndwr  wazimiusssunniwiadwild o égct':r?t;
s Gauldanniluu © Appearance

5 3 ; O Front Page
lushumendonaeidunnuiudavdivussaadanisliarug AGuaewdAWiinaiinda O Server
Expository text lﬁuﬁnﬂmmnaﬁmﬁ;{uﬁu‘a’tﬁﬁa;_.:a wsaasungtiamuasnaninaylsuieastie & Networking
fGispnadunEaemAld awidsnamwuirisiuadieisdwsulidnindnsnviGaussamnnineds Eﬁipcoerﬁz"eous

wszilagiu  dsidimsuasdannuiiieg ldhaniuuuussuladviaifewdruidowiuuon
Expository text visdu dnsaunsagruaiwrdanauuuriiléatradinia Aanfludsslaisanis
Geulidszauainugiialussauuvninerduduagioun

unFausawlamiyed dwiadudunilslumsisduanuidumedonanuasviiu  Iaoawiz
vineydiunisatuaiaiu (Reading comprehension) d@ednfludacliniinidiunaisnisaiu
e deluGasilladfdfnduuagnaunsnadznisau’liatouining wagnaldnislilnseasie

wasundfifluniisluniu aadddulassassuasunaiuasiiuadelsing vioudasddnsluun
Bauned

waanuuiatfeidnmunduuiarldviuudnianianununagauasuvnaunsdl
fauuLuFaunINIALIAY TSRS

wyugauntAeIiy TSRS

L1

You are logged in as Dentisak Dorkchandra (Logout)
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& = s 1188 2
Text Structure Reading Strategy Instruction: Courses Yeusreloggad s Deptsax Dorkenandea ooty o

Turmn editing on

Assign roles

Course categories |Text Structure Strategy »
Afiuasnay AnsiuniFau
Pre-test Text Structure Lesson 1 Text Structure Lesson 3
Post-Test Text Structure Lesson 2 Text Structure Lesson 4

Text structure lesson 1
Teacher: Dentisak Dorkchandra
Study the basic concepts ahout expository text,

text structure, text structure strategy, signal
words, and how to use text structure knowledge
to help develop reading comprehension ability.

Tesxt structure lessen 2
Teacher: Dentisak Dorkchandra
Study the sequence structure of English

expository  text, including example texts
operating at sentence, paragraph, and
whole-text levels. Students will take the
self-test at the end of the lesson.

Text structure lesson 3
Teacher: Dentisak Dorkchandra

Study in details the compare/contrast structure of
English expository text. Examples of
compare/contrast text are presented at a sentence,
paragraph,and whaole-text levels. You will alsa study
how to find the main idea in a compare/contrast
text.

Text structure lesson 4
Teacher: Dentisak Dorkchandra

Study the Cause/Effect structure of English
expository text as well as text examples
EEEEE{;,} showing the structure functioning at the
sentence, paragraph, and whole-text levels.

Re-sort courses by name
Add a new course

Search courses [eo]

(D) Maodle Dacs for this page

You are logged in as Dentisak Dorkehandra (Logout)

Home

<
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1 Course: Text structure lesson 1 | =

Text structure lesson 1 You are logged in as Dentisak Dorkehandra

Home  Lesson 1

Topic outline
Main Menu

Lesson 1 == Introduction

Lesson 2 177} ) . .

Reading English text can be difficult for
Lesson 3 &4 vou. The difficulty means you understand
only a little or none of what you read. Why &
is it difficult to read English text then? The
difficulty can be caused by vour lirnited
vocabulary. This means that the text has too many difficult words
or technical terms. Or, vou do not know how to read the text,
which means you do not know reading strategies or how to use any
of them. [Read mare.]

Lesson 4

Objectives of the lesson

By the end of this lesson, you will be able to

understand and explain about text, narrative and expository
text

understand and explain about the text structure strategy
distinguish different structures of English expository text
understand and identify the signal words

understand and know how to find the subject and the main
idea of a text

LI I I

1 Lesson 1 Main Study O
In the following 'Main Study’, you will learn
about text structure strategy. Study and
answer all the questions as best as yvou can.
By LESSON 1 STUDY
2  Lesson 1 Exercise O
After you have finished with Lesson 1 Study', take
this Lesson 1 exercise’. You will know how well you
understand the lesson.
m LESSOM 1 EXERCISE
¢ Lesson 1 Self-Test U

This self-test is time-limited. You have 30 @
minutes to complete this test. You will know

your test result immediately after the test.

Lesson 1 Self-Test
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You have 120 minute(s) to finish the lesson

Attempt: 2

Welcome to the study section of lesson 1. Within this
section, vou will have 120 minutes to complete all the
study materials. What you will be studying in this section is
listed below:

(MQICOMQ text (and its meaning),

text types (narrative and expository),

text structure,

text structure strategy,

expository text structures including examples,

the main idea of text (paragraph or passage),

how to find the main idea

Study the material as best as you can within the fixed
time. Upon completing this section, you will have do the
exercise and the self-test that follow.

Text structure lesson 1
Home  Lesson1 Lessons ~ LESSON 1 STUDY

LESSON 1 STUDY

Text

em

i Whatis text? Simply speaking, text is anything we read. It canbe a
sentence, a phrase, a paragraph, a passage, or even a book.

Question: Which statement is true?

What we read is text.

o Text can be found only in a book.
O A long sentence is a true text
[9) Text is always short.

Please check one answer

250

A
Jumpto... v E]
Time remaining
1:59:25
v
Jumpto... w E

Time remaining
1:59:46

You are logged in as Dentisak Dorkchandra: Student (Return to my normal rale}
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Time remaining
1:59:06

Types of text

There are two types of texts: Expository text and narrative text. Text that is
written to give information or explanations is expository. Text that is generally
a story about people or events is narrative. Examples of expository text are
news report, essays, textbooks, and brochures etc. Examples of narrative
are novel, biographyand short story etc.

Question: Which statement is true?

Expository text tells a story and gives explanations.
Expository text informs but narrative text tells a story

Expository text centers around characters and seffings.

o © © O

Marrative text is short but expository text is long.

Please check one answer

You are logged in as Dentisak Dorkchandra: Student (Return to my normal role)

Lesson 1
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Time remaining

= Types of text 1:58:47
.;. There are two types of texts: Expository text and narrative text. Text that is
written to give information or explanations is expository. Text that is generally
a story about people or events is narrative. Examples of expository text are
news report, essays, textbooks, and brochures etc. Examples of narrative
are novel, biographyand short story etc.
Question: Which statement is true?
Your answer -

Expository text informs but narrative text tells a story.

andad teadeg andianaimaininedy Snemasunasunauwsuaiingnau (expository text) Aadlunislidiana wesuuan
Y 5 b i 5 Py ,
154 (narrative text) WiumaniaSasdeagdidiaras a1n TassiFas msdiiuGae dludu

You are logged in as Dentisak Dorkchandra; Student (Return to my normal role)
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Time remaining

— 1:58:30
7y Text Structure
i Text structure is an organization of ideas in a text. Before writing, a
writer decides how to put his/her ideas. He or she puts the ideas in the
organization which is a special writing plan. Therefore, text structure is Reader and text
like a master plan of a text, just like a master plan of a house. Both
expository text and narrative text have their own structures. However, this study will focus only on the
structure expository texts.
Question: What is text structure?
O Awriter needs to know the writing plan, then the text structure.
(O Text structure is hard to notice without an idea organization.
2 There is a relationship between text structure and ideas in the text.
O Text structure is the big picture of a text.
Please check one answer
You are logged in as Dentisak Dorkchandra: Student (Return to my normal role)
Lesson 1
Text structure lesson 1 Jump to v (]
Home  Lesson1 ~ Lessons = LESSON 1 STUDY
LESSON 1 STUDY
Time remaining
— 1.57:47
& Text Structure Strategy " >
T'm 5o fustratedl
il Text structure strategy meansreaders” using knowledge of text structures to
help comprehend the fext.As you may already know, reading strategy is an
action or series of action that we take to help us understand what we read.
Now, using text structure is also a reading strategy because it can help
comprehend the text better. However, without the knowledge of text
structure, we cannot use this strategy. Therefore, this reading strategy can be
used either before or during reading. In short, if readers know how the text is
organized and try to comprehend the text with that knowledge, they are using
text structure strategy.
Question: According to the above information, which statement is true?
' We can use text structure strategy if we know the meaning of text structure.
) We can use text structure strategy before. during, and after reading
o ]
If we know how ideas are organized in a text, we can use text structure strategy
©  Text structure strategy helps in developing speed reading.

Please check one answer

You are logged in as Dentisak Dorkchandra: Student (Return to my normal role)

Lesson 1
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Eile Edit Miew Higtory Bookmarks Tools Hslp

* C' 1l
* description_rainforest.jpg (JPE... i;_ ' _ | Time remgining

http://nontri.cst 7.7 ~

— 3 o 1:01:54
[\ Description Structure EEc1a GE AR
spacies of plants and =
; anintsls dve in tropical
: X . ranforests,
In this structure, the author describes thing <
2t fuast two-thirds of

examples, by listing the characteristics of th S plant

3. ineluding

feature of this text structure is that the auf]

besutful

about that particular thing or person. St

After reading a deseription text, you could

or person being presented. When reading a : -

Same-of the common

for example, such as, for instance, such as,
products we know of

Ranforests are the

sourca of many itams include:
Questions to ask: that we all use in our
- own hames!
s i s Wa aat severdl fosds * chocolats
When we read text written in this structure} = o o e o * sugar

@ et v many medicnaes are ® cinnaman
"What examples support the main idea? i e iy
“What proof is there?” fadnd only in these * medicing
P i aress. » pnezpples
"What is the author describing?”
Done

Study this figure for more understanding.

|

Nuactinn That ic tha anthor dacamihing i thic tavd

In this stru

examples, b File Edit View History Bookmarks Tools Help
feature of tl

about that

hitp:/nontn csc ku.2cn/~famasd/moocle/ile.php/12/sequence_tex 7.

sequence_text.jpg (JPEG Image...I -I--

After readin|
or person by Many moneder people are turning themselves into social victims. One example is a Tennessee
for exampld woman who is suing McDonald's because she as badly burned on the chin by a hot pickle in her
hamburger. A Canandian woman is another example. She wants to ban the South Park television
show because her son Kenny is victimized by the show's Kenny character. who 1s killed in each
episode. A third example is a group of European and Australian women who want to ban urinals

Questions

When we re|

“What exary in men's restrooms because they require men to stand in a way that suggests violence towrad
“What prooy women. Another group argues that signle people are victimized because society ignores them.

"What is thg 1

Study this fi Leo, John. (2000). U.,S. News and World Report. Victims of the Year, p. 24

Daone

Question: What is the author describing in this text?

Forms of social victims
Causes of social victims

Modern social victims

0 o O

women who are victimized by society
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Cause/Effect Structure

The cause/effect structured text tells the readers about the reasons
why something happened. It explains what causes something to
happen. It surely tells about the effects or results of the thing that
happens. For example, if we are reading a news article about the
rising price of rice in Thailand, we may notice that the writer may
explain what causes the rising rice prices. The writer at the same
time may explain when the rice prices go up, what happens as a result
of hiking prices.

However, the cause/effect structure may be based on the following
relationships:

single cause - single effect
single cause - multiple effects
multiple causes - single effect
multiple causes - multiple effect

In writing a text with cause/effect structure, the writer normally use signal words such as because, for,
since, therefore, so, consequently, due to, and as a result, etc.

This text structure will be explained in more details in Lesson 4. Now, let us study the example text here

Question: In the example text. the writer tells acout the causes of city population growth. [dentify one such
cause in the empty box

Your answer i

[ Please enter your answer in the box |

You are logged in as Dentisak Dorkchandra: Student (Return to my narmal role)
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Text structure lesson 1 Jump te.. - E] =

Home ~ Lesson1 = Lessons = LESSON 1 STUDY

LESSON 1 STUDY

Time remaining
05340

Signal Words

In an expository text, signal words are the words or phrases that writers use to
show to readers how the ideas are organized or related in a text . In some
expository text tvpes, such as newspapers and magazines, the titles, headings, and
subheadings can serve as signal words. In this ease, signal words can be a word, or Signal words
aphrase. or

Signal words help to understand how information is organized and provide clues Flag words
about what is important. They help to get the main idea and facilitate
comprehension. They show the relationships between ideas so that readers can see how ideas are connected.
In other words, they help show readers how ideas work together to support the main idea in a text. For
example, the signal word "[ikewise” shows that the ideas before and after it are similar. The signal phrase "for
example" tells readers that what comes next is an example of what came before.

The signal words commonly used in Sequence, Compare/ contrast, and Cause/ effect structures will be fully
presented in Lessons 2, 3, and 4 respectively.

Question: Identify at least one signal word used in the text.

Your answer. I |

[ Please enter your answer in the box J

You are logged in as Dentisak Dorkchandra: Student (Return to my normal role}
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In a text with sequence structure, the author presents information about what
happens first, second, third, and fourth, ete. The events that happened canbe
separated by vears, for example, in 1990, in 2001, in May 2002, etc. This
structure is, therefore, sometimes known as chronological order.

EQ

In addition, if the information in the text is about how to do something, the author
normally nses this sequence structure to tell the readers about the first, the second, and the third step
of doing. Or the author may narrate the steps of doing something by saying ......The first...., then.....
Next.....After that.... etc.

Sometimes, the author does not use clear signal words, but we can tell ourselves that the authoris trying to
tell about the steps of doing something, In this case it should be noticed that imperative sentences are
always used. Imperative sentences are the sentences that tell people to do something. For example: Come
here, Sit down. Do the job. Here 1= an example text. Read it, then answer the question that follows:

‘ ‘ Question: The example text is about the Leaning Tower of Pisa, and the information is presentedina ‘

Time remaining
0:54:38

O sequence of events
(@] step

O stage

O chronological order

Please check one answer
You are logoed in as Dentisak Dorkchandra: Student (Return to my normal rale)
Lesson 1
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== Problem/Solution Structure

f:.) When you read a problem/ solution text, yvou will notice that the
author discuses what the problem is. Sometimes, more than one
problem is presented.The author perhaps explains why itis a
problem, and then offers possible solutions, or how to solve the
problem, usually setting on one solution as most appropriate.

For example, in a text about global warming, the author might
explain why global warming is a problem. In this case, he may
tallk about the causes that lead to global warming. He then may suggest a solution or solutions to
the problem. Sometimes, only the problem is presented because there is no solution. In this case,
it is the work of the readers to further think about what could be the appropriate solutions.

The signal words that are frequently used include, for example,problem is, dilemma is,
if/then, because , so that , question/answer, etc. However, this text structure will not be
explained in more details here because it is not the focus of this online instruction program.
Study the example text here > Then answer the guestion that follows.

Question: What solution is suggested by the author?

o improve village water delivery sysiem
(o] increase transportation system

(®] provide cheap public transportation
0 incrase clean drinking water

Please one answer

I3 %

Time remaining
0:54:10

You are logged in as Dentisak Dorkchandra: Student (Return to my normal rale}
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Main Idea

The main idea is the most important idea the writer wants to presentin the
paragraph or in the passage. But when you look for the main idea, do not be
confused with the subject (or the general topic) of the paragraph. The
subject is what the paragraph is about. But the main idea is what the writer

says about the subject.

Consider the following text:

"Two men were arrested by the police after they had sold a stolen painting to an art gallery in Guildford. The owner of the
gallery claimed that he had bought the painting in good faith, unaware that it had been stolen. The painting, a portrait of
a young woman in a wide brimmed straw had sitting under a tree, was owned by Marie Gilles, aged 84. She claimed that
the painting had been given to one of her ancestors by the artist. She had owned it since 1050 when it was given to her by
an aunt as s wedding present. The painting had been stolen from her house two weeks previous £o the arrest of the two

men. "

This text is about two men. And that is the subject or topic of the text. What does the writer say about the two
men? He says that the two men were arrested after they had sold a stolen painting to an art gallery. And that1s
the main idea.
The subject =
The main idea = two men were arrested for ste
We can therefore conclude that the subject or topic of a text is a word or phrase, but the main idea is generally
a full sentence.

Question: Which are the subjects?

The division among the people in Thailand is caused by one person
The King of Thailand

Global warming has several effects on sea annimals.

Popularity of coffee

The relationship between computers and technologies

\Worldwide cooperation is needed to deal with the financial crisis.

l Please check one or more answers ]

Time remaining

052:28

You are logoed in as Dentisalk Dorkchandra: Student (Return ta my nanmal role)
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o Characteristics of Main Idea

il A main idea savs something about the subject, but there’s more,
A main idea must also have the following characteristics:

1. It must be general enough to encompass all of the
ideas in the passage.

The main idea of a passage must be something that is general
enough to encompass all of the ideas in the passage. That is, it
should be broad enough that all of the other sentences in the
passage fit underneath it like people under an umbrella. Look at
the following example paragraph:

The first sentence states the general main idea. Then each sentence that follows gives specific
facts and statistics to support that main idea. These sentences provide specific evidence to show
that the main idea is valid or true. They all fit under the “umbrella” of the larger idea—that the
demand for health care workers is on the rise.

2. It must be an assertion.

The main idea must be an assertion about the subject. An assertion is a claim that needs to be
supported with specific details or evidence. Even matters of fact (things that are known to be
true) can be assertions. The assertion “The demand for health care workers is on the rise” works
as a main idea because it is a general assertion that needs some supporting details to show that it
is true. In other words, the main idea tells readers that something is true. The supporting
sentences, on the other hand, show that it’s true by providing specific facts and detail.

Question: Which statement carrectly describes the main idea?

O We cannot find the main idea in a paragraph with no topic sentence
) The main idea is always clearly stated at the beginning of a paragraph
The main idea Is stated in the topic sentence of a paragraph

O The main idea summarizes the facts in a passage

Please check one answer

You are logged in as Dentisak Dorkchandra: Student (Return ta my narmal role}
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=== Finding the main idea iy
Wi After reading 2 paragraph ask, "What point is the author making in this passage?"
Ask the following questions

Who - Does this passage discuss a person or group of people?
‘When - Does the informafion contan a reference to time?
Where - Does the text name a place?

Why - Do vou find a reason or explanation for something that happenad?
How - Does this information indicate a methed or a theorv?

Question: What is the main idea of this paragraph?

"Human technology developed from the first stone
tools about two and a half million years ago. In
the beginning, the rate of development was slow.
Hundreds of thousands of years passed without
much change. Today, new technologies are
reported daily on television and in newspapers.”

(Learning Express (2006).501 reading comprehension questions-3rd ed., p.17: New York)

Stone tools were in use for two and a half million years.
In today's world, new technologies are constantly being developed.
There is no way to know when stone tools first came into use.

Stone tools were not really technology

Please chack one answer

You are logoed in as Dentisak Dorkchandra: Student (Return te my narmal role}
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Time
Supporting details: 050012

kel 0 are statements that support the main idea of a paragraph or a passage.
o are usually facts. reasons. examples and other kinds of evidence.

o are often introduced with signal words in Id
o are details that can help lead you to the overall main idea. Main ca w/
o can bein the form of major supporting details or minor supporting details. Sllppm"l'il'lg Details

Read the paragraph below again. The four sentences in the paragraph are the facts. These are the statements that support
the main idea.

Question: Which sentence is the topic sentence?

[l]Despite the hatred that most people feel toward cockroaches. they do help humans in several ways. [2]For
example, they are perfect experimental animals and are used for scienfific research in the laboratory. [3]Breeding
them is easy. for they thrive under almost any conditions. [4]In studies on nutrition and food. cockroaches are
good subjects because they will eat any kind of food, [§]They can be used to study heart disease, and cancer
researchers work with roaches because they grow cancerous tumors like those that are found in humans.

Sentence 1
Sentence 2

Sentence 3

c o O O

Sentence 4-5

Please check one answer

You are logged in as Dentisak Dorkchandra: Student (Return ta my normal rale}
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Time remaining

Congratulations! 0:49:48

You have finished Lesson 1 main study.

Mow, returmn to the main menu of Lesson 1 and start taking the self-test.

-~

B
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Time Remaining

0:29:29
Preview Lesson 1 Self-Test
Page: 1 2 3 4 (Next)
1 When can you use the text structure strategy?
Marks: 1
Choose one ¢ a Before and during reading
answer

3 b When you don't know the text type
c. When the text is too difficult

o 0

d. During and after reading

2

Marks: 1 What is the advantage of text structure knowledge?

Choose one & a Keep the readers focused on the text
answer
¢ b Make reading more enjoyable
O ¢ Give readers the overall picture of the text
Time Remaining
0:29:26 ¢ d Help to read for details
3 How do we use text structure strategy when we read a text?
Marks: 1
Choose one & a Look for signal words, check its title, preview the text. check its headings. read the text
answer

(b Preview the text, check its fitle. check its headings. look for signal words. read the fext
¢ c. Check text fitle, look for signal words, preview the text. reading the text
¢ d Read the text. preview the text. look signal words. check its title. check its headings

Save without submitting ][ Submit 51l and finish J

Page: 1 2 3 4 (Next)

(i) Moodle Docs for this page

You are logoed in as Dentisak Dorkchandra (Logaout)
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Time Remaining

0:28:53
Preview Lesson 1 Self-Test
Page: (Previcus) 1 2 3 4 (MNext)
4 = You use text structure strategy if you
Warks: 1
Choose one 3 a know that the text is a comparion of something with something else
answer
3 b underline the text title
& c. know what the text is about
. consider how the information is organized in the text
5= Why should readers first try to find the the signal words when reading an expository text?
WMarks: 1
Choose one ) a Because signal words help to get the main idea of a text
answer.

) b. Because signal words are the master plan of the writing

© ¢ Because signal words help to explain the fact in a text

() d Because signal words are commoenly used in every expository text

Time Remaining

0:28:51 . . ' . . .
iy - 2——-20NS USE a variety of public relations tools to convey messages and to create images. Public relations professionals prepare written
materials such as brochures, newsletters, company magazines, annual reporis, and news releases. They also create corportate identity
materials such as logos, business cards, signs, and stationary. Speeches are ancther public relations tools. Speeches can affect an
organization's image and must therefore convey the desired message clearly.

This is text.
Choose one C a anarrative text
answer.

() b. an expository text

[ Save without submitting H Submit all and finish

Page: (Previous) 1 2 3 4 (Next)

(D) Moodle Dacs for this page
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Preview Lesson 1 Self-Test
Page: (Previcus) 1 2 3 4 (Mext)
74
S Organizations use a variety of public relations tools to convey messages and to create images. Public relations professionals
s prepare written materials such as brochures. newsletters. company magazines. annual reports. and news releases. They also
create corporiate identity materials such as logos, business cards. signs. and stationary. Speeches are another public
relations tools. Speeches can affect an organization's image and must therefore convey the desired message clearly.
What information does this text give?
Choose one ¢ a What public relations tools are available and for what purposes organizations use them
answer
) b How public relations tools are used by organizations
) ¢ How many public relations tools are used by organizations
¢ d Why organizations use various public relations tools
——— One advantage of text structure knowledge is to help to get the main idea of a text. What do you think is the main idea of

Time Remaining

= This text is for questions 9-10.

You are Iogged in as Dentisak Dorkchandra (Logouty )

Lesson1 - Quizzes - Lesson 1 SelfTest - Amempt2 [ Updae this Quiz |

[ Infa | Results | Preview | Edit

this text?

Grganizations use a variety of public relations tools to convey messages and (o create images. Public relations professionals
prepare written materials such as brochures. newsletiers. company magazines. annual reports, and news releases. They also
create corportate identity materials such as logos, business cards, signs, and stationary Speeches are another public
relations tools. Speeches can affect an organization's image and must therefore convey the desired message clearly.

Choose one () a Public relations tools and their functions
answer e

) b How to create organization's image

() c Three tools for creating organization's images

) d Organization's images

0:28:34

Worldwide illiteracy rates have consisiently declined in the last few decades. One of the major reasons for this decline
is the sharp increase of literacy rates among young women, which Is & result of specific campaigns designed fo
increase educational opportunities for girls. However, there are still an estimated 771 million iliterate adults in the
world. about two-thirds of who are women

(Learning Express (2006}, 501 Reading comprehension question. ILL, p. 53; New York)
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94
Marks: 1

Time Remaining
0:28:18 O d. Worldwide illiteracy

104
Warks: 1

Preview Lesson 1 Self-Test

Page: (Previous) 1 2 3 4

What should be the subject of this text?

Choose one ¢ a Decreasing iliteracy among worldwide women
answer 5
) b Men and women's literacy

O c. Women's illiteracy

What is the main idea of the text?

Choose one () a Despite worldwide rising rates. several millions of women are stil illiterate.
answer

() b The number of illiterate women is higher than illiterate men

€. Sharp increase of women's literacy worldwide

) d: About two thirds of the women worldwide are illiterate.

Save without submitting ] [ Submit all and finish }
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Lesson One Exercise

Show me all questions

1110 ==

What is the text structure of this paragraph?

A solitary, meat-eating creature who makes its home deep in the jungles of New Guinea, the cassowary hardly seems
like a bird at all ltis enarmous, weighing up to 190 pounds Its plumage is more like hair than feathers; its song is a
deep, menacing rumble; and it has lost the capability of flight

A 7?7 | Sequence
B. ? | Compare/Contrast
C. 7 | Cause/Effect

D ? |Description v



265

*You arz logg=d in =5 Dentisak Dorkchandra (Logout] | Al

Text structure lesson 1

| Updats this Hot Potatoes Quiz =

Shaw me all questions
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What is the signal word telling you about the text structure of this paragraph?

A solitary, meat-eating creature who makes its home deep in the jungles of New Guinea, the cassowary hardly seems
like a bird at all. ltis enormous, weighing up to 190 pounds. lts plumage is more like hair than feathers; its songis a
deep, menacing rumble; and it has lost the capability of flight.

A J hardly

B. A seems like

C. A meat-eafing creature
D LI more like

E 7 | ProvlemSoiution

|
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Show me all questions

&= S/10 =

What is the text structure of this paragraph?

Story-telling should speak first to the heart and only second to the intellect |t should. in Isaac Singer's words, "be both clear and
profound " and it should also entertain. The new writer should avoid creating pieces that are deliberately obscure and impossible
to understand except by a small. elite group of other writers

A L Sequence

B. L Compare/Contrast
c. J Cause/Effect

D. J Description
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The signal word that tells you about the text structure of this paragraphis___ .

Story-telling should speak first to the heart and only second to the intellect. It should. in Isaac Singer's words, "be both clear and
profound.” and it should also eniertain The new writer should avoid creating pieces that are deliberately obscure and impossible
to understand except by a small. elite group of other writers

A T Story-telling
B. 7 | first.second
Cc ? both_.and

O 2 | exeptby

<
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What is the text structure of this paragraph?

Although nowadays almost everyone is familiar with the term "on-line " many people are

puzzled as to exacily what it entails. Getling on-line can be a frusirating experience. as one makes one's way through complex
webs and nets of information. Indeed, unless one has a good teacher or an excellent guidebook. one may become hopelessly lost
in cyberspace!

A J Description

B A Compare/Contrast
o3 A Cause/Effect

D J Problem/Solution
E. A Sequence

<
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What is the signal word telling you about text structure of this paragraph?

Although nowadays almost everyone is familiar with the term "on-line " many people are puzzied as to exactly what it entails.
Getling on-line can be a frustrating experience, as one makes one's way through complex webs and nets of information. Indeed
unless one has a good teacher or an excellent guidebook, one may become hopelessly lost in cyberspace!

A 7 | Although
B. ? Tamiliar with
c. ? as

B ? unless one has a good teacher/an excellent guidebook

=l
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What is the text structure of this paragraph?

An odd behavior associated with sleep and dreaming is somnambulism, commonly known as sleepwalking. Sleepwalkers suffer
from a malfunciion in a brain mechanism that monitors the transition from REM to non-REM sleep. Sleepwalking episcdes diminish
with age and usually cause no serious harm—ihe worst thing that could happen would be a fall down the stairs

A A Description

B. A Sequence

G J Compare/Contrast
D J Cause/Effect

E. J Problem/Solution

.“|
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What is the signal word telling you about the text structure of this paragraph?

An odd behavior associated with sleep and dreaming is somnambulism, commonly known as sleepwalking. Sleepwalkers suffer
from a malfunction in a brain mechanism that monitors the transition from REM to non-REM sleep. Sleepwalking episodes diminish
with age and usually cause no serious harm—the worst thing that could happen would be a fall down the stairs

A ? no signal word

B. ? commonly known as

c. 2 | usualy

B ? cause

=l
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What is the text structure of this paragraph?

The motives for skyjacking are as various as the people who commit the crime. Motives may be political or personal. or there may
appear to be no motive at all. Skyjackers range from well- organized groups of terrorists to lonely individuals who are mentally ill
from highly educated persons io those who are nearly illiterate, from athelsts io religious fanatics

A A Description

B. A Sequence

c J Cause/Effect

D J Compare/Contrast
E. J Problem/Solution

.“|
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The signal word telling you about the text structure of this paragraphis
The motives for skyjacking are as various as the people who commit the crime. Motives may be political or personal, or there may

appear to be no mofive at all. Skyjackers range from well- organized groups of terrorists to lonely individuals wha are mentally ill
from highly educated persons to those who are nearly illiterate. from atheisis o religious fanatics

A ? The motives for

B. ? as various as

c. ? range from

B ? nearly lliterate

=l
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Canning Food

I'm Gwen Outen with the VOA Special
English Development Report.

2

Lh

. People have always had to

. After the food has been

. The water must completely cover the

find ways to keep food safe
to eat. Methods to dry,
smoke and salt food were .
invented thousands of years ago. The process of
canning is much more recent. This storage method
keeps food safe to eat for long periods of time.

Today, canning is one of the most popular methods of
storing food.

Canning uses heat to kill bacteria and other micro-
organisms that cause poisons to form in food.
Canning also takes away the air that these organisms
need to live. One popular method of canning uses a
water bath.

. Clean fruits or vegetables are placed in glass bottles.

The food can be put into the bottles either hot or cold.
The cold method is used for soft fruits and vegetables
that could lose their shape or taste. Firmer fruits and
most vegetables are usually cooked. They take up less
space in the bottles.

placed in glass bottles, boiling
water is poured into the
bottles to about three
centimeters below the top.
Then covers are placed on
the bottles, but are not turned
all the way. The bottles are placed in a large container
filled with warm water that is then brought to a boil.

bottles, from three to five centimeters
over the top. When the water boils,
any air in the bottles will be expelled.
The boiling continues for several
minutes. Then the bottles are allowed
to cool. Finally, they are placed
briefly into cold water. This makes a §
strong barrier to keep the air out. In
other words, a vacuum is created.

. When the bottles are completely cool, notes can be

placed on them to identify what is inside. The bottles
can then be stored in a cool, dark place at a
temperature of between four and twenty-one degrees
Celsius,

. Canning allows your family to enjoy foods that might

not come fresh throughout the year. It is also a good
way to store food for six months to a year, or even
several years, in case of an emergency. It does not
cost much to continue canning every year once the
equipment has been purchased.

. You can get more information about canning food

from the group, Volunteers in Technical Assistance.
VITA is on the Internet at vita.org.

. This VOA Special English Development Report was

written by Gary Garriott. I'm Gwen Outen.

Show all questions

/10 _=

What is the author’s purpose of writing this story?

A ? history of storing food
B. ? Food storing methods
C. ? Food canning method
D. __ 7 | Beselisoffood canitg
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Text 1: Locating the main idea and suport details

Choose the best answer to each question

You have 30 mimites to complete this quiz.

Use the dictionary options f you need help with vocabulary

search dictionarv

Canuing Food

I'm Gwen Quten with the VOA Special
English Development Report.

. People have always had to find
ways to keep food safe to eat.
Methods to dry. smoke and salt
food were mvented thousands of
vears ago. The process of canning is much more recent. This
storage method keeps food safe to eat for long periods of time.
Today, canning is one of the most popular methods of storing
food.

. Canning uses heat to kill bacteria and other micro-organisms that
cause poisons to form in food. Canning also takes away the air
that these organisms need to live. One popular method of

Comprehension check

Show all questions

1/10 I
What is the main idea of section 17

A7 | Food storing
B. 7 | Carming is a new but popular method.
;7 | How people stored food in the past

E 3 I Food keeping methods thousands of vears

ago

search dictionary

Canning Food

1. People have always had to
find ways to keep food safe to
eat. Methods to dry, smoke
and salt food were invented
thousands of vears ago. The
process of canning is much
more recent. This storage
method keeps food safe to eat for long periods of
time. Today, canning is one of the most popular
methods of storing food.

. Canning uses heat to kill bacteria and other micro-
organisms that cause poisons to form in food.
Canning also takes away the air that these organisms

Show all questions

What is the author’s purpose of writing this story?
A ’Ll To tell about history of storing food
B. Li To tell about food storing methods

: ’Ll To tell about food canning method

L ? | To tell about benefits of food canning
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Text 2: Locating the main idea and support details

Choose the best answer to each question.
Use the dictionary options f you need help with vocabulary.

search dictionary questions

T —

="

[ 2"

The author of this passage mainly discusses

1. People discovered long ago how to drv meat to keep it safe for A ._! Bwito el icat
along time. This process called curing interferes with the growth
of bacteria. Curing meat is a traditional method used by many B 3 I what meat curing is
cultures. It can be done with some common chemicals. The most
common is sodium chloride -- salt c. 9 ! the benefits of curing meat

2. Some very harmful bacteria. like salmonella. can be controlled 5 . .
with low levels of salt. But other kinds of bacteria can require D 7 I how to cure meat in the past and in the
high levels of salt or high drying temperatures to control. present

3. The simplest way to cure meat is to put it into a lot of rough salt v

Comprehension check

Choose the best answer to each guestion.
Use the dictionary options if vou need help with vocabulary.

search dictionary

Based on the passage, it can be said that .

A2 I curing meat has something to do with a

1. People discovered long ago how to drv meat to keep it long journey.
safe for a long time. This process called curing
interferes with the growth of bacteria. Curing meatis a B. ? I bacteria is the most important factor in
traditional method used by many cultures. It can be done the process
with some common chemicals. The most common is
sodium chloride -- salt. c. ? I cured meat is ideal for all people

2. Some very harmful bacteria, like salmonella, can be ! . !
controlled with low levels of salt. But other kinds of D 2 I curing meat is popular in the present o
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What is the text structure of this paragraph? A sclitary, meat-eating creature who makes its home deep in the
jungles of New Guinea, the cassowary hardly seems like a bird at all. It is enormous, weighing up te 120 pounds.
Its plumage is more like hair than feathers: its song is a deep, menacing rumble: and it has l10st the capability of
flight.

Ignored: Compare/Contrast
Wreng: Cause/Effect Description Sequence ProblemsSolution
Score: O Weighting: 100 Hints: O Clues: O Checks: 4
What is the signal word telling you about the text structure of this paragraph? A sclitary. meat-eating creature
who makes its home deep in the jungles of New Guinea, the cassowary hardly seems like a bird at all. Itis

enormous, weighing up to 180 pounds. Its plumage is more like hair than feathers: its song is a deep, menacing
rumble; and it has lost the capability of flight.

Correct: seems like
Ignored: meat-eating creature more like Problem/Solution
Wrong: hardiy
Score: 75 Weighting: 100 Hints: 0 Clues: O Checks: 2

What is the text structure of this paragraph?
Ceorrect: Sequence
Ignored: Cause/Effect Description
Wrong: Compare/Contrast
Score: &8 Weighting: 100 Hints: O Clues: O Checks: 2
The signal word that tells you about the text structure of this paragraphis__ .
Correct: first second
Ignered: Story-telling both_and exept by
Score: 100 Weighting: 100 Hints: O Clues: O Checks: 1
What is the text structure of this paragraph? Although nowadays almost everyone is familiar with the term
"on-line." many people are puzzled as to exactly what it entails. Getting on-line can be a frustrating experience.

as one makes one's way through complex webs and nets of infermation. Indeed, unless one has a good teacher
or an excellent guidebook, one may become heopelessly lost in cyberspace!

Ceorrect: ProblenvSolution
lgnored: Description. Compara/Contrast Cause/Effect Sequence
Score: 100 Weighting: 100 Hints: O Clues: O Checks: 1

What is the signal word telling you about text structure of this paragraph? Although nowadays almost everyone
is familiar with the term "on-line,"” many people are puzzled as to exactly what it entails. Getting on-line can be a
frustrating experience, as one makes one's way through complex webs and nets of information. Indeed, unless
one has a good teacher or an excellent guidebook, one may become hopelessly lost in cyberspace!

Correct: unless one has a good teacher/an excellent guidebook
Ignored: familiar with as
Wrong: Although
Score: 66 Weighting: 100 Hints: 0 Clues: 0 Checks: 2
What is the text structure of this paragraph? An odd behavior associated with sleep and dreaming is
somnambulism, commonly known as sleepwalking. Sleepwalkers suffer from a malfunction in a brain mechanism

that monitors the transition from REM to non-REM sleep. Sleepwalking episodes diminish with age and usually
cause no serious harm—the worst thing that could happen would be a fall down the stairs.

Correct: Description

Ignored: Sequence Compare/Contrast Cause/Effect Problem/Solution

Score: 100 Weighting: 100 Hints: O Clues: O Checks: 1

What is the signal word telling you about the text structure of this paragraph? An odd behavior associated with
sleep and dreaming is somnambulism, commeonly known as sleepwalking. Sleepwalkers suffer from a
malfunction in a brain mechanism that monitors the transition from REM to non-REM sleep. Sleepwalking

episedes diminish with age and usually cause no serious harm—the worst thing that could happen would be a
fall down the stairs.

Correct: no signal word
Igneored: commoenly known as.cause
Wrong: usually
Score: G5 Weighting: 100 Hints: O Clues: O Checks: 2

What is the text structure of this paragraph? The motives for skyjacking are as various as the people who
commit the crime. Motives may be political or personal. or there may appear to be no motive at all. Skyjackers
range from well- organized groups of terrorists to lonely individuals who are mentally ill. from highly educated
persons to those who are nearly illiterate, from atheists to religious fanatics.

Correct: Cause/Effect
Ignered: Description Sequence Problem/Selution
Wreong: Compare/Conirast
Score: 75 Weighting: 100 Hints: O Clues: 0 Checks: 2

The signal word telling you about the text structure of this paragraph is ___. The motives for skyjacking are as
various as the people who commit the crime. Motives may be political or personal, or there may appear toc be no
motive at all. Skyjackers range from well- erganized groups of terrorists to lonely individuals who are mentally
ill, from highly educated persons to those who are nearly illiterate, from atheists to religious fanatics.

Correct: The motives for
Ignered: as various as.nearly illiterate
Wreong: range from
Score: 68 Weighting: 100 Hints: O Clues: O Checks: 2
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