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CHAPTER I
INTRODUCTION

1.1 Background of the study

With the expansion in international business, English has become the lingua
franca for people all over the world, including.engineers. More and more people study
English for purposes ranging from traveling~to.business, and from socializing to
professional work. In-addition; English s also impertantin terms of education because
it helps people gain aecess to_knowledge from all over the world. Kachru and Nelson
(2001) point out that.itis clear that English is the most widely taught, read, and spoken
language ever known.sNon-English speakers realize that learning English is useful not
only for studying cultures'buialso for receiving the benefits of international technology
and commerce. English is'taught'in countries which use English as a second language,
as an official language, or @s a foreign Iaﬁguége. Thus, many developing countries
encourage their population to study and use Engllsh including Thailand.

English has been made a compulsory subject for decades in Thailand. The
official English curriculum for students in pri_rhary_ and secondary education has been
changed several times to meet ihternational staﬁgéfaé in English. With the transition of
Thailand from an agricultural 1o an industrializé%l_’gguntry, science and technology have
become important areas of study. However, there are few English programs and
textbooks that are”designed specifically to cater to such feeds. This calls for the

development of specific English teaching programs in science and technology. Keot-

poka (1994) claims that students, teachers, and course plannérs have begun to realize
that English language’ learning and teaching-ean be done without an immersion in
literary studies, but the focus needs to be shifted to the roles of science and technology.
Because of these reasons, ESP programs, whose main purpose is to teach English to a

particular group of learners to meet their specific needs; have emerged.

1.2 Rationale
Engineering students are one such group of people who study English. They
need English as a tool to help them read academic and technical books and papers in

English and to help them communicate in various situations with colleagues, teachers,
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classmates, and individuals whose work relate to engineering. Additionally, English

is also crucial for their future careers. At present, many manufacturing companies are
fully or partly foreign owned and/or managed, so engineering students need to learn
how to use English to work with foreigners after graduation. Even when the companies
are not international companies, engineers still inevitably need English to communicate
with their colleagues, clients, and suppliers. As.engineers always need to use English to

write, read, and speak with.colleagues, customess, subcontractors, suppliers, and other

related people, it is necessary for teachers and. course-planners to design effective
English courses to help-enginecring students meet the needs of the industrial sector.

One of the objeetives.of the current national education plan (2002-2016) focuses
on effective human development, especially workers in the field of science and
technology. It aimsto epable'workers to be skillful and knowledgeable in their work in
order to compete with counterparts in foréign countries. As a state university, King
Mongkut’s University of Technology, North Bangkok (KMUTNB) has a responsibility
to teach science and'technology students, especially engineering students. One of the
policies of the university is to enable students "t'-o meet the needs of private sector,
engineers, scientists, and employers (KMUTNTIHB'; 2005). Thus, it is imperative that the
needs of those employers and stakeholders be f'maidé known in order to design courses
which will enable students to. fulfill their profe_ssjonal requirements once they have
graduated. |

According+to the 2001 policy of the Higher Education Commission, Ministry of
Education, all undergraduate students have to study English-and complete at least 12
credits before graduation: two fundamental English courses and the other two English
elective courses. The Eanguage Department, Faculty of Applied Arts at KMUTNB, has
developedscourses to serve the/requirements of the Ministry of Education. One of the
elective courses s English for Engineers course (a specific purpose course), which was
first launched in 2002. The course was revised in 2008;and one of the agreements after
the revision was 'to, develop more English for specific purpose ‘courses for engineering
students to better serve their needs, since there have been only a few courses
particularly designed for them. The development should expand from the existing
course, English for engineers, by dividing it into English for Engineers I and II.
Moreover, the content of the course must focus more on all four language skills and also

based on the needs of engineering students, professional engineers, employers, the
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policy of KMUTNB, and the policy of the national educational plan. Therefore,

developing English courses for engineering students which focus on different language
skills need to be undertaken.

The language needs for engineers have been investigated in several other
countries. Silyn-Roberts (1997 cited in Silyn-Roberts, 1998) investigated the specific
professional workplace environment defined by the great majority of his engineer
participants. He reports that on average enginecis spent between 30% and 95% of their
time on writing. He also adds that professional engineers at all levels of experience
noticed that they now. spent'more-timne on writing. In addition, he points out that many
engineers at all levelswof experience reflected that when they were undergraduate
engineering students, they had not realized that engineers spent so much of their
professional life writing (Stlyn-Roberts, 1998). According to Silyn-Roberts, writing is
one of the most required language skills fi)drlengineers. This means that engineering
students should also learn 0 write well i"r] order to work effectively in the future.
Similarly, Beer (2005) argues that over 40°/:>:-Qf the working time of engineers is spent
on writing, and ranks the ability to write as the most important skill in engineers’
success. Further, Ostheimer and \White (2005)4“*who explored a portfolio assessment for
American engineering colleges; cite the results of’studles done by the Department of
Electronic and Computer Engmeermg (ECE) at the University of Arizona which
showed that engineering firms, as well as ECE graduates ranked writing as the most
important skill I determining-—engineers’—sucecess=—However, .the studies of Silyn-
Roberts and the ECE were conducted in a context where English was used as the native
language. Whether ithe needs of Thai engineers are similar or different still needs
further investigation.

Wattanasakulpusakorn (1996) examined the ability‘of the engineering students
at Rajamangala “Institute “of Technelogy 'to “use” technical English oy developing a
standardized test to evaluate the stidents’ abilities... The results revealed that the
undergraduate engineering students had-limitet: writing ability because 17€ engineering

students (71.6%) from the total sample of 250 ‘could not pass the writing exam. This

study showed that the writing ability of many, if not, most engineering students could
not meet the standard, although writing is an important and required language skill in

the engineering profession.
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In another study conducted in Thailand, Jiranapakul (1996) analyzed the needs

among various fields of operational and managerial engineers in order to shed light on
the kinds of language skills and contents that were needed most in actual working
situations. It was found that reading and listening were highly needed for operational
engineers (mean = 2.6), while writing was almost equally needed (mean = 2.5). In
addition, listening and writing were needed by managerial engineers (mean = 2.7 and
2.6, respectively). Also, mest of the engineersagreed.ihat most Thai universities do not
prepare engineering students well enough in both oral and written English. New
engineers do not have.adequate-language ability to be able to perform job-related
activities. Moreover, the study also suggested that English core courses should be
developed for first- andssecond- vear students to make students more confident. For
third- and fourth-+year students, English elective courses should be provided. The
context should be based onactivities in real i/y(n)rking situations.

From the work of Jiranapakul and V!Va%tanasakulpusakorn, it can be concluded
that writing is an essential languageskill uf(_)r engineering work. Additionally, these
writers have shown that/Thai engineering students’ writing competence does not meet
the required standard since most of the subjec’ts’!.oac their studies were not able to pass the
writing exam (Wattanasakulpusakorn, 1996)‘.' It 'is therefore possible that these
engineering students may face problems in theﬂi?_fytur_re careers when they have to write.
Thus, it is imperative that English writing courses for undergraduate engineering
students be developed:-—Beiore-doing-so;-a-needs-analysis=0f engineering students,
professional engineers, and ESP teachers need to be carried out as the first stage of a
course design. One of the reasons why the findings of the aforementioned studies could
not be used is that they have already been outdated after a decade has passed. Possibly,
the needed. language skills may have changed-due.to various factors such as advances in
global communication and-technological advancement.

To gather more up-to-date (data that are more insightful and accurate, the
researcher of the present study needs te initially find out*what kind of lagguage skills
are needed most for engineering work. “In"2007, the researcher undertook a preliminary
survey on the most required language skill for engineers among 15 engineers from
different industrial fields: fuel, cement, automotive parts, construction, and electronics,
following the criteria of the Federation of Thai Industries (FTI). These engineers also

worked in different areas in Thailand. The survey was done by phone interviews due to



5
the long distances involved. The results revealed that 80% of the engineers (11

subjects) used writing most in their work (writing e-mails, reports, agendas etc.), while
0.13% of them (two subjects) used both writing and reading equally. Another 0.13% of
them (two subjects) used both speaking and writing equally as well. According to the
survey results, it can be concluded that these engineers saw writing as the most
important language skill in their line of work. la addition, they also mentioned that they
were not aware before graduation that they had.t0 spend quite a long time on writing
each working day. This Is similar to what Silyn-Roberts (1998) and the ECE reported
in their studies. Thai engineers.who were interviewed in.the preliminary survey also
pointed out that it was difficulisforthem to write at the beginning of their career because
they were not trained with specific skills that were needed in their line of work such as
writing e-mail memos and complaint letters, etc. There were no writing courses related
to such contents. As thesresults of the r;qsnearcher’s survey confirmed the findings
reported in studies conducted both.in Thailapd and abroad, it helps confirm the need to
develop an English awriting course io serv“ev_the needs of undergraduate engineering
students at KMUTNB in‘order to enable them to work more effectively in the future.

Designing a course and a curriculum is‘an important educational task. It is done
before deciding on the appropriate teaching fnéthbds. There are various patterns of
course or curriculum design such as subject-ﬂc;ﬁ_ter_e_d design, learner-centered design,
and problem-based design. Choosing an apbrb—priate one depends on the course
objectives as expldined-in-the-course-deseripiion=Dhumrong-Blasri (2542) claims that
teaching and learning will be successful if both students and teachers have suitable
guidelines. The guidelines in this case are course outlines.. Thus, deciding to use a
particular course design pattern is an important step in helping learners to achieve their
goals. Possibly, a course can fail if'it is designed without an appropriate course design
pattern. Selecting an-apprepriate course design can help-teachers narrow the scope, the
content, and the sequence of the course. Only after that can a suitable teaghing method
be selacted and-adepted.

With respect to the ESP course development under whichrthis present course is
included, course designs have been developed for various groups of students in
Thailand. For example, Vasavakul (2006) designed a specific speaking course for bank
officers. Meksophawannagul and Hirunburana (2005) also developed a course to serve

bank officers in the form of web-based e-learning. Supatakulrat and Wasanasomsithi
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(2005) developed a course to teach engineers in Saraburi province for 20 sessions with

a focus on their workplace contexts, namely in a cement company. In addition,
Tubtimtong (1994) developed an English course for graduate science and technology
students at Chulalongkorn University. These courses were developed based on different
approaches or patterns of course design such as the communicative approach,
competency-based approach, and context-based'approach. This is because each course
design approach serves different contexts and puiposgs of learning and teaching. Thus,
it is necessary to find a course design approach wWhich best suit engineering students’
contexts and needs.

The Genre Based Appioeach

In recent years, there /have been extensive discussions about using the genre-
based approach (GBA) toteach writing. Also, the genre-based approach or genre-based
instruction can be an‘alternative framework nfor course development, especially for a
writing course (Hyland, 2003p).« In 199!6, “Jiranapakul reported that the writing
requirements of most of the engineers in Tha_liland seem similar to the requirement of
those in the field of business, including reports, memorandums, minutes, agendas, and
business letters, each of which hasitheir oWn"ispecific writing patterns and linguistic
features. Itis in this respect that the GBA is worth éxploring.

In one of the definitions of the GBA,ni?_r_efer_rs to teaching students how to use
language patternsito accomplish coherent and piJrEosefuI prose (Hyland, 2003a). That
is, the GBA helps siugenis-understand-how-ihe-targei-iexis-are- Crganized and why they
are written in the ways they are. Also, the GBA emphasizes_the relationship between
the text and its context. Thus, It provides systematic explanations of how written or
spoken texts are organized in different social and cultural contexts (Kongpetch, 2006).
Importantly; its key.concept, as/well as textsand their rhetorical structure, is understood
to have specific 'social functions, namely the ‘realization-of meaning through grammar
choices, which can be implementedgin English writing lessons designed specially for
engineering students. ‘According to the characteristics of 'the ‘GBA and. the writing
requirement of‘engineers, it seems that the GBA is a suitable method in teaching writing
that should be employed in this present study.

To be clearer, it is necessary to understand what genre is and what the

characteristics of the genre-based approach are.
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Many scholars have offered definitions of genre. In the field of literary studies,

the term *genre’ has long been used to categorize the different kinds of writing or text
types such as novels, short stories, and science fiction (Gee, 1997 cited in Kongpetch,
2007). In the field of ESP work, genre is defined as a class of communicative event,
such as a seminar presentation, a university lecture, or an academic essay (Paltridege,
2004). Genre has also been defined in the systematic functional genre view (SFL genre
or Sydney school genre). - This aspect is proposed by Martin, Christie, and Rothery
(2001) as follows:

Genres are referredto as secial processes, because members of a culture interact
with each other to_aehieve them; as goal-oriented, because they have evolved to
get things done; and.«as staged, because it usually takes more than one step for
participants to aehieve their goals. (Martin and Rothery, 1980-1981 cited in
Painter, 2001:167)
According to the aferementioned defidnition, this means that genre focuses on the
way people achieve theig'social purpose, which they usually do in more way than one.
Bhatia, whose work focuses more o“n-_ESP and genre analysis of texts such as
sales promotion letters and job application letters, explains genre based on the aspect of
"

ESP genre in the following description: ‘i

Taking genre, after Swales (1981,1990), itis'a recognizable communicative
event characterized by a setof communicative purpose(s) identified and
mutually understood . by the members of .the professional or academic
community, in-which it regularly occurs. Most often it is highly structured and
conventignalized, with constraints on allowable contributions in terms of their
intent, positioning, form, and functional value. These constraints, however, are
often exploited by the expert members of the discourse community to achieve
private intentions within the framework of socially recagnized purpose(s).
(Bhatia, 1993a: 134)
For.Bhatia, it seems that each genre_iS.a.successful.achievement of a specific
communicative purpose using caonventionalized knowledge of linguistic and discursive
resources Which are imposed by the, writer who is a member of the professional or
academic.eammunity. This present.study is going,te followsBhatia’s view.regarding
definition of the ESP genre hecause the present study focused an.an English course for
engineering students whose required contents are related to the English for professional
purposes area which is under the category of English for Specific Purposes (ESP).
Furthermore, the contents of the present course were relevant to the communicative

events characterized by a set of communicative purposes, and identified by engineers
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who were members of engineering community. Also, the communicative events or the

contents of the present course are structured and conventionalized according to the
constraints by engineers in the community. Bhatia also offers some suggestions of how
to teach using genre analysis by giving explanations and examples of genre-based
grammatical explanations in ESP, genre-based language curricula, text-task
relationships in English for legal purposes, genre-based ESP materials, and genre
analyses and assessments... According to seme  suggestions from Bhatia, they are
suitable to employ to this present course because they can be guidelines on designing
materials and activities,-@desioning course, creating teaehing procedures, doing genre
analysis, and creating assessment eriteria.

The characterisiic of the  GBA \is another Important concept that needs
clarification. GBA' refers 10 teaching Iea_mers how to use language patterns to
accomplish coherent and purposeful prose. This means that writing does not mean only
to write but it refers toswriting something to achieve specific purposes, for example,
writing to request doetiment or to complainnoise poliution (Hyland, 2003a). Also, the
GBA emphasizes the relation ‘between text and its context. Thus, it provides a
systematic way to undersiand how-written 'or":‘spoken texts are organized in different
social and cultural contexts (Kongpetch, 2006) Ihportantly, the focal point, which is
the notion of text (rhetorical structure) and |ts is_pec_:ific social function, is applied to
writing for specific purposes in specific forms (realization yof structures through
grammar choices)--Aeccording-to-the-atorementioned-eharacieristics of GBA, it seems
that GBA differs from other EFL approaches in that it takes into account language at the
level of whole text.and clause, as well as sentence (Derewianka, 1990).

Based on the above characteristics of GBA, what teachers need to do to teach
writing with the GBA is to ‘identify the kinds of/texts and their eemponents (genre
analysis) that students'will*have to write 'in their target oecupational, academic, or social
contexts and to organize their courses'to meet such needs. Techniques in genre analysis
will'oeexplained in‘maore detail in the literature review section.

There are several reasons that make the” GBA "a 'very useful” approach to
designing a writing course. First of all, the GBA is explicit. This means that the GBA
offers writers an explicit understanding of how target texts are structured and why they
are written in the ways they are. This idea helps teachers to bridge the gap in students

cultural, social, and linguistic background to help them to write effectively English for
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English audiences (Hyland, 2007b; Kongpetch, 2007; Hammond and Mackin-

Horarick, 1999 cited in Paltridge, 2004; Wennerstrom, 2006).

Secondly, the GBA systematically addresses texts and contexts. That is, a genre
orientation involves both discourse and context aspects of language use. These may be
neglected when attending only to structure or processes. This reason is important
because in order to create a well-formed and effective text, usually students need to
know how such texts are erganized and which grammar patterns are typically used to
express meaning in specific genre. Morgover, learners also need to become aware of
the social purposes of dext types and situations for language use to be appropriate
(Hyland, 2007a; Wenngistromg2006; Paltridge, 2004).

Thirdly, the GBA'IS based on the needs of the writer. This is important because
the GBA offers a way to.determine the. contents and organization of a course based on
the students’ needs. #These needs can be heneds in the future after graduation. This
means that the GBA .may help student‘s\! to. find learning more meaningful and
motivating, and to pay more attention io insfrqction and practice. In doing so, they may
become more successfuliat writing (Hyland, 2007a; Gee, 1997 cited in Paltridge, 2004).

The fourth reason for using the GBA is'that it is supportive. This is because the
GBA provides support to writgrs as-they gradda]l'y develop control of a genre. The
GBA is underpinned by Vygotsky s ideas of inrj,ité[aqt_ive collaboration between teachers
and students whieh is commonly known as ‘séaﬁ‘olding.’ Based on the concept of
scaffolding, studefis-graduatly-move-toward-tneir-poiential-leVel of performance and
develop the confidence to do independent writing. Teachers help by guiding students to
move step by step. (Srirattanakul, 1997; Gee, 1997 cited in Paltridge, 2004; Hyland
2007a).

The fifth reason is the!GBA Is empowering.  This is because GBA helps learners
gain admission to'particular discourse' communities, to operate‘successfully in them, and
to develop an informed creativity in gsing these discourses (Hyland, 2007a). sThe study
of such target‘texts enhances-learners’ abilities-to manage ‘the appropriaté«inguistic and
rhetorical toolsto gain accessto the powerful genres of‘'mainstream culture.” It'does this
by revealing why writers use certain linguistic and rhetorical choices.

The sixth reason is the GBA facilitates critical understanding. Clearly, genre
approaches also have the potential to lead students to reflect on and critique the ways

that knowledge and information are organized and constructed in written words
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(Hammond and Mackin-Horarick, 1997 cited in Paltrideg, 2004; Wonnerstrom, 2006;

Hyland, 2007a). This is good for them because the GBA sheds light on various methods
or strategies people use in order to be successful in their composition of a text.

The seventh reason is the GBA improves students’ writing skill. According to
Kongpech (2007), knowledge about genre helps EFL students develop their writing
skills such as using appropriate generic structure and grammar. In particular, it helps
them achieve their communicative purposes moire sysiematically and effectively. This
conclusion comes from the results of studies carried out by Dang (2002) and Kongpech
(2003) which found thaisstudents-who studied how to werite based on the genre-based
approach were able toswritestexts that resembled suceessful discussion models of
argumentative writing. _Fheiptexts showed good control of the generic structure of the
discussion, consisting ofa thesis statement, arguments, and recommendation. In
addition, they wereable ito effectively QSé language features (e.g. nouns, verbs,
conjunctions, etc.) relevant to the genre.

Finally, the GBA assists in teacher development. That is because when teachers
teach through the GBA, they also heed to consider how a text actually works to
communicate its message. - Teachers need toméategorize the texts they ask students to
write, consider how these texts are similar to 'eacjh_‘.-‘other or different from each other,
identify purposes they serve for WrIters, analyig the forms that structure them, and
understand the context they are used in. With all these in mind, teachers can do well in
designing activitics;-maierials;-and-exercises-sutiable-tor-ihe-Students and to provide
informed feedback in,writing (Hyland, 2007a; Kongpech, 2007).

Not surprisingly, several researchers have attempted to employ and subsequently
determine the effectiveness of the GBA with various groups of students and in various
contexts.’ .However, work in this area is still'rare. /As imentioned earhier, the important
point in using the GBA is that teachers and students need'to learn to analyze text types,
that is, analyze genres. Therefore, miost of the studies.in this area are based on genre
analysis, focusiig on dnalyzing ‘cifferent Kinds of texts soas to highlight.ihe structures
and content'organization of various genres. For example, Bhatia(1993a) analyzed job
applications composed by South Asians. Nuch-Ngon (1990 cited in Hirunburana, 1996)
analyzed sales promotional letters written by Thai employees and discovered the pattern
of obligation and option in the business letter. Finally, Flowerdew and Wan (2006)

explored the specific discourse community of tax accountants in Hong Kong.
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Another aspect of genre analysis research is based on ESP instruction. It is

noteworthy that there are only a few studies on this aspect. For instance, Henry and
Roseberry (1998) examined how genre-based instruction and materials improved
learners’ capacity to produce effective tokens of the genre of tourist brochures. Three
measures (motivation, move, and texture) were used as the criteria to evaluate students’
improvement in achieving the communicative goals of the genre, in generating the
allowable move structure, and In text texture. ~The.study was undertaken with two
groups of students: genre and non-genrgigroups. It was found that the GBA helped
learners with better texturesin their writing and in achieving. their communicative goals.
However, there was nosstatisiically significant improvement in the move structure of
their texts. Unfortunately; theiresearcher did not explain what could be the reasons for
this. Moreover, itwas also revealed that students enjoyed writing with the GBA and as
such it can be said that It helped to increase th(;. maotivation to write.

A more recent study wasidone by Par]g (2002). A writing-strategy questionnaire
and an assessment form were employed. to siu_dy the impact of genre-based teaching on
undergraduate students’‘writing of* film reviews. Pang collected information on two
issues, namely, context awareness:and textual analysis. The results showed that the
contextual awareness building ‘and textual anualy"sri_"s activities in class yielded almost
equal results in the quality of the students’ wri;i}\é_s."_ )

These studies all highlight how learners at different levels respond to the ESP
genre-based approaeh==However;-the-GBAris-alse-usefui-iorgentral English writing
courses. Udomyamokkul (2004) investigated whether the use of the GBA, including
explicit instruction_of rhetorical patterns of English argument discourse was effective in
helping students gain gontrol of academic argumentative genre in comparison with the
effects of controlled treatment, which focuses-mare on teaching of: the writing process.
His subjects ‘were=55 ‘non-randemized” Li-Thai" undergraduates “enrolled in an
Argumentation Academic Writing coeurse at Suranareg.University of Technology. The
results showeg, that' the group ~which: was irained with /the “genre:based ‘approach
outperformed the control “group with significantly ‘higher ‘gain“scores awarded on the
first draft development and organization of claims. However, given the opportunities
for multiple drafting, revising, and editing, both groups were equivalent in their final-
draft performance. It was also found that the GBA had positive effects on the

development of the students’ attitudes toward English writing.
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Kongpech (2006) also adopted the GBA in an exposition writing class at

Khon Kaen University. Her research sheds light on the impact of the GBA on students’
writing and the implications of applying it in other Thai educational contexts. Based on
the results of her study, she concluded that the GBA has a significant impact on
students” writing. This is because analyses of students’ final drafts showed that their
control of generic structure conformed to that whigh is typical of the exposition (thesis
statement, preview, argument, and conclusion)..~Maogeover, it was found that writing
through the GBA provided positive feedback since students felt their writing experience
was worthwhile and as.a-wresult they developed a healthy attitude toward the program.
In brief, the program enmabledsthem to learn not only how to write but also to write
better, including to like writing more as well.

From the previously discussed studies of the GBA, it can be concluded that the
GBA is very useful since/it helps studen'[;g nlearn to write both in ESP courses and
general English coursess Students.are succe§sfu| in learning to write and enjoy writing
through the GBA. This confirms thatithe GBA is a valuable method to teach writing.

In the Thai context, it seems that the GBA is a suitable teaching approach for
teaching writing to most Thai learners who Use English as a foreign language. As
English is not their first or second Ianguage,n"mds_"t-' of them study English only three
hours a week and have few opportunities to qs;_l_in_glish after class, especially learners
who live in rural-areas where it is difficult to access to English. laaddition, English is
taught as a separate-subjeci-rather-ihan-being-used-as-the-medium of communication.
That is, although most Thai learners have studied English for about 12 years as a
compulsory course_in school, their English language ability still does not compare well
with other Asian students. Komin (1998) claims that the English proficiency of Thai
students, ‘even.at the tertiary level,is always‘lessithan satisfactory.: Similarly, Prapphal
(2001) states that the" majority of‘the students who take Chulalongkorn University’s
English Proficiency Test (CU-TEP)€annot meet the standard required tosstudy at the
graduate ‘level.at Chulaongkarn-University: Thus, it can; be inferred that most Thai
learners are beginning or intermediate language” learners "'who are likely™to have
difficulties in writing English. These difficulties include choosing appropriate
vocabulary, organizing the structure, and using correct grammar (Kongpech, 2006).

Many scholars argue that teaching writing through the GBA fits the beginner

and intermediate language learners more than advanced learners since learning to write
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based on the GBA makes beginner and intermediate learners more confident (Kay

and Dudley Evan, 1998; Kim, 2007). This is because they can use the model texts as
reference for any kind of genre. Moreover, many scholars mention that one of the
problems in the writing of students from ESL and EFL countries is inadequate
understanding of how texts are organized (Hyland, 1990; Mckay, 1993 cited in
Kongpech, 2006; Kim, 2007). It seems that the GBA can fill this gap since one
important principle of teaching writing through .ihe GBA is emphasizing the
organization of genres. Also, as a result of emphasis the lessons on the social context
and the linguistic features+in each-written text learners-become aware of why texts are
composed the way theyware. Fhis helps learners use appropriate language in terms of
grammar, structures, and sogial contexts, which leads to successful communication.
Finally, learning writingsthrough the GBA fosters learners™ eritical skills since the
learners are asked t@ analyze the text’s Exjrgn]anization and the writer’s composition
strategies. Critical skills arg important sihqe they have been identified as one of the
educational goals insthe foreign language “Ie_arning strand In Thailand’s fundamental
educational curriculum (Wongchalard, 2004). Critical skills are important because they
enable learners to analyze the.cause of'.ﬁroblems and find effective solutions
(Wongchareunsuk, 2001)." It can:-therefore be éaid-{hat employing the GBA in the Thai
context is an effective method to teach writing ;ﬁge"_ghe characteristics of the GBA can
fill the existing gaps in teaching writing in the Thai context. It enhances critical skills,
promotes more Cofftdence-in-wriiing;-and-helps-tearners-to-use appropriate language, as
well as including understanding the organization of texts.

Despite the fact that there are several advantages to using the GBA in writing
instruction, there are .a few drawbacks to the GBA, as highlighted by Widdowson
(1983) and Sawyer and/Watson (1987'cited-n Hiranburana, 1996);-for instance. The
first concern is that'genre ‘analysis focuses‘only on the ‘product. “Passibly, students will
only learn to remember the letter patterns, for .example, and ignore, the real
cammunicatiofi, procedures ‘behind them.  In bther words; with-the” GBA;, learners are
not empowered to create their own writing using language Suitable to the reader-outside
class but are taught to copy the writing patterns they have learned and memorized,
Widdowson (1983) points out:



14
The danger of such analysis is that in revealing typical textualisations, it
might lead us to suppose that form-function correlations are fixed and can be
learned as formulae, and so to minimize the importance of the procedural aspect
of language use and learning.
(Widdowson, 1983: 102)

Besides, Emilia (2005) and Raimes (1991) expressed a similar concern about the
danger of formulaic patterns. It is also possible that the GBA may bring about a
constriction of students’ learning and thinking process (Sawyer & Watson, 1987 cited in
Hiranburana, 1996). To eepe with this drawback, Hyland (2002) suggests that instead
of modeling the practices of experts, it Would be more beneficial to offer students a
guiding framework for preducing texts by raising their awareness of the connection
among forms, purposes, and participants’ ”roles in specific social contexts. In contrast,
Udomyamokkul (2004) and Kay and Dud!ey-Evans (1998) argue that it might not be
easy for students to avoid exgessive repetiﬁon of key lexical phrases or sentences
presented in the sample texts because of Iéclg_of knowledge and skills of using the
language to talk about texts. Students have~’tp understand that the model texts are just
possible patterns that make up the genre, not set.patterns of form, and students should
be exposed to more varied patterns of Ianguag_g i_nput. When they understand this, then
they should be able to create their own writing based on the context, not just copy the
writing model. For them, despitethe drawbacks, ge-hre provides a useful framework for
language learning in the classfoom: o

Another.drawback of the GBA comes from-its-own-theary which focuses on the
known purposes-of social situations or control by social norms. In fact, authentic
communication interactants do not rely only on prior Knowledge or conventions, but can
also draw on negotiation of meanings with others, overtly and covertly, to attain their
goals. This means.that normally communication ,is not,strict but dynamic in nature
(Breen et al, 1980 cited in-Hiranburana, 1996). It seems that the GBA does not touch
on this procedural or interactive aspect of communication which is the most important
aspectrof language use (Hiranburana; 1996) .. Thusystudents may: not-understand clearly
how to'communicate, and thereforesthe goal of communication may not'be sufficiently
achieved.

Due to these drawbacks, teachers must be careful when designing tasks,
materials, and activities based on the GBA. Also, flexibility is required. This is to

minimize the weaknesses of the GBA. For example, teachers should provide two-way
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communication as writing prompts to help students see the clear target situations (e.g.

communicative goals, the audience’s socio-cultural identity and needs, etc.). This is
because students would be able to see the dynamic aspect of discourse processing and
what elements should be taken into consideration in order to be successful in
communication. In addition, designing activities or exercises that provide opportunities
for students to think, plan, and write by themsglves are important since these activities
help students do not only stick to the writing patterns.

In brief, it is clear that designing an English writing course for engineering
students is necessary, andsthe GBA offers a suitable framework for the proposed course
because it has advantages'in termsof effective writing instruction. Furthermore, there is
ample research confirming that the GBA is at least workable, if not ideal, for ESP
writing courses. Researgh has also revealed that students enjoy writing through the
GBA. They learn critical skills, gain moti§_/§:[ion to write, and have positive feedback
through studying with ithe GBA. - Thus, 'qeveloping an English writing course for
undergraduate engingering students using thé‘GBA as the underlying principle may be a
valuable and useful conduct. OF eourse, th’e’ff"efféctiveness of the course will to be
determined through various Instruments such‘jaé the results of the achievement tests and
the findings from attitude questionnaires. #. iz{.ﬂ

This present course is different from OET_:_# courses previously designed in other
studies for two reasons. Firét of all, the course i's- -d'esigned based on the concept of the
ESP genre, while mesit-of-the-courses-in-oiner-siuaies-were-aesigried based on the SFL
genre (Sydney school genre). Secondly, in the Thai context, most of the GBA English
writing courses are designed for the general academic English writing courses, while
this present course is<developed for engineering students as an English writing for

specific purposes course:
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1.3 Research questions

The study aimed to answer the following research questions:

1. What English writing skills are needed by operational and managerial engineers?

2. How can an English writing course based on the GBA be developed to enhance
the English writing achievement of undergraduate engineering students?

3. What is the effectiveness of the English writing course for engineers developed
based on the GBA?

4. What are the attitudes.of the students toward.an-English writing course developed
based on the GBA?

1.4 Objectives of the study

The objectives of the study,are as foIidWs:

1. To investigate the needs of English Writi_,ng skills of operational and managerial
engineers

2. To develop an English writing course based on the GBA for engineering
students to enhance English writing achievement of undergraduate engineering
students aed f4

3. To evaluate the effectiveness of the English ;/vriting course developed based on
the GBA YT

4. To explere.the engineering students” attitudes toward the English writing course
developedbased on the GBA

1.5 Statements of the hypothesis

Based ion laniextensive: review: of literature (Henry and Roseberry, 1998; Pang,
2002; Udomyamokkul, 2004; Emilia,; 2005 and Kongpech, 2007, ta naime just a few), it
can be concluded that teaching English based on the genre-based approach helps
increase learning achievement. <. Also, ‘the learners have ‘positive attitudes toward the
writing ‘course-developed‘based on the*genre-based approach. Fhus, the*hypotheses of
this study are as follows:

1. The writing achievement scores in the post-test of the engineering students
who are taught with the GBA course will be significantly higher than those obtained in

the pre-test.
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2. The results of the end-of-the-course questionnaire survey will be greater

than 3.50 which indicate positive attitudes of the students toward the overall course at

the end of the course implementation.

1.6 Scope of the study

This present study was quasi-experimental research with the one-group pre-test
and post-test design. It aimed at investigating-theseffectiveness of an English writing
course for engineers developed based on'the GBA. The study samples were composed
of 25 undergraduate engineering siudents who have passed the compulsory fundamental
courses, namely English'| and English 11, and were enrolled in the English for Engineers
course in the first semester of the academic year 2009 at KMUTNB. Data from the main
study were gathered by‘using the pre-test and post-test, a semi-structured interview
protocol, and student logs. Descriptive statistics of percentage, mean, and standard
deviation, as well as dependent t-test, were used to analyze quantitative data, while
content analysis and Categorization were used 'tq ap_alyze qualitative data.

]

-i.ldr—

1.7 Limitation of study 7l

The present study employed a one-gr’ﬁub .-Jpre-test post-test design, which is
considered a rather weak because uncontrolled'if'dr*'threats to internal validity exist and
may explain the finding of the post-test, including history, Jnsirument decay, data
collector bias, attiitides of subjects, etc. In addition, the subjects.of the study consisted
of an intact group of 25 KMUTNB engineering students, so it was considered a rather

small sample size.

1.8 Definition of terms

Genres

Bhatia«(1993a) «defines" theterm *“genre” asirecognizable communitative events
characterized by'a set of comimunicative purpose identified and ‘mutually‘anderstood by
the members of the professional or academic community in which a genre regularly
occurs. Most often, genres are highly structured and conventionalized with constraints
on allowable contributions in terms of their intent, positioning, form, and functional

value. These constraints, however, are often exploited by the expert members of the
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discourse community to achieve private intentions within the framework of socially

recognized purpose(s). In this study, genre is seen as a recognizable and recurring
written pattern that meets the various communication needs and purposes of members
of the engineering community. Its conventional linguistic and rhetorical features reflect
the functions, purposes, contexts, and sociolinguistic knowledge of the engineering
community that produce them. These contextual and cultural constraints are recognized
by members of the engineering community.

Genre-based approach

A Genre-based approach (GBA) Is a method to-ieach writing. It is concerned
with what learners do when they write as well as teaching learners how to use language
patterns to compose coherent,purpeseful prose (Hyland, 2003a). According to Kay and
Dudley-Evans (1998), teaching through the GBA emphasizes three parts. First of all,
the emphasis is on making the learners a\i\ga{re of the structure and purpose of texts
belonging to differents genres; the IingUi!stic features, appropriate sociolinguistic
knowledge according to the relationship betw_een readers and writers, and empowering
students in writing with/using strategies necessary to replicate these linguistic features
in their own production. = Secondly, a gen’nﬁi Jbased approach requires using genre
analysis results and giving prominence to génfe”s‘i.—‘in teaching/learning. In addition,
understanding texts not only. as linguistic te;i_qre_s_ but also as socially meaningful
constructs and balancing the mastery of textual forms with the understanding of the
process by which they-are-compesed-are-fundamentiai-io-ihe-genre based approach. In
this study, the genre based approach is defined as a method ta_teach writing; it focuses
on making students aware of the purposes of written texts, linguistic features,
relationship between the linguistic features and the purpose of each move, organization
of genres, sociolinguistic’knowledge, and writing 'strategies:” Maoreover, the content of a
genre-based course ‘is‘derived from-the results‘of the genre analysis of'a specific set of
writing.

Englistiwriting-course developed based on the genre-based appioach

The English writing course In this'study is a course whose teaching approach is
the genre-based approach. In this study, the course is offered by KMUTNB as an
elective course. It consists of about 17 sessions in a three-credit elective course with
three hours per session. Twelve out of 17 sessions were developed based on the genre-

based approach. The lessons were created based on the teaching and learning cycle
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(Feez, 2002) and the genre analysis concept (Swales, 1991; Bhatia, 1993a), while the

materials and exercises were developed based on actual working situations of engineers
and samples of their written work which were received from the stage of needs analysis.
The content of the course covered three types of genres: request e-mails, enquiry e-
mails, and reports. The content was derived from the needs analysis results. In
addition, appropriateness according to the social contexts of engineers was also required
in the course. This was because the resulis from.the needs analysis showed that
engineers paid attention to this when they were writing to readers. Therefore, various
social contexts and situations were provided the written-assignments. In the remaining
five sessions of the couise, thesfirst two weeks were used for introduction to the course
and pre-test, where as the other three weeks were reserved for the mid-term exam, post-
test, and report writing test.

English writing skills 7

English writing skills refer io knowlewdge' and ability to write any kind of written
text in English consisting of ‘command of English grammar, strategic competence,
sociolinguistic knowledge, and discourse competence (Rebecca and Oxford, 1992). To
be more exact, in this study, it refers to the't:équired genres for working situations of
operational and managerial engineers (target "‘Iarig;uage use and language use tasks),
knowledge and ability necessary to. produce: Wr_iti’n_g in various genres based on the
target language use and language use tasks. This includes the ability to write required
genres with approprtaie-grammar-patiern-(organizaiton-oi=gerres), linguistic features,
sociolinguistic knowledge, etc. English writing skills data were derived from the needs
analysis. Details of the English writing skills are essential because they were utilized as
content, activities, and.exercises in the course lessons.

Writing achievement

Writing achievement refers—to "writing ability=of engineering students after
attending the English writing courses. To be more exact, in this study, writing
achievement ftefers to ~the ~engineering students’ ability to write ‘reguired genres
appropriately in engineering social contexts after attending the cotrse as specified in the
objectives of the course. It was measured by comparing a pre-test score and a post-test
score after the test. T-test was employed in order to evaluate the significance of the
differences between the pre-test and post-test scores, while effect size was utilized to

determine whether the magnitude of the difference was large or medium.
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Engineering students

Engineering students were students who were enrolled in the English for
Engineers course at KMUTNB. The students consisted of both males and females and
came from different majors, namely, mechanical, chemical, industrial, production, civil,
and electrical engineering departments. They were second, third, fourth, fifth, and
sixth-year students who had already passed the fundamental level English courses,
English I and Il, which focused on integrated language skills. Their level of English
proficiency on average was pre-intermediate.

Engineers

Engineers are personsstrained in any branch of the profession of engineering
(Collins English Dictionary, 2003). Engineering is the profession of applying scientific
principles to the~design; construct, and mraintenance of engines, cars, machines,
buildings, bridges, reads, electrical machiheé and communication systems, chemical
plants and machinery, aircraft, etc. (Collinsw English Dictionary, 2003). In this study,
two groups of engineers were the.subjects in the needs analysis phase, namely,
operational and managerial engineers. .

Operational engineers are enginee'rs":\who have graduated with a B.Sc. in
Engineering from the Faculty’ 0f Engineering at éﬂ.—Thai or foreign tertiary institution.
They can work in any field of engineering suc;h ég m_echanical and industrial engineers,
but they must be'working for at least one year to be included.in ihe category. One year
of experience iS cOnsidered-sufficieni-for-an-engineer-io-understand the nature of their
work and to have gained some insights into the types of communication required in
their profession. They may work in any department but not in.administrative positions.

Managerial engineers are senior .engineers who supervise operational
engineers... They aré engineers whao have graduated with at least’a B/S¢. in Engineering
from the Faculty of ‘Engineering of ‘a=Thai or foreign tertiary institution: They have been
in the profession for at least five yearS. This is because. five years of experience is long
enough for thei to understand and use“of English in‘the work of enginees,such as in e-
mails, i reports, and ‘in "meetings. Their responsibility are"mainly for planning and
managing the organization’s operations. Moreover, five years is also long enough to
move up from the operational position. What makes managerial engineers different
from operational engineers is that they work as the supervisors of operational engineers.

They therefore have a clear understanding of the writing skills they want from
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operational engineers and the writing problems operational engineers may have.

Moreover, their longer working experience means that they should be able to explain
the language forms, situations, and writing organization they normally use in writing.

Effectiveness of the course

Effectiveness of the course is characteristics of the course that achieve the
intention in designing it (Graves, 2000). How effective the course is can be measured
by evaluation and the evaluation can be both formative and summative (Brown, 1995).
In this study, to determine the effectiveness of the piloted lesson, an Effectiveness Index
(El) was required. The«El"was-set based on the formative and summative scores.
Scores required to showsthat the students had passed the formative and summative tests
were set at 70/60. As for thepresent course, the effectiveness of the course referred to
the quality of the present .course  that met the objectives in designing it. The
effectiveness was determined by three criteiié. First of all, the post-test score must be
significantly higher than'the pre-test score by comparing the pre-test and post-test score
using t-test (p<0.05). The value of effect size must also be calculated, and the
magnitude of the effect was expected to be at least = 0.5 which could be accepted as it
indicated a medium effect size. Secondly, the students who attended the course had
positive attitudes toward the course. This could be' assessed by analyzing the attitude
questionnaires, student logs, and student inter\r/‘i‘er\/\_/s;ﬂ Finally, students who attended the
course should receive.the gain score higher than -603/0, which meant that they passed the

course.

1.9 Significance.of the study

It is anticipated that the study’s findings will be useful in the following ways:

1. The insightsintothe needs af English Writing skills for professional engineers
cansbe used as a basis to design other English writing course for engineering
students based on the GBA.

2./ Teachers, language departments, and the university will have a course that
more directly serves the needs of engineering students and employers.

3. The developed course can be used as a guideline for developing other courses
based on the GBA.

4. Students will have a useful writing course that directly equips them with the

language skills necessary for their future careers.



CHAPTER Il

LITERATURE REVIEW

In order to develop an English course based on the Genre-Based Approach
(GBA) principles for engineering. students, a review of the literature was conducted
consisting of the concepts of English for ‘Spegific.Purposes (ESP), needs analysis,
teaching writing approaches, the Genre-Based Approach (GBA), genre analysis, and

course evaluation.
2.1 English for Specific.Purposes (ESP)

In the global village, .English has become the lingua franca of business and
international communicauon & In: order to gain access to- much of the world’s
information and knowledgeg, one must use Edn'glish. For this reason, it is necessary for
educators and scholars o try to find effecti-ve English teaching methods, and this also
has led to the developmentof English Langdage Teaching (ELT). One of the results of
this development is English for Specific Purpbses-'(ESP). Since the term first emerged
in the 1960s, ESP has consistently: been fds‘iered in both theory development and
innovative practice in teaching:English as-a second/foreign language (Hyland, 2002).
Hutchinson and Water (1987) and Deekaworﬁ',(ZOOO) add that the growth of ESP
continues as a result of three irmportant factors;:'fi.r_s:f:, the increase,in demand for English
to suit particular “needs;-second,thedevelopments—inthefeid of linguistics and
educational psychology; and finally, the transmission of science and technology
information. Many writers have attempted to define the term ESP, and following are
some illustrations.

2471 Definition of ESP

Strevens™(1982) characterizes ESP as English./language instruction that is
devised to meet learners’ particular needs. Simply put, themes or topics of the
instruciion relala to.an.occupation or'‘area’of 'study. "Appropriate” language cantents
following the needs of learners are required.

Robinson (1980) also proposes a similar definition. An ESP course is
purposeful and is aimed at the successful performance of occupational skills. This
should be based on the vigorous needs analysis of learners and should be tailor-made to

serve the identified needs.
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Dudley-Evans and St. John (1998: 4-5) define ESP in a narrower aspect,

focusing more on the teaching aspect. They define ESP according to its absolute and

variable characteristics as follows:

Absolute characteristics:

1.
2.

ESP must be designed to meet the specific needs of the learners;

ESP’s emphasis is on the use of the underlying methodology and activities
of the disciplines it serves; and,

ESP is focused on the language, skills, discourse, and genres appropriate to

these activities:

Variable charagteristics:

1.
2.

4.

ESP may be gelaied to the desidp of specific disciplines;

ESP may use,in aspecific teaching situation, a different methodology from
that of general English; | _ﬂ |
ESP is likely to be designed f"czlr adult learners, either at a tertiary level
institutionior ina professional work situation. It could, however, be used for
learners at the secondary-school Ié‘;\:/él; K

ESP is generally. designed for intem{édiate or advanced students.

Another aspect of ESP_is-emphasized by H:ﬂtchinson and Water (1987). They

see ESP as a branch of EFL/ESL. They conc!ufdg-that ESP should properly be seen not

as any particularslanguage proa-uct, but as an g‘abptrqoach to language teaching which is

directed by specifiC-and-appareni-reasons-for-tearning:

Therefore, it.can be concluded that there are two similar characteristics that all

the ESP definitions share; namely, learners and needs. Simply put, learners and needs

are outstanding vital cemponents of ESP. Based on the notion that learners’ needs are

the heart .of 'ESP,| teaching" methodologies,~activities, materials, “/and other related

elements’need t0 be designed specifically and appropriately to serve allthose needs.
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2.1.2 Types of ESP
According to Robinson (1991), ESP can be divided into various subgroups.

This can be seen in the following figur <
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According to the two figures above, it can be stated that ESP consists of two

main subgroups: English for Academic Purposes (EAP) and English for Occupational
Purposes (EOP). Although ESP can be divided into these two groups, a distinct line
between them is not clear-cut. This is because working and studying can occur
simultaneously. Moreover, it is possible that language learned for immediate use in a
study environment will be used later when the students begin to work (Flowerdew and
Peacock, 2001; Hutchinson.and Walter, 1987).

The term EOP _refers to English that is not for academic purposes; it involves
professional purposes.sueh™as_in _administration, medicing, law, and business; and
vocational purposes forrnon-professionals in work or pre-work situations (Dudley-
Evans and St. John, 1998). ~However, EOP does not focus only on a specific job
discipline, but emphasizes maore general basics required by students in order to prepare
them for the workforee (Siapa and Jais, ZQQé). This is similar to the EOP definition
defined by Flowerdew and Peacock (2001) ir!1 that a great deal of work conducted in the
academic area is in fact preparation for the professional occupations that learners are
likely to go into when they graduate and might therefore be classified as EOP. This
definition of the EOP is also similar to a typ’é-of EOP, pre-experience, classified by
Robinson (Robinson, 1991); sge figure 1. In addition, EOP can be defined as “the
portion of the curriculum which prepares studgf;té_fq( gainful employment in occupation
ranging from low skill to sophisticated job in technical field” (Anthony, 1997 cited in
Stapa and Jais, 2005:2)——iviesi-EOP-classes-witi-usuatly-expose Students to sufficient
training in the language skills of reading, writing, speaking, and listening (Spada and
Jais, 2005).

Another term referring to EOP is English. for Academic Purposes (EAP), which
is a part of ESP as well./EAP.can be definedas any. English teaching-related to a study
purpose. © Dominguez and Rokowski (2002)-point” out-that' EAP refers to teaching
English for study in universities as well as at the post-secondary or even secondary level
as a school|subject. In addition, Robinson (1991) and Kennedy and Bolitho (1985)
contend that EAP encompasses academic study needs.

Regarding the English writing instruction under the ESP concept, Stapa and Jais
(2005) claim that an EOP writing course is more concerned with content and format,

while an EAP writing course focuses more on writing techniques such as process and
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development of ideas and logic, including writing ranging from sentences to short

paragraphs to essays to even research papers. Additionally, in an EOP context,
emphasizing the differences in writing processes and text structures is vital so as to
match the requirements of workplace skills. According to the definition of both EAP
and EOP, the appropriate term to call this English writing course is an EAP/EOP course
(Belcher, 2004) since the course concerns the target context and format that match
workplace skills. In addition, the course is planned forelasses at the university level.

In conclusion, ESP is designed to_meet the particular needs of learners. It can be
divided into two main paris: EARP-and EOP. This study-eombines the characteristics of
both EAP and EOP based on.the belief that in doing so, it will lead to an appropriate
English writing coursgsfor .students. The course pays attention to training and
familiarizing students with strugtures,. contexts, and contents of the workplace that
match the needs of the'learners for their futu;rgn career.

2.1.3 ESP course design \

Designing a courseis afundamental éo_lucational activity. It is a matter of asking
the right questions in order to-provide a reasonable basis for course design, which
consists of syllabus design, materials Writing,'clhssroom teaching, and evaluation.

ESP was developed as & major reformin -English teaching. It contrasts with
general English teaching in terms of syllabus jdé:sigp and material production (Zhang,
2007). This can“be seen from Munby’s (1978) definition of ESP-courses. These ESP
courses are defined-as-those-where-the-syHapbrand-maierials-are ifnposed in all essentials
by the analysis of the communication needs of the learner rather than by non-learner-
centered needs, such as the teacher’s predetermined preferences for general English.

As for ESP course design, Hutchinson.and Waters (1987) mention three factors
such design; needs &analysis, teaching methodology, and language deseription. Based on
the needs analysis, ‘the nature of particular targets and-learning situations is what the
designers need to know, while thesresults of the language descriptiongbecome the
syllabus of the.course.

Hutchinson and Waters (1987) “also propose three course deSign approaches:
language-centered, skills-centered, and learning-centered approaches, which focus on
the learners at the different stages of the ESP course design. In addition, Hutchinson

and Waters also reveal that these three approaches share the same course design
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processes, which consist of needs analysis (identifying and analyzing target and

learning situations), syllabus writing, materials writing, teaching activities, and
achievement evaluation.

There are educators that suggest information about ESP course characteristics
that course designers should focus on.  For example, for ESP course design, it is not
necessary to include special language or content: What is more important are the
activities that students engage in, and these aefivities.are guided by the needs analysis
results (Robinson, 1991). Munby (1978)salso states that ESP courses are those where
the syllabus and materials-are impesed by the prior analysis.of the communication needs
of the learners. In addition, Gatehouse (2001) explains further characteristics of ESP
course design that involve authentic materials (both modified or unmodified versions),
purpose-related orientation (simulation. of .communication tasks required of the target
setting), and self-diregted lgarning (having f;re:adom to decide when, what, and how they
will study and teach how to use Iearning! strategies). Carter (1983) suggests that
teaching learning strategies as part of the éo_urse are necessary to help learners to be
self-directed. In addition, another eoncept concerning ESP course design is called the
parameter of course design proposed:by Dudle;i-Evans and St. John in 1998. In order to
develop an ESP course, the course designer u"shbfj.ld answer the following questions

clearly:

= Should the course be intensive or extensive?
= Should the fearners™ performance be assessed or non-assessed?
= Should the-¢ourse deal with immediate needs or with-delayed needs?

» Should the'role of the teacher be that of the provider of knowledge and
activities, or should it be that of a facilitator of activities arising from learners’
expressed wants?

='Should a course have a broad or narrow focus?

= Should the course be pre-study or pre-experience or run parallel with the study
or experience?

= Should the'material"be common-core ar ‘specific to learners” study. or work?

= Should " the" group “taking™ the "course be homogeneous or “should” it be
heterogeneous?

= Should the course design be worked out by the language teacher after
consultation with the learners and the institution, or should it be subject to a
process of negotiation with the learners?
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Answering these questions will help course designers develop an effective ESP
course to meet the needs of the learners, stakeholders, and other related parties.
Moreover, designing a course also depends upon the real environment of learning and
teaching.

Another point that the course developer should emphasize relates to the key
issues in ESP curriculum design proposed by.Gaiehouse (2001). The details are as
follows:

1. Abilities required for.successful Jcommunication in occupational settings

These abilities encompass the ability to use the particular jargon characteristic of
that specific occupationalsconiex, ability“ to use a more generalized set of academic
skills, such as responding i0 memoranda, and finally the ability to use the language of
everyday informal language to communicatﬂé effectively. What the ESP developer
needs to do is to enstire that all three of thesé nabj_lities are integrated into the curriculum.

2. Content language acquisition versu’s géneral language acquisition

The task for the ESP developer is to-planhow to separate time for both content
knowledge and general language Iearning._;_ _The teacher should not teach them
separately. T

3. Heterogeneous learner group versus hT)’mQ-Qeneous learner group

What the ESP.develeper should do |s t0 establish a strict, minimum entrance
standard in terms Of language level. This is because students may encounter language
problems togetherswith problems of content knowledge and this<can overwhelm their
learning.

4. Materials development

According to Gatehouse(2001),.it.is possible to.compile.materials from various
resources; It is not necessary to emphasize only ESP materials. Some are borrowed, and
others are designed specifically. They can be a combination of authentic materials, ESL

materials,.ESP-materials;i-and-teacher:generatedymaterials.

Furthermore, Offord-Gray and Aldred (1998) propose a principled approach to
ESP course design. The principles are developed based on the results of the needs
analysis conducted by Nunan and Forey (1996), entitled “Communication in the

Professional Workplace.” The principles are listed as follows:
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1. Teaching and learning materials should reflect needs as perceived by the

discourse community.

2. Teaching and learning materials need to be based on knowledge of what is
regarded as effective written communication in the discourse community.

3. Teaching and learning materials need to reflect the communicative purposes
for which the discourse community produces wiitten texts.

4. The forms and functions that characterize the internal linguistic structure of
the texts need to be made explicit in the course materials.

5. The course_materials_need to go beyond making the language explicit but
provide a means by which learners can engage in a process of reconstruction of
meaning.

6. Teaching and Jdearping materials need to engage learners in a process of
developing skills for gvaluating their own W;r;tning and becoming independent learners in
the workplace. \

7. The methodology and content of ih_e teaching and learning materials need to
be sensitive to learners’ previous learning experience.

It can be concluded that.the results ofsa needs analysis lead to developing
materials and activities that ‘reflect the conirhdr‘iicative purposes of the discourse
community. Also, the focus of the course isnc;ri _th_e_ explicit linguistic structure of the
texts and materials. .« It IS Important 'to engaQ—e learners iathe process of the
reconstruction of learning-and-tn-becoming-independeni-tearncrs. However, learners’
previous learning experience is what the course developer should keep in mind as well,
since their language ability may not be sufficient to understand the content and
materials of the course;

Studies relating to ESP have been undertaken in various aspects. For instance,
Kaur (2007) has'examined-the English language needs 'of'15 Malay administrative staff
members in two departments at the Wniversity Sains Malaysia in an ESP ceurse using a
semi-structureti.interview. Velunteer ESP students were also interviewed.., The-aim of
the interview was to investigate the communicative skifls that the staff frequently used
in their workplace, while the learners were asked to express their views about the type
of ESP course they were keen to follow. The findings from the needs analysis led to

designing a six-week course, entitled “Conversation English ESP Course.”
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In the Thai context, Sunthornwattanasiri (2000) has developed an English

writing course called English Writing for Business based on outcome-based education
principles for 36 Business English major students at Rajamangala Institute of
Technology. The content of the course focused not only on the business area, but also
on high-order outcomes; namely, critical thinking, language communication,
cooperative working, self learning, and responsibilities. The results showed that there
was a significant increase in the writing ability-0f.the subjects. In addition, the students’
scores in communicative ability, self-learning, and critical thinking after the course
were higher at the signifieance level.of .05.

Vasavakul (2006) has designed and evaluated a methodology for developing an
English course for business oral communication of customer service staff in
international banks'by tramslating the actual learners’ needs into course development. It
was found that learpers gained ‘higher |e;\4éls of English oral proficiency, showed
increased use of observed banking vocabulairly in context, and had increased confidence
in speaking English at'a significance level ofﬂ()_.05.

In conclusion, ESP course: design hés' its own characteristics which course
designers should be aware of. It is worth noﬁﬁg.that the process of ESP course design
focuses more on the needs analysis process, ééb'eéially analyzing the target situation,
authentic materials, purpose-refated orientati_oﬁ_ran’d self-directed learning. Critical
issues should alsa,be kept ih rh‘ind, such as imrhéaiafe or delayed needs, pre-study or
pre-experience Oriun-paratiel-course-and-sirci-entrance-standards regarding student
language ability.” _In addition, suggestions and comments _from experts in certain
professions are alsg important in order to ensure that the course has appropriate content
and materials. It cap' be said that ESP course design is needed since it leads to
designing .courses that serve.the needs of ‘professionals, includingstudents that are
studying ‘courses relevant to such prefessional‘areas as teurism, nursing, and vocational
field (Kaur, 2007; Vasavakul, 2006; and Sunthornwanasiri, 2000).
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2.2 Needs analysis

It is imperative to discuss the term “need” before discussing further the needs
analysis because this term is confusing (Dudley-Evans and St. John, 1998; Richterich,
1983 cited in West, 1994) and also relates to the needs analysis concept. This is because
its meaning varies from educator to educator. It depends on the factors and perspectives
those educators would like to study. Robinson (1991), for example, reviewed various
types of needs and their definitions. For instance; needs refer to students’ studies or job
requirements; that is, what.they-must be-able to.do-at-the.end of their language course.
This is what people call'a goal-eriented definition of needs. Needs can also mean what
the learner needs to de'to acquire the language. This can be called a process-oriented
need and relates to tramsitional behavior, the medium of learning (Rungnirundorn and
Rongsa-ard, 2005)." Twae other types of need wildly recognized are target needs and
learning needs (Water and Hutchinsan, 1997). The details of these two types of the
needs will be explaineddater in this section“ Since there are various types of needs, the
researchers need to select carefully what types of needs they require so that they can
design a needs analysis plan properly '

There are two similar characteristics wh1ch all ESP definitions share; namely,
learners and needs. Simply put, fearners and needs are outstanding vital components of
ESP. Based on the notion that learners’ need_s;are at the heart of ESP, teaching
methodologies, activities, materials, and othef related elements are needed to be
designed appropriatély to Serve all those needs.

Needs anatysis 1s not a difficult process, yet it Is quite-complicated. Therefore,
in order to obtain sufficient required information for any particular teaching purposes, it
is necessary to plan the needs analysis carefullys The terms and concepts of the needs
analysis vary from researcherto researcher.

In general, needs analysis can be defined as identifying “what learners will be
required to do with the foreign language in the targetsituation, and how learners might
best mester the'target language during the period of training’” (West, 1994:2).

Hutchinson and Waters (1987) provide more details on the term, stating that a
needs analysis is the process of determining the needs for which learners or groups of
learners require a language, and arranging the needs according to priorities. In addition,

needs analysis can be used as a basis for setting the goals and objectives of the course.



32
The term “needs analysis” is part of curriculum development and is normally

required before a syllabus is designed for language teaching.

Graves (2000) offers a definition of needs analysis which focuses on process.
According to Grave, needs analysis is a systematic and ongoing process of collecting
information about the students’ needs and preferences, information interpretation, and
designing the course based on the results of the needs analysis. According to Graves’
definition, the needs analysis can be conducted net only before starting the course, but it
can be undertaken during the course as well. This is because a needs analysis can be
used with different aims«ItS possible that teachers may-need to know, for example, the
needs of students beforesdeveloping the course in order to develop the course to serve
their lacks, necessities, and wants. - Also, teachers may require the results of the needs
analysis in the middle of.the course so.as to determine the attitude of students toward
the course and to find'out what students neéqnmore so that adjustment of the remaining
of the course can be appropriately done. !

A needs analysis in language teachinugv_can be used for a number of purposes, for
example, to examine what language skills @ learner needs in order to perform a
particular role, such as a tour guide or a public"irelations officer, to help determine if an
existing course adequately addresses' the needs of potential students, and to collect
information about a particular. probiem Iearngr;_greV_experiencing (Richards, 2001). It
depends on the teachers to choose at least one of these purposes to fulfill their own
goals.

Regarding ESP courses, an important principle of ESP_approaches to language
teaching focuses on learners’ needs rather than on a syllabus reflecting the structure of
general English. Dudley-Evans and St. John (1998) emphasize that a needs analysis is
the cornerstone of (ESPy as it /leads to.'a very focused course.. « The ESP approach
normally” starts” with=an ‘analysis ‘of learners® needs ‘rather ‘than' an-analysis of the
language (Richards, 2001). This ig"because advocates of ESP coursesgbelieve that
differant types«ofistudents”have: different language’ needs' and what they are taught
should focus on what they need. “More importantly, Robinson (1980) points out'that the
needs of ESP learners should be described in terms of performance (specific tasks) or
what learners will be able to do with the language at the end of the course of study. In

contrast, in a general English course, the goal is usually an overall mastery of the
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language that can be tested on a global language test (Richards, 2001). Thus, as this

present course is an ESP course, it is imperative to conduct a needs analysis in order to
determine the specific tasks students need to perform with the language.

In order to determine the learners’ needs as the starting point for developing an
ESP course, a number of models have been suggested. In Munby (1978), the theoretical
basic of his model is on the nature of communicative competence. This model
emphasizes the functions and situations of communigation as a fundamental factor of
language teaching (Dudley-Evans and_St. John, 1998), and it encompasses two
dimensions of needs..analysis..-the procedures used..to specify the target-level
communicative competence gi students and procedures for turning the information to
generate an ESP syllabus (Munby, 1978; Richards, 2001). Although Munby’s model is
quite famous and widely recognized, it is.not without limitations. Four issues of the
constraint are pointediout by \\est (1994). Estt of all, the model is complex, so it takes
time and it is difficult g0 handle. Moreov?r, it lacks real learner-centeredness, so it
seems that the model collects data about ih_e learners rather than from the learners.
Thirdly, Munby sees some constraints (e.g. sociopolitical and psycho-pedagogic
factors) as a matter that should e considereduafter the needs analysis procedure is
completed. Actually, these constraints should: bé-‘é‘mphasized at the beginning of the
needs analysis process as well as the target n(;QS."_ .This is because those factors also
influence the course design process. They should be surveyed together with the target
analysis. HoweVer,~ti-is-werii-neting-that-iviunby-fars-te-provide a procedure for
converting the learner profiles into a language syllabus, which is necessary. If the
language syllabus is not clear, how will the course be developed? It should be noted
that the ESP language.functions used in the language syllabus are different from those
derived from general discourse (Candlin, 1976-Cited in \West, 1994).

Another widely accepted model of the needs analysis belongs to' Hutchinson and
Water (1987). Their framework foguses on target needs (Target Situatien, Analysis:
TSA) and leartiing,needs (Learning Situation Analysis: LSA). Target needs encompass
three factors: necessities, lacks, and wants—necessities being what the learnershave to
know to function effectively in the target situation, lacks being the information that the
researcher needs to know about the learners’ previous knowledge to practice what they

lack, and want being a subjective idea of what learners need to know. In order to obtain
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information about these three factors together with information about learners’ needs,

it is necessary to follow questions based on a target situation analysis framework and a
framework for analyzing learning needs (Rungnirundorn and Rongsa-ard, 2005).

* A target situation analysis framework: Why is the language needed?, How
will the language be used?, What will the ¢ontent areas be?, Who will the learner use
the language with?, and Where will the language be used?

* A framework for.analysis of learning.needs: Why are the learners taking the
course?, How do the learners learn?, What resources are available?, Who are the
learners?, Where will the<ESP course take place?, and When will the ESP course take
place?

Based on the twe models above, i1t seems that there is more information that
course designers should be aware of, such.as a present situation analysis (PSA) and a
means analysis. Dudley-Evans and St. Joh;r] I(1998: 125) provide a current concept of
needs analysis from various points.of view, "slome of which may overlap with the details
of the two models above. /At the same timén,:-_the concept also underlines what the two
models lack. They are as follows: =

Target situation analysis/abjective neehs this means that we need to know
information about learners and ‘the tasks and étfiViiies in which learners will be using
English. : f i

A. Objective needs ahd térget situation alln'ailys’isr: this is prefessional
information about.thedearners-(iask-ana-acitviites-tearnerswititise English for)

B. Wants/means/subjective needs: this is personal information about the
learners, such as factors which may affect the way they learn.and reasons for attending
the course.

C: Present situation‘analysis:'this'is English language information about
learners (their current-skills and language use).

D. Lack: this means what thedearners lack (gap.between A and C).

E. Leariing needs: language learning information: this means effeGiive ways
of learning skills'and'language in"(D).

F. Linguistic analysis/discourse analysis/genre analysis: this is
communication information about knowledge of how language and skills are used in the

target situation.
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G. Expectation: This is what learners want from the course.

H. Means analysis: This involves information about the environment in
which the course will be run.

Concerning the approach of Dudley-Evans and St. John toward needs analysis, it
can be seen that what the first two models lack are present situation analysis, linguistic
analysis, expectation, and mean analysis. 'Thus, there are more needs that the course
designer should be aware of, and he or she shotild degide which need is suitable for the
required course.

Based on the_infermation of needs analysis gleaned from the two models,
including the needs analysis.concept of Dudley-Evan and St. John, there are more
questions that the course designers should keep in mind in order to conduct a needs
analysis, because-the fagtors'in the following gquestions also affect the process of
conducting the needs analysis. The fO||0\l\{ihg guided questions proposed by West
(1994) reflect some ofithe factors that affect' the process of conducting the needs
analysis: /]

1. What and why: information of necessities, lacks, wants, learning strategies,
and constraints T/

2. When: when the needs-analysis should be conducted (in advance, first day,
and ongoing) 7

3. Who:'who.should decide what'the Iangdage needs.are(teacher, student,
sponsor, specialist, formersiudent;-eic:)

4. For whom: who is going to be the user of the information

5. How: there are a number of ways in which information can be gathered
about the needs; namely, questionnaires, interviews, observation, data collection,
including’.gathering ‘texts, linformal consultations with-'spensors, ‘learners, and others
(Hutchinson and"Water, 1987:'58; Brown, 1995).

6. How long: the length of time to carry out a needs analysis

Similar-{0 the two aferementioned concepts ‘of the ‘needs analysis in terms of
information about necessities, lacks, wants, learning strategies, and constraints;"West’s
questions are, however, different from those previous models in some aspects; namely,
when the needs analysis should be conducted, who should decide what the language

needs are, how data should be collected, and how long a needs analysis needs to be
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carried out. Therefore, the researcher needs to be aware of all of the factors

surrounding those models previously discussed in order to prepare an effective needs
analysis plan.

The next aspect of the needs analysis that should be taken into consideration is
how to conduct one. The processes of the needs analysis cannot begin from only
selecting types of information and knowing whe isigoing to be involved in the process.
The processes of a needs analysis are more complex-and involve six steps, as listed
below (Graves, 2000):

1. Deciding on.infermationto gather and why

2. Deciding on the'besiway 1o gather it: when, how, and from whom

3. Gathering the anformation

4. Interpreting thednformation

5. Acting on the infermation :

6. Deciding to gather new information

According tosthe list above, @ step-that is quite complicated and needs to be
planned for carefully isfinterpreting the information. Richards (2001) suggests some
categories that are useful to classify the gath:ered information, such as situations in
which English is frequently ‘used, situations"'inVWhich difficulties are encountered,
comments most often made by peaple on Iearrrjeir_s"u performance, perceived difficulties
with different aspects of language use, and frequénEies of errors made in different types
of situations or activiites:

There are many studies based on needs analysis in various fields of studies
which are used as_a 'guideline for a course design. For example, Koetpo-kha (1994)
investigated the needs.and problems in English.far science and technology at Silapakorn
University.at the Sanamchan‘campus. The results revealed that"ESP‘eourses should be
designed for occupational“uses and-academic studies.=Moreover, the courses should
focus on four skills using the communicative teaching.method, and English,should be
used as the meajum-of teaching. »Finally, students’ desire“for ali four Engiish fanguage
skills similar to their work, study, and social life shouldbe served:

Another work relating to the needs analysis of students in order to develop an
English course was reported by Deekawong (2000). He proposed an English syllabus
for the aeronautical engineering students at the Air Technical Training School (ATTS)

based on the results of the needs assessment. It was found that students wanted four
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skills respectively: reading, listening, speaking, and writing. Also, the teaching

methodology should focus on communication and interaction, so the syllabus should be
activity-and-task-based.

Some needs analysis was conducted in workplaces. Li So-mui and Mead (2000)
investigated the needs of merchandisers. The subjects encompassed 360 graduates from
two universities in Hongkong (300 = Hongkong Poly technic, 60 = Kwun Tong
Technical institute or KTTI) who had been working.as merchandisers for at least one
year. Questionnaires and telephone interviews were used as the research instruments.
The study showed that thessubjecis respectively ranked the skills most needed as writing
and fax was the most ceammonschannel of communication. The country that they most
frequently mentioned in thessurvey was China followed by the USA. The main
purposes for the use of written communication were following up the order, advising
updated order statusy and clarifying orde;n nqueries respectively. Also, they used
abbreviations in writtendmessage. /As for th!e telephone interview, the interviews were
used to follow up on.the questionnaire respohs_es. The researchers interviewed 18 KTTI
graduates and 15 supervisors. 4t was found that English was the main language for
written communication in the workplace. _The merchandises also expressed their
concern about the need for grammatical accui'aby-f:.-' Moreover, the supervisor showed
that they were satisfied with the graduateﬂs?_!ar)guage and communication skills.
However, the merghandisers needed to be improVeE about writing techniques and better
command in English=—Unitke-the-graduaies;-the-supervisers-incught that correctness of
content and wusing, of appropriate tone were more important for effective
communication. They do not concern about grammatical errors.if they did not seriously
affect the reader’s comprehension.

Another research’was reported by Jiranapakul (1996): ‘She €onducted a needs
analysis to_survey the language needs for ‘communication by'21 operational engineers
and 21 managerial engineers of 21 sampled companies in Thailand. The instrument
used-was'an inierview. » The=results revealed tnat four skiils of English Wware required.
They perceived that their'reading skill"was better than' listening; speaking, or*writing.
The operational engineers thought that English skills ranked in order of importance
were reading (2.7), listening (2.6), speaking (2.6), and writing (2.5), respectively. As
for the managerial engineers, they perceived listening (2.8), speaking (2.7), writing

(2.7), and reading (2.5) as the important English skills respectively. Especially
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concerning the skill of writing, operational engineers agreed that business letters and

faxes (2.4), office forms (2.1), weekly and monthly reports (1.9), and memos (1.9) were
their writing requirements in the working context. Similarly, managerial engineers
revealed that business letters and faxes (2.4), office forms (2.0), weekly and monthly
reports (1.9), and memos (1.8) were their English writing activities in their working
contexts.

Recently, Stapa and Jais (2005) condueted.a survey of writing needs and
expectations of hotel management and tourism students so as to prepare them for the
workplace in the future..Fhe 50 subjects were selected from three different institutions
in Malaysia. They studied an.EOP writing course as part of the program as well. They
all had undergone their practieal training at several hotels in Malaysia. A questionnaire
was used as the instrument of.the study. It was found that they needed to write formal
letters (98%) as wellras reports (98%). T;hen) next two important writing skills were
writing memos and summaries. /Also, most pf the students felt that they were not well-
equipped with the skills necessary toenter fhe workforce. In addition, it was revealed
that the current writing/course did ot relate to the workplace functions, the course
focused too much on grammar, aadsit was boﬁng and not challenging in the students’
view. ey

In conclusion, a needs analysis is.an irﬂn}qrtapt component of the processes of a
course design. A needs analysis provides the needed information gathered from
learners, stakeholdersyihe-tnsitiuiion;etc—ti-is-difficulitor-acolise designer to design a
course without carrying out a needs analysis because he or she may not have enough
required and important information, such as what the learners need from the course,
what the target situations are like, and what.the students lack. The needs analysis
covers language needs,’ learning ‘needs, and. target situation”needs, among others.
Therefore, the “present study focuses on target situation-needs, learning needs, and a
present situation analysis. The needsanalysis was planned to be carried out before the
development ©i the  course-hy using “a guestonnaire and semi-structuied ‘interview
protocols as the ‘data collection “instruments. The ‘data were collected from the three
groups of stakeholders; namely, engineering students, engineers, and ESP teachers,
within 1.5 months. Then, the results of the needs analysis process were utilized in the

process of the course development, which will be discussed in the next section.
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2.3 Course development

Course development process
Designing a language course involves several components and steps. Taba

(1962) points out that the components of the courses before designing the course need

to be understood.
selection of content, organization of the ¢ information about learning, the nature
of learners, and the nature of kne ‘ dge an &haraoterisﬂcs. Apart from the

:@poses an order of classical

ist of objectives, program evaluation,

course or curriculum
curriculum develop
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The course designers should follgw#h?or ]
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(2000). Grave

which reveals that'it i
2.3).

Q W’] ‘ . T,‘:;:Ta

defining the context articulating beliefs

Figure 2.3 A Framework of course development process (Graves, 2000: 3)
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The emphasis of Graves’ model is placed on the two interesting aspects of

course design. The first one is that there is no hierarchy in the process, so the course
designers can begin anywhere in the framework as long as it makes sense. This depends
on the course designers’ beliefs, understanding, and necessity of teachers or students.

The second aspect concerns a system for the course design. This means that the
components of the course design are interrelated and that the processes influence one
another in some way. Moreover, Graves also.foeuses.on the belief of the designer and
the context of the course. It can be concluded that this model is also similar to Taba’s
course design processes=in”that-Graves’ model also-consists of a needs analysis,
formulating goals and.ebjectives; and choosing and organizing course content and
evaluation. However, iniGraves’ model, it is not necessary to develop the content of the
course in the specific order. J

In brief, thergsare a number of schc}lérs that have proposed the processes of a
course design. However, their framewaorks vary.as these scholars have their own way of
making the framewoiks as effective aspossible. Regardless of such variations, it can be
said that those course design processes share some similar characteristics, which can be
imposed as the standard processes-of the collise design. These standard processes
involve assessing needs, formulating course bbjéﬁtives, organizing and planning the

course contents, developing the teaching methodology, and planning the evaluation.

2.4 Teaching Wittg-approaches

The previous sections provide details of the course-development process in
general and also of*ESP course design. In order to design an Eaglish writing course for
engineers, it is necessary te explore the kinds ef teaching writing approaches in order to
choose one of‘them as the foundation of the course development process. In order to
identify the teaching approach in this study, this section discusses the definitions and
characteristics of teaching writing approaches, such as:the product-based approach and
the “content-based, approach,: including the  genre-based approach | (GBA),- GBA’s
differences from other teaching writing approaches, and why the GBA is suitable to use
in this study. As noted before, it is assumed that the GBA is the most suitable approach
to teach writing to undergraduate engineering students.

Writing can be defined as the production of written words that results in a text,

with the assumption that the text will be read and comprehended (Celce-Murcia and



41
Olshtain, 2000). Instruction in writing is assuming an increasing role in both second

and foreign language education. However, it is not easy to determine what the best way
to teach writing is because different teaching contexts require different teaching
methods. Therefore, in order to teach writing effectively, it is necessary to understand
the main approaches to teaching writing, as this can help teachers to choose the
approach that best suits the context.

2.4.1 Focus on language structures

This approach focuses mainly on the end product of writing, so it can be
characterized as a produgi=based approach. The assumptien behind this approach is that
writers need to producesa picee of writing reflecting linguistic knowledge, vocabulary
choices, syntactic patterns, and cohesive devices that comprise the essential components
of texts (Hyland, 2003a; FFerris and Hedgecock, 2005; Renandya, 2004). According to
Pincas (1982), learners should internalize;nfnixed patterns of smaller components in
sentences before "using  them /in: larger qnits of compesition in order to avoid
grammatical errors. #In this case, writing is_ seen as a product constructed from the
writer’s command of grammatical and lexical knowledge.  Writing development is a
result of imitating and manipulating the models provided by the teacher. The
assumption is that once writers accept the rhetdri'cél_".-framework, they will be able to use
the same patterns appropriately in future writir};_(_Shirh, 1986). Kaur (2005) adds that for
the product-based approach, focusing on the im'pégition of formion the written text is
more salient than foeusing-on-the-effective-communicatton==RiChards (1999) identifies
the main assumptions and features of the product-based approach in second language
teaching as follows:

1. Learners have_specific writing needs, either for institutional writing or
personal Wwriting.

2. Teaching students to be ‘able to ‘produce the"kinds of written texts they will
frequently encounter in educationalginstitutional, and.personal contexts is, the goal of
the werting program.. The program will emphasize patterns and forms oi, organization
usedin different kinds of written texts.

3. The rhetorical patterns and grammatical rules used in different kinds of texts
are presented in model composition. The model illustrates the rules that learners should
use in their own writing.

4. Correct sentence structure is an essential component of writing.
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5. Errors in writing are avoided by giving learners models to follow or by

guiding learners in what they write to prevent them from making errors.

6. The mechanics of writing are also taught.

Considering these assumptions and features of the product approach, it can be
concluded that the primary emphasis of the product approach is placed on producing
different kinds of texts. In addition, it IS iImpogtant to prevent students from producing
errors. Thus, instead of allowing students to-Create_iheir own writing, techniques for
guided writing or controlled writing are needed.

An emphasis onJdanguage-structure as the basis for teaching writing has a four-
stage teaching processi famliarization | (learners are taught certain grammar and
vocabulary), controlledwriting (learners: manipulate fixed patterns), guided writing
(learners imitate model iexts), and free writing (learners use the patterns they have
developed to write essays, letters, and so fé[tlh) (Hyland, 2003a). Therefore, there are
learning activities at each teaching stage, suizlh as “slot and filter” frameworks, filling in
the blanks, completing sentences, transformfin_g tenses or personal pronouns, and other
exercises that focus on achieving accuracy ”ah'd avoiding errors. These activities are
useful in terms of the four stages in‘teaching. ¥/ .

One strength of the product-based appfdabrj-' is that the need for learners to be
given linguistic knowledge about texts is rep?é@izgd. Learners also understand that
imitation is oneway- in whiéh people Iearn. ('B::;dgér and. White, 2000). However,
although a numberefi=2 siudenis-tearn-to-wriie-with-this-appredch; the product-oriented
approach also has problems. For example, with this approach tearning to write consists
mainly of mastering grammar items, so the learner’s creativity is given little
consideration. Additionally, the text to be produced is determined only by the teacher.
Together these make learning.to write less interesting and motre ‘difficult to learn (Kaur,
2005).

In conclusion, the product-based approach sees writing as mainly concerned
with-Knowledge, about the structure of language, and writing development.as mainly the
result of imitation of inputs.” The writing process in this context is a linear-process,

moving from one stage to the next.
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2.4.2 Focus on the writing process

The second orientation, the process approach, sees writers as independent
producers of texts. The process approach is based on the process adults or expert
writers go through when they produce a piece of writing (Renandya, 2004). This is
because it is believed that focusing on the form and structure of writing is not enough to
teach students to write well. There is also a nged. to emphasize the composing process
of good writers since good writers use different. eomposing processes from less
experienced ones (Supanee Chinnawongs, 2543). During the writing process, what the
writers do while writing™is planning, drafting, revising, rewriting, editing, and
publishing.

Zamel (1983) believesthat the strength of this teaching approach involves non-
linear, exploratory;‘and generative processes whereby writers discover and reformulate
their ideas as they atiempt o approximate r;nenaning. In addition, the process approach
emphasizes composing as a recursive proceSs!, rather than a left to right process
(prewriting — writing —» postwriting “aqtivities) (Emig, 1983). This approach to
teaching writing sees writing as-an individual problem-solving process. Students need
to generate solutions and translaie them into Written texts (Kaur, 2005). Thus, the
approach is a cognitive model‘of-what writers do i/\ihen they write. Also, this approach
emphasizes the complexity of planning, the E\Ze{lye_ pf task, and the value of guiding
novices to greater.competence by awareness of e>'<p"ért strategies (Hyland, 2003b).

Brown (2004)-presenis-ihe-characterisites-of-the-process.approach to writing as
follows:

a. focus on the process of writing that leads to the final written products;

b. help students writers to understand their own composing process;

c. help them to buildrepertoires of strategies for prewriting, drafting, and
rewriting;

d. give students time;to write and rewrite;

e. plage central importance on the process of revision;

f. let students discover what they want to say as they write;

guive students, feedbaek-througheutithe eomposing process as they attempt;to
bring their expression closer and closer to intention;

h."encourage feedback from both the instructors and peers; and

i. include individual conferences between teachers and students during the process
of composition.

(Brown, 2001: 35)
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Hyland (2003a) also suggests a process model of writing instruction. This

model is similar to Brown’s but focuses more on systematic teaching stages. The model

is presented in Figure 1 below.

Selection of topic: by teacher and/or students
Prewriting: brainstorming, €allectingidaay note taking, outlining, etc.
—» Composingagetting ideas down'on cap’zp,
Responsesto draft: teacher/peers jéspofd toideas, organization,
and,style
2> Reyvising: reorganizing, stylg_,'pdjusting to'readers, refining ideas _
Response to reyisiens: teacher/peers respond to ideas, organization,
andsstyle |
4 Proofreadiag’andediting: checking and corrgcting form, layout,
cyidénce, si€. |
EValuation® teagher evaluateg‘progress aver the process

Publishing: g claes circulation or presentation, neticeboards,
gWebsitafetc, A
Folloyt(p: tagksitogddress weaknesses v
i LA s o

7701 —

Figure 2.4: Process 'itingpinstructign model (Hyland, 2003a: 11)

j ! o id

As seen in Figure 4, lt‘he‘.v’prdoess appr-o'ach' IS non-linear. The writer can jump
backwards or forwards to aﬁy of‘mése acti._vfjﬁ.e_s, such as returning to the library for
more data, revising the plaﬁ for_‘:n_ew ideas, or ;e@?{ng for readability after peer
feedback. The teacher’s roles areﬁding Iean‘%" ;hrpugh the writing process, avoiding
an emphasis on farm to help'tﬁ'e'fh;'dévelop stréi‘tfe-gjxié;sa for generating, drafting, refining
ideas, and giving éedback._'[eachets_acLas_tammamzs,_acgamz}q writing experiences
that enable Ieafhéﬁi to develop effective composing strategiés"'(Hyland, 2003a). In
addition, time aIIo_(L@tion is not restricted, as writing is a recursive activity. As for
learners, they have mare chances for meaningful writing, are less dependent on the
teacher, and can work together with'other learners'to make (Richards,:1999).

The 'process.appraoachi has features which can.address! the limitations of the
product-based approach. This is evident in the fact that the process_approach
encauragesylearners tocthink;" solve| problems; and /e interested 4y prattice Writing
(Kaur, 2005; Supanee ‘Chinnawengs, 2543). Badgerand White' (2000) add-that the
strength of the process approach lies in identifying the skills involved in writing and in
recognizing that what learners bring to the writing classroom also contributes to the

development of their writing ability.
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Nevertheless, the process approach also has limitations. For example, this

teaching approach is time-consuming for both teachers and learners since teachers need
to not only teach but also evaluate learners’ progress. That is, teachers must be a part of
each step, such as asking questions, proofreading, and explaining writing problems
(Supanee Chinnawongs, 2543). Students also need to work hard because they have to
give feedback to their peers, write their own work, and edit the work at least several
times. All these activities can make both teaehers and students tired or bored and not
want to practice writing.

In addition, Hyland*(2003b) suggests that the process approach fails to consider
the forces outside thesindividual which help guide the purpose of writing, create
relationships, and ultimately shape writing, since the teaching approach does not focus
much on the ways-meaning is;sogially constructed. Horowitz (1986) adds that teaching
writing through the process approach canngtnbe utilized with some academic writing,
such as essays for examinations, because inf!this: context learners have a limited time in
which to write. It i impossible to-edit or receive feedback from peers in an exam
context. Also, some types of academic writing (e.g. report writing) cannot be taught
with the process approach since it requires a téprdown process before writing, such as
searching, criticizing, and reviewing. Practicirnrgr th'iS type of academic writing requires
awareness of accepted patterns of writing, bl]t _th?_ process writing approach, which
focuses on brainsiorming, cannot help learners succeed in- this: Finally, the process
approach regards ali-wriitng-as-being-produced-py-the-same-set Of Processes. Thus, this
approach gives insufficient attention to the kind of written_texts produced and the
reasons why such texts are produced. Besides this, this approach may not offer learners
input, particularly in terms of linguistic knowledge, if the teachers do not comment on
texts (Badger and White;2000);

In canclusion; the ‘process approach regards writing primarily‘as an exercise of
writing skills, such as planning @nd drafting, and writing development as an
UNconseious piecess, Which~happens when teachers facilitate ‘the exercisé of writing
skills. In addition, writing, according to this view, essentially ‘involves thinking skills
and knowledge of various stages so that information and ideas can be transformed into
coherently written texts.
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2.4.3 Focus on writing content

Another approach to writing can be called the content-based approach. This
approach emphasizes content and focuses on what students are required to write about,
not the process of writing. Shih (1986) concludes that the content-based writing
approach is connected to the study of subject matter in one or more academic
disciplines. It can be said that learners write aboeut.materials they are currently studying
in an academic course or that a language or-composition course itself stimulates the
academic process (e.g. mini-lectures, reading, and discussion of a topic leading into
writing). Moreover, leainers are-exposed to writing awvariety of forms, such as essay
tests, summaries, and critiguesto reveal their understanding of the subject matter.

This approachnclugdes.a set of themes or topics of interest that establish the
coherence and purpose of the course (Hyland, 2003a). Typically, themes and topics
form the basis of precess courses, where ;vynriting activities are often created around
social issues such as pollution, relationshipsi! stress, crime, and smoking, to name just a
few. /]

It seems that this writing approach is based on the reasoning that academic
writing requires more complex Jrocesses. This is because writing is required to
demonstrate knowledge of academic fields. The i'nét_"ructors also use writing as an
instrument to prompt and promote independeryt?thin"}g_ing, researching, and learning (e.g.
research paper) (Shih, 1986). s

The conteni-based-approach-is-aiffereni-irom-the-preeess approach in a number
ways. The content-based approach does not focus on the experience of the writers, but
emphasizes writing from sources (readings, lectures, discussion, etc.). Content is the
highlight of this approach, not its process.. Therefore, the teacher must be
knowledgeable in the topicsior themes (Supanee Chinnawongs; 2543). In addition,
skills are' integrated-as in“university-courses:“learners™listen to, discuss, and read the
topic before writing about it.

What tecchers ‘shouldy,dor in class is to activate the schema or knowledge of
topics and " vocabulary which “learners need in order” to ‘Create " effective texts.
Additionally, content-oriented courses can be tailored to students at different
proficiency levels. This can be accomplished by supplying different levels of content
that match the different language levels of learners (Hyland, 2003a). Group work is

frequently a main element of these classes. This is because cooperation among learners
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in generating ideas, gathering information, and focusing on priorities provides a

practical purpose for communication (Hyland, 2003a).

In short, the content-based approach focuses on writing that is connected to the
study of specific academic subjects and is viewed as a means of promoting
understanding of the content. It is developed to serve the requirements of academic
writing of university students who need to dovarious kinds of written assignments.

2.4.4 Focus on genre

Another way to teach writing is called the genre-based approach (GBA). This
teaching method is quite.similar ie the product approach;.it can even be stated that it is
an extension of the product approach (Badger and White, 2000). Teachers that believe
in this concept look beyend subject content, composing processes, and textual forms to
see writing as attempts to,communicate with readers.

From the perspective of genre, peopltne that work in the same community will
understand each otheg quite ‘easily sinC!e ‘they share the same language and
communication patterns of the genre. Th“is_ is because a genre normally has quite
specific patterns. For example, Hopkins and Dudley-Evans (1988 cited in Dudley-Evans
and St. John, 1998) agree that writing articles or dissertations should involve these
components: information, statements of results,n-'friﬁd_"i'ngs, expected outcomes, references
to previous research, explanations, claims, Iim@%ii_ong, and recommendations.

The GBAwfocuses on how to utilize Ianguage patterns to accomplish coherent
and purposeful prose=—Fhis-means-that-writing-not-enty-means “to write,” but it also
refers to writing t0_achieve some specific purposes (Hyland, 2003a). The definition of
the GBA involves_ three parts (Kay and Dudley-Evans, 1998).. First of all, it aims to
make the learners aware of the structure and purpose of the texts of different genres—
the significant features—and to/empower them.with the strategies necessary to replicate
these features in‘their-own‘compositions. Secondly, the-GBA uses the results from the
genre analysis as an example for teaghing and learning.. Finally, understanding texts in
terms of finguistics “Is 'not enough; understanding the accompanying soeidl context is
also needed. Kim (2007), an"advocate of the GBA, points out that the genre teaching
framework supports students’ writing with generalized, systematic guiding principles
about how to produce meaningful passages. In the GBA, the structural features of
genres consist of standards of organizational structure (rhetorical structures) and

linguistic features (Kim, 2007). These standards of organizational structure refer to
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how text is sequenced, while the linguistic features can constitute a text. This means

that the text types have similarities in organization. Also, their particular linguistic
structures reflect the purpose of each part of each type of genre, such as recipes,
scientific papers, and news articles. Based on the two structural features of genre, it is
necessary for the course designer to foecus on both organizational structure and on the
linguistic aspects of the lesson. Moreover, Bhatia (1999) identifies four major elements
of any successful construction, interpretation, @nd use-of a professional genre: generic
integrity, discursive process, generic purpose and intention, and genre participants.
More details are given belew.

Generic integrity: This is the most important element of the GBA because
members of the professional eommunity should recognize it as a valid instance of the
genre. It is the reflectionsot the form-function relationship which often characterizes a
generic construct. _Fhis relationship reflécté the specific cognitive structuring and
purpose(s) that the genre tends to serve. There' are three notable indicators of generic
integrity: the contextdn which the genre is situated, the communicative purpose, and the
cognitive structure that it is meant-to represent. “The cognitive structure constitutes a
strategy since it consists of the tactics that writers use to succeed in communication
(Bhatia, 1993b).

Discursive process: This Is the produrc;t io_f a set of established procedures that
form an importantypart of the disciplinary outline within a profession. The product is a
result of a set of Convenitonatized-aiscursive-pracitces-that-prafessionals are routinely
engaged in as a part.of their daily work.

Generic purposes and intentions: This element is also crucial since a genre is
identified in reference to the communicative purpose that it is intended to serve.

Participants: Participants in this case.mean hoth readers: and writer. Bhatia
(1999) believes ‘that-the elements"that ‘help 'make communication successful are the
manipulation and exploitation of readers and writers, rather than strict rules., This can
be seen, for exainple; inthe differences netween documents written for subordinates and
document written for supervisors. "It is also ‘evident in“the differences between written
works constructed for outside clients and for insiders. Kongpetch (2006) adds the idea
of social context to the text-context characteristics of the GBA. Thus, the GBA
provides a systematic explanation of how written or spoken texts are organized in

different social and cultural contexts.
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In the classroom, teachers emphasize aspects of a text by pointing out the

linguistic patterns and their context beyond the page. At the same time, teachers need to
reveal the range of social constraints and choices that operate on writers in a particular
context. In addition, the writer is seen as having specific goals and intentions to
communicate via the forms of a text (Hyland, 2003a). Cope and Kalantziz (1993 cited
in Badger and White, 2000: 155-156) propose: three phases of teaching genres:
modeling the target genre, eonstruction of texi Dy the.ieacher and learners, and finally,
independent construction of texts by learners.

The advantages.eiteaching writing with the GBA are that people acknowledge
that writing takes placedn'a soeial situation, it is a reflection of a particular purpose, and
learning can happen comsciously through' imitation and analysis (Badger and White,
2000). The GBA-also has potentials for leading students to reflect on and critique the
ways in which knowledge and informatioh Iare organized and created using written
words (Hammond and Mackin-Horarick; 199|7 eited in Paltridge, 2004).

Although the/GBA has advantages; “uit_ IS necessary to note its limitation. The
genre-based approach undervalues the skil nééded' to produce a text and sees learners as
largely passive (Badger and White, 2000). :IE‘:pricit teaching of genres may lead to
restrictive formulae, which can reduce creativit'ynthrbugh conformity and prescriptivism
(Dixon, 1987; Raimes, 1991 cited in.Hyland, Z(EBb)

In conclusion, the GBAr offers writers a{n' e;plibit undersianding of how texts in
target genres are struciured-ang-why-they-are-writien-in-the-way they are, including their
linguistic forms and.social context. That is, the form and function correlation, and the
social context, must be highlighted in teaching. Therefore, there are five points that the
teacher needs to emphasize in designing lessons for the GBA-based course. They are as
follows:

1. Genre analysis results or structural organization (rhetorical structures) of each
type of genre

2.'Linguistic features-in each move or step (reflect function and purpose of each
mave)

3. Sociolinguistic knowledge (relationship between reader and writer, writing
situations)

4. Writing tactics
5. Not being so strict about structural organization
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2.4.5 Summary of the principal orientations of teaching L2 writing

The investigation of the writing approaches shows that each approach has its
own outstanding characteristics. Some of these characteristics are common, while
others are unique. They all are useful in terms of practicing writing, but they also have

limitations. However, it seems that they supplement and support one another. A

comparison of these approaches is illustrated in Table 2.1 below.

Table 2.1: A comparison of L2 teaching writingapproaches (Hyland, 2003a:23)

Orientation | Emphasis Goals Main pedagogical techniques
Structure Language Grammatical Controlled composition, gap-fill,
(product- form accuracy, substitution, error avoidance,
based) vocabulary building indirect assessment
L2 proficiency
Process Writer Control of-te¢hnique Brain-storming, planning,
: multiple drafting, peer
- collaboration, delayed editing
Content Subjeet Writing through Extensive and intensive reading,
matter relevant content and group research project, process
reading of structure emphasis
Genre Textand Control of rhetorical . | Modeling-negotiation-
social structure of specific © | eonstruction cycle (rhetorical
context text type ¥ consciousness-raising)

o

According to the aforementioned discu%siolrn'i-, what is clear is that each writing
approach has a different orientation, and therefore the teaching techniques are different.
For example, despite its similarities with the product-based approach, the genre-based
approach places much more emphasis on the social context in which writing is produced
(Badger and White, 2000). Also, Bhatia (1993a) argues that what makes the GBA
different from the product approach is that the GBA focuses on using strategies in
writing in order to be successful in communication, while the product approach does not
address this. Writing strategies in this sense mean what writers generally use in order to
make the® writing more effective, bearing in mind any special requirements,
considerations arising from_use_of a_different _medium_or constraints ‘tmposed by
organizational and other factors.

In addition, despite the fact that both the content-based and genre-based
approaches emphasize text, they are different, as the texts for the genre-based approach
are related to the professional area, whereas texts for the content-based approach

concern subject matter more appropriate for learners.
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Concerning the process approach and genre-based approach, the process

approach emphasizes the practice of the writer. Encouraging cognitive processes in
writing is employed in the process approach, while the genre-based approach does not
place these limits on writers. The genre-based approach focuses more on the purposes
of the writers and the context of writing (Hyland, 2003b). The process approach pays
attention to the creative process, while the genre=based approach emphasizes readers’
expectations and the end product (Hyland, 2003a). _IMoreover, unlike the genre-based
approach, there is no explicit teaching of linguistic knowledge in the process approach.

Finally, what clearly"makes the genre-based appreach different from the others
is the emphasis on context, therelationship between form and function, the purposes of
writing (function), cognitive strugeture, the relationship between readers and writers, and
the conventions -of writing / deriving. from the agreement of “experts” in each
community. Kaur (2005) mentions that ih(na process approach does not adequately
address the issue of the reader, especiallyl when the form of the text expected is
convention- and context-specific. ; :

In sum, the GBA seems more suitable for this proposed course for several
reasons. First of all, it'is a product-driven cou’r.itfeT which'is the main characteristic of the
GBA. Secondly, writing 'In the engineering fieid-‘_i.nvolves technical reports, enquiry,
letters of complaints, requests, etc., all qf?iy_vh_iph exhibit specific patterns and
conventions. ThesGBA' encourages learhers to kgcognize these text types and their
writing patterns agd-convenitons:=—ii-is-pelieved-that-learners-ean Write well when they
understand and recognize these writing patterns and organization. In addition, the
professional field is @ dynamic context, so it is unpredictable. Thus, the writers need to
think of situations, purposes, contexts, cognitive structures, relationships between form
and function, writing strategies; and relationships. between readersiand. writers in order

to write effectively.“Fhese‘issues are-all ‘addressed by the*GBA.

2.5 Definition af genre

As this study aims at designing an English writing course for engineering
students based on the GBA, it is vital to be clear on the definition of genre. Genre is not
a new concept. Rather, researchers and scholars have studied this concept for quite a
long time. The concept of genre helps us locate what is particular to each type of

writing and what skills and knowledge students require in order to be able to
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communicate effectively (Bazerman, 1999). Each genre expresses a different set of

rhetorical choices, from lexicon and grammar to format, content, and organization
(Wennerstrom, 2006).

Traditionally, the term “genre” has been commonly used to refer to particular
kinds of literature or other media of creative expression, such as art or film (Hammond
and Derewianka, 2002). In general, however,in the field of literary studies, the term
“genre” has long been used to categorize the different.kinds of writing (text type), such
as novels, short stories, and science fiction (Gee, 1997 cited in Kongpetch, 2007: 89).
In addition, as a cognitiverand euliural concept, genre-usually refers to the abstract,
goal-oriented, staged, and soeially tecognized ways of using language delimited by
communicative purposes; performed social interactions within rhetorical contexts, and
formal properties «(Structure, style, and content) (Bhatia, 1993a; Swales, 1990, 2004
cited in Cheng, 2006:77). Putanother Way,;U;e characteristic features of a genre tend to
reflect the social purposes and cultural ideongies behind its production.

Until recent years, genre has been uséd in educational contexts to refer not only
to types of literary text, but also to the predictable and recurring texts that are a part of
everyday life, such as work and study (Hammtind and Derewianka, 2002). The impact
of genre in the educational context'is evident in ﬂ’a'fee main areas; namely, English for
Specific Purposes (ESP), New Rhegtoric (NR;__an_Q_I Systemic Functional Linguistics
(SFL) (Hyon, 1996). s

However; Elowerdew-(2002)-does-not-agree-with-this-elassification. He divides
genres into two aspects: New Rhetoric and ESP. In his view, both ESP and the SFL
(Australian School) are similar. They take a linguistic approach, applying theories of
functional grammar and_discourse, concentrating on lexico-grammar and rhetorical
structure; and paying more attention to situational'context thanito new rhetoric.

These different theoretical perspectivesare reflected in'the genre-based teaching
application developed within each’ of the three types of genre (Hyon, 1996).
Information about, each theory of genre, together ‘with“the definition-of the genre
employed in this'study, is discussed in the next Section.

2.5.1 Genre as social purpose: Systemic Functional Linguistics (SFL)

This perspective is known as the Australian Work or Sydney School. Its origin
is from the theory of Michael Halliday, which is concerned with the relationship

between language and its functions in social settings (Halliday, 1978 cited in Hyon,
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1996: 696). That is, any text can only be understood in relation to its contexts,

specifically the context of situations and the context of cultures (Halliday, 1994 cited in
Kongpetch, 2007). Halliday believes that the forms of language are said to be shaped
by key features of the surrounding social context, which consists of field (the activity
going on), tenor (the relationship between participants), and mode (the channel of
communication). These variables are collectively referred to as a register (Martin,
2001).

Martin, one of Halliday’s students, has developed a theory of genre within a
systemic functional framework based on Halliday’s theory. He defines genre as “a
staged, goal-oriented sgeial precess’ (Martin, 2001: 163). It emphasizes the purposeful,
interactive, and sequential character of different genres and the ways in which language
is systematically linked /0 a context. Clg.arly, genres are social processes since
members of a culture Interact to achieve thém, they are goal-oriented, and they are
staged since meanings are made in steps an‘:d it normally takes writers more than one
step to reach their goals. In-addition, it can be concluded that when a set of texts share
the same purpose, they will often share the same structure, and thus they belong to the
same genre (Hyland, 2007a). The relationsh'inp:\ of texts and contexts is the core of the
framework, as interactions can only:be unders'todd';.by seeing them against their social
setting. Otherwise, it may lead to miscommunidgtion or impolite communication. The
samples of types, of genre in the SFL School include recount, persuasion, and
instruction.

2.5.2 Genre.as situated action: The New Rhetoric (NR)

New Rhetoric (NR) is similar t0 SFL since both_of them recognize the
importance of context.and the social nature of.genres. The NR genre is seen as a form
of social action whase focus is not on form or-substance but'on theaction that is used to
achieve the goal of communication (Miller, 1994 cited in"Hyon, 1996:'698). Miller also
adds that in this approach genres aregelatively unstable. rhetorical forms that have to be
studied in theii context of-use-and in relation to*the ‘goals that they, are used to
accomplish " in” "a specific “discourse” community. = This 1S~ because" successful
communication is only possible if participants share a socially-created rhetorical
situation (Luzon, 2005). What makes NR different from ESP is that it focuses more on
situational contexts in which it occurs. Also, its focus is placed on the social purposes or

actions (Hyon, 1996). Moreover, NR places less emphasis on the genre theory of
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teaching text form but pays more attention to helping native or L1 university students

and novice professionals understand the social functions of genre and the contexts in
which these genres are used (Hyon, 1996).
2.5.3 Genre as professional competence: English for Specific Purposes
(ESP)

The English for Specific Purposes (ESP) genre aims to help learners succeed
with the English language demands they encounter in.iheir studies or professions, i.e. to
help them recognize and learn the patternsiof language required in various academic and
professional contexts (Hammond-and Derewianka, 2002). The ESP genre is more
linguistic in orientation.ihan the two others mentioned above (Hyland, 2007Db).

Swales (1991), who is'a pioneer in the field of the ESP genre (genre analysis)
and who works ondiscourse structure and.linguistic features of scientific reports, sees
genres as a class of gommunicative events;n\;vith some shared sets of communicative
purposes recognized by.the members of a pgrticular community. Swales defines genre
in the following way: ;

A genre comprises a class-of communicative events, the members of which
share some set'0f communieative purpeses. These purposes are recognized by
the expert member of the parent discourse community and thereby constitute the
rationale for the genre.'=This rationale shapes the schematic structure of the
discourse and influences and constrains choice of content and style.

o (Swales, 1991: 58)

The quotation illustrates Swales™ idea that if the participants in a communicative
event share a cemmon focus on purposes and then the event.shapes the schematic
structure, including its constraint, these events represent a genre. These purposes are the
rationale of the genre, and they help focus its structures and the choices of content and
style it makes.available (Johns,.1997)...Moreover, Swales adds.that.genre is a crucial
concept in professional cammunication since: members of individual professions, or
discourse communities, will share common purposes of communication or genres
(Swalesy 1991):

In addition,“a second and dess broadly focused study on ESP genre,'V. K.
Bhatia’s Analysis Genre: Language Use in Professional Settings , has also contributed
to genre’s growing identity and centrality. Swales’s work presents the whole panorama,
but Bhatia has focused on some of the details (Atkinson, 1996). Bhatia believes that

communicative events or activities can only be called a genre if the participants
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understand its purpose and accept its conventions and constraints as their

communicative patterns (Thaweewong, 2006). His definition of the ESP genre is as
follows:

Taking genre after Swales (1990), genres are a recognizable communicative
events characterized by a set of communicative purpose(s) identified and
mutually understood by the member of the professional or academic community
in which it regularly occurs. Most eften it is highly structured and
conventionalized with constraints on. aliowable contributions in terms of their
intent, positioning, form and functional*Value. These constraints, however, are
often exploited by the expert members of the discourse community to achieve
private intentions within-the framework of socially recognized purpose(s).
(Bhatia, 1993a: 134)

According to Bhatia’s.definition, an important characteristic which helps clarify
each type of genre is'its purpose (function), W_hich can be expressed through forms. The
constraints are shared by, the experts ofithe community.  Since the early 1980s,
communicative goals of purposes:have noymaily peen used as a main criterion for
categorizing genre (Askehave and Swales; 2001). However, using only purpose as the
criterion to categorize genre may present problems because a genre may consist of more
than one communicative purpose (multi—funct':ion) (Bhatia, 1999). Askehave (1999)
suggests that another point that should be cbnsidered as a criterion to identify the
purpose of a text is context. . This. is becaqs:ei(_:o‘n_text can help readers and writers
communicate effeetively within each type of gen're."‘

The definitiens—ef-boin-Swales-ana-Bhatta=have=bech “Influential on genre
analysis (ESP genre) and also have led to the teaching of ESP and the teaching of
academic writing to ESL students (Paltridge, 2004). Hammond.and Derewianka (2002)
add that “the overall concern of ESP is to assist,students to gain access to the English
language/demands they encounter in their studies Or professions.”

The ESP'genre is different from'the Australian‘genre or'SFL in that it does not
see genres as linguistic strategies togachieve general rhetorical goals, but it focuses on
the communicaiive needs of particular academic and prafessional groups iiat lead them
ta pay attention to what people in'those ‘group use writing for (Hyland, 2007a; Platridge,
2004). That is, ESP genres refer to the purposive social action usually used and
recognized by community members to achieve a particular objective, written for a
particular audience, and employed in particular contexts. Moreover, what makes SFL

differ from ESP and NR is its focus on primary and secondary school students’ written
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work and non-professional workplace text more than on university and professional

writing (Joyce, 1992 cited in Hyon, 1996: 697). To be clearer, the differences in their
characteristics can be summarized in Table 2.2 below.
Table 2.2: Perspectives on Genre (Hyland, 2007a: 50)

Orientation | Primary Intellectual | Pedagogy Education | Sample
Focus Roots context genres
SFL Discourse Systemic \/ygetsky, L1 school, Narrative,
structure and« . linguistics (ZPDY adult reports,
features " | teaching= migrants recount
learning cycle
NR Social Post= Heuristics, L1 university | Political
purposes; strugturalism) | general composition | briefs,
context | formats patents,
‘ medical
L & records
ESP Discourse Sl KT, - Consciousness | Occupational | Articles,
structure and" | pragmatics....|.raising, needs | and academic | memo, sales
features L analysis training letters

As for ESP genre gourse design, needs"(qnql_ysis and genre analysis are important
terms as the results from these twe_stages helb provide necessary information for
determine the objectives and contents of the _(I:_'of.l[sje.. Hyland (2007a) adds that needs
analysis and genre analysis reveal the constraiﬁts o'f'-social context on language use, and
the way students gain control-aver these involve a commitment between the ESP genre
and language education research. Thus, most of the work from this perspective of genre
involves genre as a'tool for understanding and teaching the kinds of writing required for
non-native speakers in academic and professional contexts. This kind of genre also
considers cross-cultural aspects and L2 dimensions of writing instruction, while the first
two types of genre may net'address much of this{(Hyland, 2007a).

In brief, the characteristics of genre can be classified into three groups that focus
on different perspectives: Systemic Functional Linguistics (SFL), New Rhetoric (NR),
and English for_Specific_Purposes (ESP). _However, ‘some_parts of their characteristics
overlap one another, as well. For.example, both SFL and ESP focus on the purpose of
communication, discourse structure, and features, while NR and SFL emphasize the
contexts of writing.

According to the definitions of those three groups of genre, it can be stated that
this study is going to focus on the ESP genre. This is because the subjects in this study,

undergraduate engineering students, are non-native English speakers. Also, they are
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engineering students who are going to work as engineers in the future in the

professional community of engineers, so they need to be familiar with the
communicative events characterized by the set of communicative goals identified and
recognized by the members of the engineering community.

The aim of this study was to design a course to prepare undergraduate
engineering students for their future career, and the concept of genre used in this study
was ESP. Thus, the researcher of this study determined that genre in this study was a
recognizable and recurring written pattern: that meets the various communicative needs
and purposes of members of the engineering community. Its certain conventional,
linguistic, and rhetorieal features reflect the function, purpose, context, and
sociolinguistics of the engineering community that produces them. These contextual and
sociolinguistic constraints are ' recognized and shared by members of the engineering

community.

2.6 Organizing a.genre-hased writing course

According to the processes of genera‘ll éhglish course development and ESP
course design stated previously,“it"can be'éélid that some parts of the process of
developing a genre-based writing course are sfrﬁ‘ilar to the process of developing
general English and ESP courses, ‘but a GBA cogr_se focuses more on the details of
needs analysis, sociolinguistic knowledge, and- genre analysis' steps, which will be
explained in the next section. Burns and Joyce (1997 cited in Raltridge, 2004; Hyland,
2007a) suggest the-stages that are involved in designing a genre-based course outlined
as follows:

1. ldentifying the,overall contexts inywhich the language will be used

Context in “this "sense /is informationsconcerning two  cancepts: the present
situation and target situation needs. A needs analysis is the main instrument of this step,
and it can be conducted in many ways in order to eellect information, Such as with
guestionnaires “and, ‘Interviews. ;. For the present situation need, teacheérs need to
determine who the learners are, how they learn, why they are taking the writing course,
and what they know about writing. In terms of the target situation, it is necessary to
find out why the learners need to write, what the content area is, what genre will be
used, what the structures of these genres are, who the learners will communicate with,

and where they will use the language (Hyland, 2007a, 2003b).
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2. Developing course goals based on the context of use

This step can be undertaken after the results of the needs analysis are concluded
based on the questions above. In the GBA, goals normally describe the competencies
that learners will be expected to master using appropriate knowledge and language
features to construct particular kinds of texts. Objectives will then be created based on
such goals.

3. Noting the sequence of language events within the context

Steps three and four can be condueted stmultaneously. Language events within
the context can be, for.example,.enrolling at a university, writing essays, and writing
reports. In addition, Hyland (2007a) adds that sequencing genres in a writing course
can be done based on various principles. For instance, teachers can begin with topics or
situations that are-concreie and relate to students’ prior background knowledge before
gradually moving on'to the applied topié,n nor they can begin with topics that are
relatively simple and that allgw leamers to pr!ogress to more advanced activities.

4. Listing the genre used in-this se“quence

The genres in step four must be congruent with language events in step three,
such as enrollment forms, writing,.and reading.ibxts.

5. Outlining the sociolinguistic knowlédg"e':learners need to participate in the
context 7

Awareness, of -the connections bétween different genres-is important for L2
writers, but it is alse-helpiul-ti-learners-undersiana-ihe-seciohnguistic context in which
those genres occur. (Hyland, 2007a), such as the degree _of formality, authority,
intimacy, and other interpersonal aspects associated with it,_including who typically
uses the genre and whom they use it with,. Encouraging learners to be aware of
sociolinguistic. knawledge: provides advantages (Hyland, 2007a).~. For example,
awareness of sociolinguistic knowledge' assists in the "development of learners’ genre
knowledge and helps them to see that written genres_have consequences foryusers. In
addiuon, ‘awareiess ‘of sociohinguistic knowleage allows learners to analyze the events
that occur in target contexts so that they can understand how genres interact with each
other and what part they should play in constructing contexts and identities.

6. Gathering and analyzing samples of texts

This step is another important step of the GBA because good examples of the

genre which are close to the target contexts are necessary for the course. Hyland
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(2007a) mentions that collecting and analyzing samples of authentic texts supply

crucial information about relevant contents, formats, and language for teaching while
simultaneously presenting a basis for the choice of appropriate readings, text models,
language inputs, and discussion topics for the course. What teachers really need to focus
on in analyzing texts involves patterns in texts, moves, and key language features
(including vocabulary), as well as determiniag required sociolinguistic knowledge.
More information about analyzing genre is explained_meore in the next topic.

7. Developing units of work related to these genres and developing the
learning objectives to be-achieved

After the genressand topies are selected, organizing these into an appropriate
sequence must be considered, Richards (2001) offers five factors that need to be taken
into account: apprepriate dength, development (one activity leading to the next one in a
logical way), coherence, pacing (each activity moving along and no activity being
longer than the others)y and outcomes (Iea(ners knowing how to complete a related
series of things at the'end of the course). IMareover, the learning objectives of each unit
are created according to the selected topies. .

In conclusion, developing a writing course based on the GBA is not so different
from organizing general English courses; the "'oni){.-“difference lies in the fact that the
GBA courses emphasize the results of the needs é_nalysis and social context. Moreover,
the GBA courseswneed to collect sample’ texts as authentic-materials and also analyze
these texts (genre .anatysts)—ihe-resulis-of-the-analysissmuste-presented in class since
this helps learners_see explicitly the organization of each type of genre. Moreover,
encouraging learners to be aware of sociolinguistic knowledge is also necessary and
useful, as it helps learners to use language,accurately and appropriately based on

politeness.and formality in writing.

2.7. Genre-based pedagogy

As stated previously, teaching writing through the GBA 'emphasizes the text and
centext of each type of genre. However, there are no clear teaching stages or methods
for teaching the ESP genre (Hyon, 1996). Also, there is no explicit language learning
theory underlining the GBA (Badger and White, 2000). However, some scholars
suggest activities which can be used in teaching the ESP genre, such as reordering

paragraphs, doing genre analysis, completing gap filling, gradual approximation, and
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rhetorical consciousness raising (Flowerdew, 1993; Xu, 2005; Hyland, 2007b). The

present study has attempted to apply a language acquisition theory (social
constructivism), a genre-based teaching concept (explicit teaching), and a pattern of
teaching stages, (the teaching and learning cycle) in order to design appropriate teaching
procedures, materials, and activities for the ESP genre course following the
characteristics of the target subjects and the GBA: concept. The details of three main
salient factors (social constructivism, explicii-teaching concept, and the teaching and
learning cycle) are explained below.

2.7.1 Social constructivism

It was in the 1930s thai'Vygotsky developed his theory, constructivism. He was
a contemporary of Piaget, and like him, his work was also a reaction to behaviourism.
However, their views are 0ften contrasted (Fgley and Thomson, 2002). For this study,
the theory of language learning (Ianguage‘ acquisition theory) will be based on
Vygotsky’s concept.

According to/Vace (1994), the major-theme of Viygotsky’s theory is that social
interaction plays a fundamental role‘in the process of cognitive development. Foley and
Thomson (2002) argue that Vygotsky’s theory:is..based on the fundamental premise that
development occurs on a social level within a"cuft"!;lfal context. He links the person to
the environment in which they are living and :l‘éa_m‘i_ng. He also presents the idea that
language is inextricably tied to cognitive and behavior. "He describes languages as
interacting with the-tnaividual’s-cognittve-and-social-development and serving their
continuous development. When learners encounter something new, they have to
reconcile it with their previous knowledge and experience. _Possibly, learners may
change what they believe, or may discard the new information as irrelevant. In any
case, learners @are active creators of their own‘language. Todo this; léarners have to ask
questions, explore, “and assess what'they knew.” It can be'said that constructivism
transfers the student from a passiveglearner of information to an active leatner in the
learning process.

Vygotsky (1978) believes that “this long process of ‘development ‘depends on
social interaction and that social learning actually leads to cognitive development. This
process of learning is called the Zone of Proximal Development (ZPD). The ZPD is
described as the distance between the actual development level as determined by

independent problem solving and the level of potential development as determined
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through problem solving under adult guidance or in collaboration with more capable

peers (Vygotsky,1978 in Riddle and Dabbagh, 1999). It means that a student can
perform a task under adult guidance or with peer cooperation that could not be
achievable alone. Put another way, the ZPD bridges the gap between what is known
and what can be known, so learning accurs in this zone. What helps bridge the gap
between learners in these two levels is the Interaction with peers and with experienced
individuals, especially teachers. The notion i ZRPD Is.applied to pedagogy through the
concept of scaffolding (Bruner, 1990), aconcept that mainly supports the SFL genre
approach or Sydney._Seheol to.danguage instruction,which claims that employing
scaffolding in lessons_is‘necessary. since learners can write better with learning and
practicing with teachers.and friends (Emilia, 2005; Kongpech, 2006). Also, scaffolding
can be employed with ESP genre teaching, whose emphasis is placed on providing
learners with the means tg understand and; ntnhen create new texts independently by a
process of “gradual approximation®*and cons!ciousness raising (Hyland, 2007a).

As for the concepis of gradual apprbximation and consciousness raising, they
are a variation of Vygotsky’s idea (Hyland, 20074), helping learners to create their own
writing skills.  Gradual approximation refersuto the view that learning becomes
successful through modeling,” guided practicé'; 'a"nd' then independent construction or
performance of new text (Paltridge, 2004). Cp;ﬁégiqgsness raising is a way for teachers
to encourage learpers-to explore grammatical, 'Ie;ical, and. rhetorical features of the
samples of target genres-(Hytand;-200/0;-2008)—Fhus;-students should be asked to
conduct mini-analyses of the genre they have to write.

Various definitions of scaffolding have been proposed. For example, it has been
suggested that scaffolding.is a dynamic and situated act that is responsive to a particular
set of circumstances in ‘a ‘particular. classroom coptext (WestEd;. 2003 cited in
Pongsurapipat “and “Faktorngpan, 2007). " Maybin’s (1992 cited" in~“Gibbons, 2006)
definition of scaffolding emphasizes the results for learners. In the, elassroom,
scaffolding |meens, ‘the ~temporary. but- essential assistance | that suppaits apprentice
learners in acquiring new sKills, concepts, or levels of understanding (Maybin, 1992
cited in Gibbons, 2006). In addition, two criteria for determining if an activity can be
defined as scaffolding are suggested. There must be evidence of a learner successfully

completing the task with the teacher’s help, and evidence of the learner having achieved
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a greater level of independent competence as a result of the scaffolding experience

(Maybin et al., 1987 cited in Gibbons, 2006).

Also, van Lier (2008) proposes six conditions in designing tasks for pedagogical
scaffolding, including continuity (task repetition, connection, and variation), contextual
support (safe and supportive environment), intersubjectivity (mutual engagement and
encouragement), contingency (task procedure depending on actions of learners),
handover/takeover (increasing role of learners),;” and flow (skills and challenge in
balance and participants who are in tune).» Finally, Gibbons (2006) provides five stages
of teaching and learning.aetivitics-based on the scaffolding concept: orientation, setting
up the new task, carryingrout the task, reflection on the task, and written work.

From these definitions anc characteristics of scaffolding, it can be concluded
that the initial stage of teaching should.be the orientation of the lesson. What teachers
need to do is to gradually support students;frn'om their own writing ability level to the
level of potential performance using various \!tasks based on the above six conditions and
stages, for exampley by having students “analyze many written samples of genre
(consciousness raising), including various types of genres, then asking them to do
exercises to help familiarize themawith the or'g%;mization of the genre. However, before
asking them to do these activities or exercises;" t'h"e‘_"teacher needs to show them how to
analyze and do exercises explicitly first, and @h}h_ encourage them to do the same thing
in groups many times until they have understandi'ntj—and are able io-do it independently.

Some studies-have-decumenied-learning-gain-when-applying scaffolding in the
writing class. For instance, Srirattanakul (1997) investigated the effects of scaffolding
guidance on students’ writing, specifically whether scaffolded guidance could help
students write freely: and effectively.  The study was undertaken with 44
Mattayomsuksa 5 students at /an ‘slamic' College  in' Thailand. * The results of this
research revealedthatscaffolded 'guidance could improve-students’ writing holistically.
Moreover, In terms of analytic effeefs, it was found that scaffolded guidanee worked
very: well with, the- lower-level- cognitive “skills, 'such as' spelling ands punctuation.
Another studycarried out by Liu and Chai (2009) investigated the attitude of ‘advance-
level undergraduate EFL learners toward and reaction to peer review and their
correlation with the learners’ writing performance. The results showed that scaffolding

through peer review benefited the students because they received suggestions and
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comments from high ability students in terms of linguistic and non-linguistic

knowledge such as in organization of paragraphs, vocabulary, and grammar.

2.7.2 Explicit teaching

As stated previously, teaching with the GBA provides a contextual framework
for writing that emphasizes the meaning and text-type. Therefore, offering the students
an explicit understanding of how texts in target genre are structured and why they are
written in certain ways to-achieve their commmunicative social purpose are required
(Hyland, 2003b). In addition, students have to know the lexico-grammatical patterns
that are typically used to.express.meanings in the genre in.order to create a well-formed
and effective text (Hyland, 20072). Therefore, the teacher’s task is to assist students an
awareness of target genres and an explicit grammar of linguistic choice. Moreover,
teachers have to encourage siudenis to investigate the texts and its social contexts in
terms of social purpeses, Kinds of situatiobn nin which its use is appropriate, who the
probable reader is, what readers would Iikg to know, and the relationships between
readers and writers ei€. (Hyland, 2007a). “ :

In conclusion, explicit teaching is a genre-based teaching concept focusing on
clear explanation of how texts are structured and they are written in the way they are.
Thus, teacher has to prepare’ activities to hélp "s*_fudents see how each text type is
organized and why it is structured the ways gr;é){ are in the teaching stages, including
exploring the social purpose of the text type. How to apply. this'concept to use in this
study is explaingdin-the-nexi-iopic-teaching-and-earning-cycie; below.

2.7.3 Teaching and learning cycle

The teaching and learning cycle is a teaching stage designed for teaching writing
based on the GBA, especially for the Sydney School or SFL genre (Burns, 2007).
Although'.the'teaching and learning cycle “is. developed for the: “SFL genre,” it is
believed that it canalso be employed with the “ESP genre.” The' reasons for this are
explained at the end of this section: The cycle provides the planning ef classroom
activities "by showing ‘the process of “learning a genre as'a series of ‘linked stages.
Scholars have constructed a teaching model which'is ‘called the*teaching andlearning
cycle, with the notion of scaffolding used as the theory underpinning this cycle (Feez,
2000; Hammond, 1992 cited in Kongpetch, 2006: 11). One of the most straightforward
representations of this cycle has been proposed by Feez (2002) and is shown in Figure.
2.5.
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1. Building
the context

2. Modelling and
deconstructing
the text

5. Linking
related text

3. Joint
construction
of the text

4. Independent
construction
of the texﬁt

Figure 2.5: Stages of the teaching éna learning cycle (Feez, 2002)

The main purpose of the cycleis io éln_sure repeated opportunities for learners to
be engaged in activities that require them tb reflect on and critique their learning by
developing understanding of texts«(Hyland, Zoblb). The details of each teaching stage
and some samples of activities' that can be used o' meet the details of each teaching
stage, the details of explicit teaching.concept, aﬁ_sqr’ne suggested teaching activities for
the ESP genre are-explained Vbelrdw (Feez, 2002; Hilfand, 2007a).

1. Building-the-context

This stage reveals the purpose of a genre and the setting.in which it is commonly
used. Also, as a part'of the explicit teaching concept, the emphasis of this step is placed
on the functions of language and how meaning.works in context. Thus, teachers have to
understand. the key aspects of 'the sociolinguistic'context and raise learners’ awareness
of questions relevant'to the social-purpose of the ‘genre, such as, “what is the text
about?,” “what purpose does it serve?,” “who produced the text,” “what gheices does
the writer have.in format, vocabulary, and topic,” and“‘who is the intendet.audience?”
That'is, learners need to ‘know much more than vocabulary and formulaic phrases in
order to communicate successfully in such contexts.

Some possible class activities have been suggested (Hyland, 2007a; Flowerdew,
1993). For example, some learners are required to present and discuss context through

pictures, films, and guest speakers, and the teachers provide learners with the analytical
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tasks requiring them to interrogate a text to reveal aspects of its cultural context.

Therefore, the initial tasks of this writing course can be to ask learners read the sample
text, and then ask them to answer questions. Questions should lead learners to think
about the context of the written text, such as what is the purpose of this text?, who are
the writer and intended reader of this text?, Do you think the writer is a senior, junior or
approximately equal to the reader?, and Which paris of the text indicate this?

2. Modeling and deconstructing the texi

This step focuses on involving teachers and learners in discussing and exploring
the whole text (clauses«and expressions) of the genre-and its key grammatical and
rhetorical features as the*explicit teaching stage together with the concepts of gradual
approximation and conseiousness raising.. Samples of the target genre are analyzed,
compared, and manipulaied. / Teachers need to help learners understand key issues,
including the stages of the text and the fu;r;(n:tions served by each step, the language
features that help express these funetions; hOyv t0 know what the text is about, the social
relationship between the reader and writer, aind the main language features of the genre.
In order to help learners understand key-issues, teachers can ask learners to do many
activities, such as sequencing, rearranging, mat&hing, and labeling text components, and
reorganizing or rewriting scrambied or unfinished: piaragraphs. Activities focusing on a
set of cohesive devices, such as sets of relatednlg*ical_ items, conjunctions, modality, and
reference are recammended, e.g. doing cloze exercises. Flowerdew (1993) points out
that the important-pemi-is-that-ihe-modeis-oi-genres-presenied in the classroom should
not be treated as fixed, rule-governed patterns but as prototypes that allow for individual
variation. Additignally, Burgess (1997 cited in Paltridge, 2004: 60) advises that
learners should engage' in_genre analysis as a.partner with their instructor to arrive at
heightened awareness ofidiscourse forms and- the social purposes these-norms fulfill.

3. Joint'construction of the-text

This stage is normally conducted with the entire class. Teacherszand learners
work together‘ie construct the.reguired types ot genre. The coneept of explicitteaching
is-still also provided at this stage. Teachers should ‘work less as facilitators and“should
gradually reduce their contribution as the learners gain greater control over their
writing. Therefore, suggested class activities are, such as, teacher-led, whole class
construction on the overhead projector and creation of parallel texts following a given

mode. Skeleton texts, jigsaws and information gap activities, small group construction
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of texts, and peer- and self-assessment are suggested. However, teachers should be

careful at this stage because it may not be successfully applied in the Thai context
because some Thai students may not express their ideas or even say anything during the
process of joint construction. They may feel shy, reluctant, or lazy to share their ideas to
help the classmates write the required genres. For example, Kongpetch (2006)
investigated whether the GBA could be sapplied in writing instruction with
Mattayomsuksa 6 students.in Khonkan province:s It.was reported that the majority of
subjects could not work well at the joint eonstruction step when they did group work.
They felt bored because.seme group members did notwant to share their ideas nor did
they want to think. Thus; the“idea of writing together may come from only a few
students. Also, this result might have stemmed from the fact that the students were not
familiar with working at ihe group level or.with sharing their opinions with the teacher.
In contrast, Udomyamokkul (2004) was ng(n:essfuI in applying the GBA at the joint
construction step. He suggested .that using an overhead projector and the teacher’s
think-aloud technique could help students Wo_rk well at this stage of the process. This
might be because students saw a model-of how to think and express the ideas via the
thinking aloud technique. The projector was used as a means to display the model, and
this helped students see how: o think explici‘tly"-tjefore they were asked to work in
groups. Moreover, some activities supporting ;fg{depts’ writing tactics or strategies are
recommended in-this step, for example, asking'sﬂ]dents to disguss the writing tactics
they should use il writing-e=mati-in-groups-atier-iney-read-the_samples of the writing
situations.

4. Independent construction of the text

Independent writing is the ultimate goal of the L2 writing class. The purpose of
this stepiis for learners to ‘apply what they. have learned to'the“writing of a text
independently, ‘while-the teachers supervise and offer advice. " Moreover, this step also
provides teachers with a means of détermining whether learners have been successful
with: a neededs level of competency i the genre.© Some independenis, construction
activities are suggested, such as practicing a range of pre-writing activities, outlining,
writing a draft based on pre-writing activities, and revising the draft in response to

others’ comments.
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5. Linking related texts

This final stage provides learners with opportunities to investigate how the genre
they have been studying is related to other texts that occur in the same or a similar
context, to other genres they have studied, and to issues of interpersonal and
institutional power and ideology. This ¢an be conducted after learners have learned and
understood the target genre provided In the classiooms so that they have a means of
helping them to make a cemparison. Some key activities include studying how the
staging of information changes when written for different readers or purposes, and how
to rewrite the text to achieve a difierent rhetorical purpose.

According to thesaforementioned explanation of the teaching and learning cycle,
it can be seen that the teaching at each stage requires a variety of activities. The teacher
needs to create activities.and materials. carefully in order to match the requirement of
each step of the cyclgiand the goneept of explnicit teaching. Xu (2005) suggests that the
teaching of writing besbased on: the genr?-based approach, which consists of two
categories. The first catggory emphasizesu the modes for presenting to learners the
findings of the gene analysis, and the other category encompasses task-based activities
to familiarize students with the genre. It seemsithat this idea can be employed in the
modeling step of the teaching .and learning ncyél{;":-'. In" addition, Flowerdew (1993)
recommends that activities be based on the ?a&_i_uc_qting process, which is individual
oriented. Learners are educated to be independehtwl—earners; that is, to have the ability to
generate their owiiearning-as-needed—fhe-focus-nere-is-on-ihe process, not the
product. Samples_of activities consist of using the results of genre analysis, talking
about instances of genres, learning and doing their own genre analysis, concordancing,
doing on-line genre apalysis, and understanding, a translation based on a sample or a
given genre.

In canclusion;-the teaching ‘and learning cycle involves five stages: building the
context, modeling and deconstrueting the text, joint construction of ,the text,
independent construetion of the text, and linking related texts. Since'this‘is a cycle, it is
possible to start teaching ‘and’ learning ‘at ‘any stage and to go back andforth between
stages, depending on the teacher and the learners’ writing ability (Hammond et al.,
1992). Various activities are recommended that can be used to meet the details of each
teaching stage, details of explicit teaching, including the recommended ESP genre

teaching activities.
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As previously mentioned, the teaching and learning cycle was developed to

teach students the SFL genre, but it was implicit in much ESP genre instruction
(Widdowson, 1978). However, it is believed that the cycle could be used for this study
for two reasons. First of all, both the SFL and ESP genres rely on the concept of
scaffolding. Widdowson (1978) argues that the concept of scaffolding is implicit in
much of the ESP genre teaching, suggesting that students be taught about the ESP genre
via a “gradual approximation” process. This progess entails providing learners with the
means to understand and then create new texts (Widdowson, 1978). Some common
activities which can be.dene"in class as activities in the-gradual approximation process
involve asking students«to analyze, compare, and manipulate representative samples in
order to increase their awareness as explicit teaching activities. These activities are
similar to the teaching aetivities in the “building context” stage of the teaching and
learning cycle. Students aré encouraged to;arn1alyze the context of writing samples by
looking for such features as purpose of the t?xt{and the relationship between the reader
and writer. This stage Is also a compulsory. étage in the ESP genre, especially regarding
the professional genre (Bhatia, 1999). .

The second reason is that genre analysié,-which Is the core of the ESP genre, is
also a part of the modeling and deconstructing Sthde of the teaching cycle. However,
specific details relating to genre analysis.in thﬂe?é_!_:L__and ESP genres may be somewhat
different. For example, the ESP genre can be ahéfyzed in terms of move analysis (the
top-down approach);-white-the-Ski—genre-can-be-analyzea-dased on the bottom-up
perspective (Kanoksilapatham, 2009). However, the other teaching stages, namely,
joint construction, independent construction of the text, and links of the text, can also be
used in teaching the ESP genre. As previously.discussed, in the teaching cycle, the joint
construction of texts, their independent'construction, and links with others texts require
that the teacher ask'students to practice writing together;first'as a ‘whele class activity,
and then in groups, until the teachergis satisfied that students can write independently.
The“final stage, s «for Students to compare the target genre with other types ‘of genre.
These activities can also "be ‘employed”in the ESP genre ‘as'well. Apparently, many
activities suggested in the ESP class are similar to some of those in the teaching and
learning cycle framework; that is, the SFL genre.

In sum, in order to use the GBA in teaching students, the teacher needs to

understand the concepts of scaffolding, genre analysis, explicit teaching, and it is
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necessary to follow the steps in the teaching and learning cycle when designing

lessons for the students in the course. This necessarily includes incorporating
appropriate activities and materials in each different teaching stage. However,
structuring a lesson around the teaching and learning cycle alone may not be enough. It
would be more effective if the teacher made use of the idea of dynamic social actions
when planning the lesson. This can be done by.providing two-way communication
samples. Focusing on the social context is in facione.of the characteristics of the GBA
which makes the GBA different from other teaching-writing approaches. In order to
make group activities_mere meaningful, it is also best if the teacher employs activities
from the process approaeh, sugh as brainstorming, drafting, editing, and revising. This is
because, generally, the GBA does not adequately address learning as a process.

2.8 Genre analysis

Previous discussions have focused on the areas of the theoretical and practical
relevance of the GBA, why it is vseful,“and how it has been applied in writing
classrooms. Another important concept is how 'to"énalyze the text or genre so as to help
the teacher and learners understand the ways'if;‘ which genres are constructed and used.
Also, genre analysis is a part ofthe GBA course dé\?élopment processes.

Genre analysis is a branch-ef discourse ,an_alysis that explores specific uses of
language. Understanding the communicative chéracters of discourse by examining how
individuals use the-language to engage in particular communication is required (Hyland,
2007a). Also, Hyland (2003b) argues that genre analysis, -in linguistics, relates to
describing the higher level organization and structures of written and spoken texts. The
objective of genre analysis.is to find the link between the linguistic features of a genre
and the action‘they‘perform (functiens, purposes). The general aim ofia genre analysis
is to identify the moves and strategies of a genre, the allowable order, and the key
linguistic features (Henry and Roseberry, 2001). Swales, who is a pionger in genre
analysis, has ‘developed: a technique to analyze genres (genre analysis). Into a
hierarchical schematic structure of move-step (Swales, 1991, 2004). Swales (2004)
argues that certain genres consist of specific moves and structures. That is, each genre
has a typical rhetorical structure, and this structure consists of a number of specific
moves (Kankoksilpatham, 2009). Based on linguistic features, the moves and structures

within a text can be isolated and examined. These are the principles of genre analysis.
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Since moves are examined, sometimes it can be called move analysis (Cheng, 2006).

Swales (1991) and Wennerstrom (2006) emphasize that the sets of move (models) are
not fixed, rules-governed patterns, but rather prototypes that depend on individual
variation. Dudley-Evans (1998) uses the term “move cycle” to reflect the notion that
subsets of two or more moves can recur as a unit.

A “move”’ is an important concept relevanito genre analysis. A move refers to
a unit relating both to the writer’s purpose and«to_the content that he/she wishes to
communicate (St. John and Dudley-Evans; 1998). Similarly, a move can be defined as
a discoursal segment _(oral/written) that performs a particular communicative function
and can be defined by linguistic clues (Swales, 1981 cited in Kanoksilapatham, 2007:
1). Another definitionsof asmeve is provided; it refers to a defined and bounded
communicative act'that is'designed to achie\ge one main communicative objective and
as the lexico-grammatical realizations of ;3 ‘move (Swales, 1991; Swales and Feak,
2000). Another definitign is/from Vergaro (2004), who emphasizes the linguistic forms
and members of the ggmmunity. A move is ameaningful unitthat expresses a linguistic
(Iexico-grammatical) fosm and is related to the communicative purpose of the activity in
which members of the community: are engage"d,. In conclusion, a move is a unit that
performs a communicative function-to serve"'théﬁ';.members’ writing purposes in the
particular community. There is no fix order:, fqr'u it. A move can be identified by
linguistic clues. s

Another Tifiperiani-term-is-ihe-"siep“~or-siraiegies=coinied by Bhatia (Bhatia,
1993b; Kanoksillapathum, 2009). A step is a lower-level text unit than the move that
provides a detailed perspective on the options open to the writer.in setting out the moves
(St. John & Dudley-Evans, 1998). According. to Bhatia, steps can be defined as non-
discriminating since they do not affect the overall communicative purpose of the genre
but document the‘detailed information of the moves (Bhatia, 1993Db).

What one receives from the gnove-step model.is how forms and functions are
linkec! to ‘achieve the writer’sscommunicative goals. ‘Ingenre analysis, the analysis can
be conducted at two levels: the macro level (formatting convention/ organization/ move
and step) and the micro level (lexico-grammar) (Wennerstrom, 2006). This is similar to
what Kim (2007) mentions. According to Kim, the structural features of a genre
involve organizational structure (rhetorical structures) and linguistic features. For this

reason, genre analysis is a powerful tool that can help instructors uncover connections
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between language and types of texts and between forms and functions, enabling

teachers to provide students with information and activities that raise their awareness of
genres and perhaps make them better writers also (Hyland, 2007a).

In order to elucidate what will be analyzed under the process of genre analysis,
Kanoksilapatham (2007) points out twa typical characteristics of genre analysis, some
parts of which are similar to what \Wennerstrom imentioned previously, i.e. the micro
and macro levels of genre analysis. These are explained below.

A: Move analysis (top-down approach)
1. Rhetorical organization/ structural.organization
2. Two'levels.efanalysis:imove and step status of a move/step:
obligatory and eptional
3. 'Sequenee of,moves (opening and closing moves)
4. Regursiveness or gyclicity of moves

B: Linguistic features (hottom-up approach)
1. A eluster of linguistie features (e g., grammatical and lexical features
and constructions) co-occuring to perform a communicative function
2. A move can be a phrase, a sentence, a group of sentences, or even a
paragraph . 4
3. Commonly used features in each move
- . (Kanoksilapatham, 2007: 2; 2009: 2)

il

Moreover, according to KanoksiIapathérh-’_f.(ZOO?), there are two issues that
should be noted in analyzing genre.First of a_Iﬁhe_ corpus compilation must be sizable
and representative, The seéohd point is that move boundaries must be verified with
experts and an experiniormanit-concerning-the-spectitctniormation required.

As for Bhatta’s genre analysis (1993b), his work follows Swales’s concept of
genre analysis (moyve and step). However, hie places his focus more on the professional
genres (e.g. sales letter, legal cases, etc.), while most of Swales’s work emphasizes
academic .genres' (€.g. introductions to articles,. abstracts’ etc:): © Thus, Bhatia adds
concepts that will"be-useful for analyzing professional genres and applying the results to
classroom instruction. Bhatia’s genrg analysis is based.on three orientations: inguistic,
saciological, and psychelogieal (Bhatia; 1993b)."This means ithat one needs to analyze
genres on the finguistic level. Also, one needs to be aware of iow a particular genre
defines, organizes, and communicates social reality because it is believed that the text
itself cannot complete the purpose on its own. It needs an ongoing process of
negotiation with the context. Finally, one should pay attention to the tactical aspects of

genre construction (psychology). It is these tactical choices or strategies that the writer
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uses in order to make the writing more effective. The main purpose of genre analysis

is to study how the communicative goals of professional communities are achieved in
specific rhetorical contexts using structural forms appropriate to specific content
(Bhatia, 1999).

According to the three orientations, Bhatia proposes steps for conducting genre
analysis which have been summarized by Hyland (Hyland, 2007a) below. It is not
necessary to consider all of the steps; it depends on the purpose of the analysis.

1. Select a text that seems representative of the genre the teacher intends to

teach;

2. Place the text"in_a situational context—l.e., use the reader’s background
knowledge and text clues to understand where the genre is used, who uses it,
and why'it 1s wrritten in that way;

3. Search the‘research literature oJ[ntnextbooks for ideas and insights into the
working of the genre and the way!it IS conventionally structured and written;

4. Refine the situation analysis on- the basis of this reading to more clearly
identify users’ goals, who the writer and reader are, the network of the
surrounding text, and the.context inWhich the genre is used,

5. Compare the text with-other similaru"tékté-' to ensure that it broadly represents
the genre; 7

6. Study-the institutional context'in which the genre-is used to better understand
the convenitons that texi users often foliow;

7. Select'ane or more levels of analysis (looking at_.common vocabulary and
grammar, types of cohesion, move structure, and so_on) and analyze the key
features;

8/ .Gather infarmation from specialist-informants, if possible;.to confirm your
findings‘and insights and-to add'the-psychological reality to'the analysis.

According to Bhatia’s view, thie stages of genre.analysis in general are;similar to
Swales’s ‘genresanalysis; especially the'seventh step ((analysis of move Siiucture, etc.).
What Bhatia focuses more on are the contexts of writing, ‘writing situations, specialist
informants, and writing strategies. Clear understanding of what Bhatia focuses on
would help learners see each type of genre explicitly, and as a result they may write
more skillfully. As for this study, the genre analysis stage, which is employed as an

activity at the teaching stage of the teaching and learning cycle, combines both
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frameworks of Swales and Bhatia because their frameworks are similar. That is

Bhatia follows Swales’ genre analysis (move and step), but Bhatia also emphasizes on
contexts of writing, writing situations, specialist informants, and writing strategies
which are important for ESP genre. To make them easier to use, the stages can be
summarized as follows:
1. Collect samples of required genres;
2. Examine the understanding of those who.write and read the genre and the
writing situations of each sample;
3. ldentify howsiexts are structured in terms of functional stages or moves;
4. ldentify the.features .that characterize texts and that help realize their
communicative purposes;
5. Analyze'language at the level of linguistics (lexis, grammar, and syntax);
6. Examine the understanding of s;qcn:ial, cultural, and psychological contexts

and explain the writers™ language cheices.

In conclusion, genre analysis is an important concept for teaching writing based
on the GBA since the results of genre analys’is'iare applied in the lessons. One famous
genre analysis framework belengs:to- Swales. n"Th"e'_".core of his framework is the move
and step analysis (text organization). Anothqr}_rgmg_ework has been created by Bhatia.
His framework also follows Swales idea, but Bhaitié—pays more atiention to professional
genres and his dnatysis—concepi—focuses—on—writtng—contexis, writing situations,

specialist informants, writing strategies, and analysis at the linguistic level.

2.9 Related researgh

There has been a great deal of research relating to the ESP. genre which can be
divided inte two groups: academic and professional genres. This study emphasizes the
professional genre because this present study is planned for engineering students with
content relevant to, actual engineering professional work. ' However, research on the
SEL genre or the Sydney School is also reviewed since the teaching and learning cycle
concept underlining the SFL genre as a teaching procedure is planned to be used as the
teaching stages in this present course. The related research reviewed here can be
divided into two main groups: the genre analysis and the application of the analysis

results in actual instruction.
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2.9.1. Genre analysis

Regarding genre analysis, Bhatia (1993a), for example, analyzed both sales
letters and application letters of South Asians. Based on Swales and his framework of
genre analysis, it was revealed that both types of letters shared seven similar moves,
comprising the following: Move 1: establishing credential; Move 2: introducing the
offer; Move 3: offering incentives; Move 4: enclesing document; Move 5: soliciting
responses; Move 6: using pressure tactics; and IMove.7: ending politely. According to
Bhatia, Moves 1, 2, and 5 are obligatory in sales promotion letters and letters of
application since the letieraims at building goodwill to-eonvince the reader. Moves 3,
4, 6, and 7, on the othewhand.arc optional. However, it'is not explained that why it is
the case. Based on theresulis of this research, it could be stated that different moves
provide different purposesandithat they.are.not equally important.

Also, Henry and Roseberry (2001) hLQ\;e analyzed letters of application, but their
work focused on the corpus of native speakér! letters of application in order to determine
what discourse andglinguistic features théy_ had In common by using a computer
program.  Particularly, the study- identified the moves of application letters, the
allowable move order, and the strategies used-tourealize the moves. This study differed
from Bhatia’s work (1993) in that'Bhatia didn-'ho"t-’_"analyze a corpus of native speaker
letters, nor did he attempt to identify.the strateg;ég. "_T_he results indicated that there were
11 moves of a letter.of application: Move 1:'d§ening; Move 2: referring to a job
advertisement; Mover-3:-otiering-candidaiure;-iviove-4d=statng reasons for applying;
Move 5: stating availability; Move 6: promoting the candidate; Move 7: stipulating
terms and conditions of employment; Move 8: naming referges; Move 9: enclosing
documents; Move 10: polite ending; and Move,11: signing off. It was also revealed that
three of jthe moves—Move 1. opening, Move2: polite’ ending; -and-Move 3: signing
off—were common ‘to" all “business letters.” The most wide-ranging move in terms of
linguistic features was the promotion move. Different strategies were applied to
accomplish the.communicatien, especially in ‘the promotion and polite €ading moves.
What can be learned from'this research'is that the analysis resultsof the same genre can
vary from analyst to analyst and also among different communities of people who use
such kinds of genre. Simply put, the analysis results of the same type of genre can

provide different results if that type of genre is used in different communities.
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Van Mulken and Van der Meer (2005) analyzed 40 reply-to customer enquiry

e-mails from American and Dutch companies in order to explore the rhetorical
structures and interpersonal strategies used in those e-mails. The nature of electronic
communication and the transcendence of cultural boundaries were highlighted. The
results revealed that American companies were usually quite careless in their response
policy. American producers more often expressed.gratitude and Dutch producers were
more often sorry to decline a request. The resulis'of the move analysis were composed
of four moves; namely, Move 1: salutation; Move 2: answer; Move 3: further contact;

and Move 4: close. _These'moves. were non-optional elements that characterized the

rhetorical structure of.the geare.and were presented in more than 75% of all replied

samples.  Besides _his, salutation sometimes also involved subsidiary moves:
presentation of self andsthanks, while justification could also be a subsidiary move of
answer. Based onsthe results of this study, it can be said that the definition and
boundary of each move depends on the notion of the analysts.

Another research sstudy relevant to e-mail analysis belongs to Thaweewong
(2006). Thaweewong was interested 4n examihing business e-mails. Her work focused
on intercultural communigation between Thals and Germans in profit and non-profit
organizations. Three hundred ‘and twenty seven samples of authentic English business
e-mail messages written by Thais-and Germans were analyzed. The results revealed
that these business e-mails consisted of seven moves; namely, Move 1: opening
salutation; Move 2 establishing correspondence chain; Move 3: introducing purposes;
Move 4: attaching document; Move 5: soliciting response; Move 6: ending positively;
and Move 7: closing salutation. It was concluded that Thais and Germans followed the
same sequence of movesy but at different “frequency of occurrences. The move
structures “of the e-mail messages-pointed out the national cultures of the e-mail
composersyt iwhich  were governed by the corporate cultures because different
organizations had different norms in achieving their‘ecommunicative goalS.#This study
also shows the.language forms supporting each mave 1o serve different functions. The
politeness strategies are also pointed out. Concerning Thaweewong’s results, it can be
stated that adapting the analyzing model of her work as a guideline for genre analysis
can be a choice for this study since the model is derived from an analysis of business e-
mails which are similar to parts of the written samples of this study. Moreover, the

detail of the politeness strategies of Taweewong’s work can be a guideline for creating
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interview questions for interviewing engineers in order to create the content of the

lessons. Also, the analysis results of the linguistic structure have revealed how to
analyze the language forms of the request in Move 3, introducing purpose.

Another work is similar to Thaweewong’s in terms of analyzing a request for a
written sample and its linguistic forms, but this work focuses on the letter form and
persuasive strategies. Chakorn (2006) sheds/light on the rhetoric of cross-cultural
letters of request in the Thai business contact. .Her.work emphasizes the contrastive
analysis of 80 authentic letters of request written in English by Thai speakers and native
English speakers. The.eorpus involved 38 Thai lettersiand 42 Non-Thai letters. The
cross-cultural variationeas well as contrastive text linguistics and pragmatics were
investigated. The textdinguisties were used to examine the rhetorical structures in
letters of request-and the lipguistic, realization, while the pragmatics were used to
examine the persuasive strategies. The mo;q;,I for analyzing the request letters in this
study was adapted fromithe model of Bargiella-Chiappinin and Harris (1996). The new
pattern consists of: IMove 4: Salutation; MoVe_ 2: Introduction; background information,
reference (to create attention); Move 3: Pre-request; Move 4: Request; Move 5: Post-
request; and Move 6: Complimentary: close 'ar'id-signature. It was found that delayed
introduction of purpose was a unigue hedging siréfe@y found in the Thai letters, while
the native speaker letters were more direct. M&épvqr, Thai speakers’ letters used more
negative politeness, including more indirect, deféréﬁtial, and self<effacing strategies. As
for the textual features-and-tinguisite-reatization-resutis-of=requcst, it can be concluded
that there were four mood types, including their own linguistic forms expressing
request: declarative’ mood (need and wish statement), .Imperative mood, polar
interrogative mood, and modal initial interrogative mood. According to these findings,
it is also possible ta-adapt the. model ofiChakern’s genre analysis.to analyze the sample
written texts. Moreover, analyzing on the linguistic level-is necessary and useful so that
the teacher can teach any kind of genre.

2.9.2. Genre-and teaching application

The ‘other group of researchis the application ‘of genre analysis in"instruction.
For example, Pang (2002) investigated the impact of genre-based teaching on
undergraduate students” writing of film reviews, which is a unit of the course entitled
“Model of Speech and Writing.” The subjects were 39 first-year students at Lingnan

University, Hong Kong, and were divided into two groups. The first group was
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introduced to genre through contextual awareness building, and the other group

through textual analysis. Each group had to study through its own model. A writing-
strategy questionnaire and an assessment form were adopted as the research
instruments. The results revealed that both groups made progress since these two
approaches yielded almost equal results in the quality of the writing products.
However, it seems that the subjects preferred. the textual analysis approach, as
evidenced in the interview resulis. The studenis said that the lesson enhanced their
awareness of either textual or contextual factors in writing. Based on the research
results, it can be assumed-that the GBA or textual based .approach in this study was a
useful method for teachin® waiting since learners were able to write film reviews after
studying with the method: Also, students enjoyed the method.

Henry and-Roseberry (1998) have also applied the GBA to teach writing with a
focus on both ESP and EAP writing. Thirt)i-nfnour subjects were assigned to two groups,
the genre group and thesnon-genre group: E!achf group was given a pretest followed by
six hours of teaching over a three-week pér_iod. The genre group used genre-based
materials (structural move analysis-activities), while the non-genre group used a more
traditional approach model (grammiar oriented. activities). The genre was tourist
information. They used three tmeasures (moti\}atiéri.;' move, and texture) to evaluate the
subjects’ improvement in achieving the goalsnc;fi_t_he genre. A pretest and posttest were
used to compare the move scores designed to quén"t}fy how well ghe students conformed
to the allowable meve-siruciture——ti-was-tound-ihai-a-genre-based approach helped
students to create better textured writing and to achieve the communicative goals.
However, there was no statistically significant improvement in the move accuracy score
between the two groups. Both groups of students said that they enjoyed learning to write
in this kind of.genre‘andcquld see the importance of it." As for'students that studied in
the genre group, they reported ‘that they enjoyed studying ‘with"the" GBA approach
because it differed from the method they employed in secondary school. They indicated
that it improved| their ‘mativation to write by showing them ciearly theii progress in
achieving the purpose of the genre. This result'yields support tothe claim that'teaching
through the GBA is a key to learners’ success in improving their writing ability since
learners have more motivation and write well in terms of texture level. However, the

results have also shown that both the GBA and traditional approach help students to
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write in the sense of move structure. Thus, it is interesting to find out how the

students learn in order to identify and recognize the rhetorical organization of genres.

Another study has demonstrated more complicated results of teaching genre
forms. This study was undertaken by Mustafa at the University of Jordan in 1995. It
was found that students that had taken a term paper writing course were made aware of
term paper conventions more often than those that had not taken the course. In contrast,
the results of the analysis of the students’ terta paper showed that students did not
follow the basic conventions or macrostructure of the term paper appropriately. Their
writing also showed preblems with organization, heading, guotation, and plagiarism.
Simply put, the resultssdemonstrated that there is a gap between what students may
become aware of via thesGBAsand how they actually performed in their writing.

Also, Zhu+(2000crted in Thaweewong, 2006: 28) investigated ESP writing
instruction. A combination of genre analy;is and schema theory was used as the
principle of teaching. The four-stage approa(!:h to teaching the cross-cultural sales genre
was also introduced.s The approach consisie_d of a comparison of social and cultural
contexts, communicative purposes of genres, text structures, and implications of genre
comparisons. Forty authentic Chimese and_-'Eninsh sales letters were used as the
materials of the study. They \were analyzedu"ih"l'érms of moves, text structure, and
politeness strategies. It was discovered that gf;éc_hi"ng the communicative purpose was
the most important process and such an approach: was efféctive when teaching students
how to write salestietiers-n-Enghsh-and-Chineses—Aeceording-i0.the results, this means
that the course deSigner has to point out communicative purpose as a part of the lesson.

There are still very few substantial discussions of -learners’ learning in the
English for specific purpose genre (ESPG)_instructional framework. Specifically,
various aspects of explicit learning and teaching characterize this framework.

Recently,"Cheng (2006) hasreported interesting research results explaining how
learners develop generic awareness in the ESP genre-based writing spedagogical
framework and, whether this,generic awareness becomes part’ of ‘their-own- writing.
Specifically, various aspects of “explicit learning and" teaching characterize this
framework. Her work presents how learners learn to identify the structure organization
of moves. The study was conducted with 22 advanced Chinese-speaking graduate
students in electrical engineering who were enrolled in an English academic writing

course in a large American state university. Students came from various countries, such
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as China and Korea. They were asked to analyze genre exemplars in preparation for

writing. Class discussion was a teaching technique of this study employed to help
students heighten their awareness of the functions of the generic features in the samples.
Also, they were asked to read and analyze the introduction of the research articles they
chose by themselves as the out-of-class tasks. Writing assignment was also a part of the
activities. Text-based interviewing and analyzing _the writing assignment were used as
the experimental tools to collect the data. It wasfound that genre analysis, as a tool of
learning, encouraged students to notice yarious genre-identifying features, such as the
influence of a move on.ihe patterns.and purposes of subseguent moves and the various
ways of strengthening«the cennection among moves.  More importantly, learners
developed their genericsawareness through a deepened understanding of how writer,
reader, and purpose interact in a piece of text that results in the use of certain generic
features. Also, the process of lgarning isisfrongly driven by individuals’ needs and
objectives. Furthermorg; the development of a‘responsive notion of text can be seen in
their writing assignments. AMoreover, the lesson would be designed to help students see
the relationship and interaction ‘among the writer, readers, and the purpose of
communication since uncowvering.these factors.can lead to the development of generic
awareness of learners. Asking'students to analyzé genres themselves would be a part of
the lesson as well. Therefore, having studentsréné_lyﬂz_e genres should be employed in
this present course, The results of this study yield gupport to.the claim that students can
write after studying-ifreugh-ihe-GBA:

As for the Thai context, Honsa and Clark (2004) summarized the results of
teaching academic_paragraph writing through the GBA (ESP genre) with first-year
medical students at Mahidol University. The, purpose of the study was to determine
whether first-year studentsishould be taught how'to write an opinion‘paragraph using a
move-step/genre‘approach-before asking them-to writeepinion paragraph. There were
two phases of teaching. The first phase was undertaken with 45 studentsdivided into
three groups (A, B,-and C)-equally and systematically. “Groug A" was.given sample
paragraphs together with expfanations from the teacher, whereas group B was given a
sample paragraph, but no explanation about the moves or steps was given to them. The
students in group C were only instructed to write a paragraph in English showing their
opinion. All three groups were provided the same topic. The results showed that 40%

of the students in group A got the highest scores, while 73% of the students from group
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C got the lowest scores. Interestingly, the students in Group A had a lower English

proficiency in their introductory University English course. In the second phase, 72
medical students, whose English scores from the National Entrance Examination were
85 or above, were the participants in the study. All students were given a model
paragraph to study on their own and then they were asked to write an opinion paragraph
on the same topic. It was found that the outcome confirmed the results of the first
phase. Thus, it can be coneluded that medical students.should be taught how to write an
opinion paragraph before they are asked to write t0 express their opinion. In brief, the
GBA is an effective way.efteaching:

Most of the citederesearch at the beginning of this section on genre and teaching
application concerns the ESP genre, but the pedagogical concept of genre from the
“Sydney School” (teaching and leaming cycle) can also be applied to the course. For
example, Emilia (2005) regports on the effx'ecn:tiveness of using a critical genre-based
approach (GBA) 'in teaching academic qulish writing (argumentative) to student
teachers who were lgarning English asa fofei_gn language in a state university in West
Java, Indonesia. The GBA model was adopted from Rothery (1996) and others relevant
to the study following the €oncept .of the Sydhey School.  The study was conducted
during an 11-week period and adopted classrdoM-b‘bservation together with analyzing
the collection of samples of students’ texis at y}%ioug stages of the teaching program as
the research instruments. The findings showed that the teaching program was
successful in the Ihdenestan-Eri—ieriiary-ieaching-coniexi=—=Nioreover, the students’
argumentative writing skills in English improved. This was because students achieved
enhanced control Of the target argumentative genre, at greater length, with clear
semantic structure, ang with improved use of.evidence and information in support of
their argument. = Moreover, the evidence revealed that students ‘developed critical
thinking ‘and critical-literacy ‘as' well. "According to ‘the students’ perception of the
teaching program which was collectéd by interviews, most students thought that the
program was usaful-and enjoyable, even if ‘one of the students indicated-t{hat studying
through the'GBA gave him a heavy burden because the GBA took up a great deal of
time. However, most of the students saw the value of the interaction between the
teacher and students in class during the teaching stage.

Similarly, Udomyamokkul (2004) used a similar teaching pattern developed

based on the argumentative genre perspective of the SFL or Sydney School. This
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research was done with 55 Thai undergraduates from various majors, such as applied

science and engineering students at Suranaree University of Technology, Thailand, and
they were divided into two groups. The first group, or the experimental group, was
taught through genre-based instruction, while the control group adopted the process
writing approach as the teaching methed. = The results were reported into two parts.
First, the experimental group outperformed the .control group, as indicated by the
significantly higher gain scores awarded on-the firsi drafts’ development. Second,
given opportunities for multiple drafting, revision, and editing, both groups were
equivalent in their final draft'performance. The resultsalso.indicated that students liked
to study through the GBA'SInge they perceived the facilitative benefits of the lesson and
classroom activities whieh can be seen through their attitude toward the EFL academic
writing. After learning, they understood, rgad with purpose, and wrote with much
greater ease. According to.the results, it cani b‘e said that teaching argumentative writing
through the GBA was successful. However, wteaching argumentative writing through the
process approach issalso possible but students may need to do multiple drafting,
revising, and editing. /Therefore, ‘employing the activities of the process approach
should also be carried out. T/

Kongpetch (2006) has also-adopted the"Sydbey School GBA teaching pattern to
investigate students’ writing performance ir]:,e'xppsitory writing. The goal of this
research was to describe learners’ responses to this approach and-the effects it had on
their writing. Theieaching-approach-was-impiemenied-in-the-£ssay writing course for
45 English major and minor students at the Department of Foreign Languages, Khon
Kaen University. _The class was conducted over a 15-week semester. The results
revealed that the genre-based approach had a significant impact on students’ writing. In
particular,. students were" able  to' use/ appropriate (language - features for written
exposition. ' Furthermore, “students-found that'the GBA~had ‘valuable effects on their
learning experience. The students’ views that the GBA.helped them to write better were
demaenstrated By an ‘analysis of their expositions.  It.can be.concluded theh,that-teaching
expository writing through the GBAcan be made possible with satisfactory outcomes.

To summarize, there is a great number of research studies relating to the GBA.
Some of them focus directly on genre analysis, while other studies apply genre analysis
in writing instruction. The existing research results have shown that the GBA is an

effective writing instruction method that enables learners to develop their writing ability
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by using their knowledge of linguistic and rhetorical organization. In addition,

research findings have revealed that learners also have positive attitudes toward the
GBA. Some learners have more motivation to write since the GBA is different from the
methods generally employed in secondary schools and studying through the GBA
makes them become aware of the progress in writing genres. Moreover, the results
show that learners also like to study through .the GBA since they perceive the
facilitative benefits of the lessons and classroom.activities. It is also worth noting that
their studies were conducted in the L1 or L2 contexts and the results were satisfactory.
There are others that_havesconfirmed that the GBA can-also be successfully used in a
foreign language context; suchras Thailand, specifically in the context of engineering
work for undergraduate” engineering students. Therefore, it was hypothesized as
follows: 7

(1) the writing achievement scores iin‘ the post-test of the engineering students
who are taught wit the GBA course will be wsignificantly higher than those obtained in
the pre-test. _

(2) the results of the end=of the-course questionnaire survey will be greater than
3.5 which indicate positive attitudes of the students toward the overall of the course.

This study, therefore, ‘has-emerged to fi]l';.-‘this gap by trying to develop an
English writing course for undergraduate engin‘éér_in‘g students. The aim of the course is
to prepare undergraduate engineering students to becortie. familiar with the written
works, writing codtexis;ang-stivations-ihai-they-are-going-to-fact When they work in the

future.

2.10 Course evaluation

Course’ evaluation is“another important “‘element of the course development
process. The results of course evaluation lead to the direction of course improvement in
various aspects, such as objectives, materials, and lesson plans. Course evaluation can
be conducted by using various frameworks; it depends on/'the purposes‘ef the course
planners.

Evaluation can be defined as the systematic collection and analysis of all
relevant information necessary to promote the improvement of a curriculum and to
assess its effectiveness within the context of the institution (Brown, 1995). Weir and
Robert (1994 cited in Richards, 2001) explain the difference between two major
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purposes of language program evaluation.  The first purpose is program

accountability, which refers to the quality of the program at significant end points of the
education cycle. The other one is program development, which focuses on
improvement of the quality of the course as it is implemented. However, as an ESP
course, course evaluation helps showing how well the course is actually fulfilling the
needs of learners and whether the course is mgetiag its aims (Hutchinson and Waters,
1987)

Knowing the purposes of course evaluation and iis meaning is not enough to
evaluate a course, howewver. ln order to evaluate a.course appropriately, course
evaluation frameworks. must be consicdered as a criterion in order to examine why most
students like such courses, and whether they learn well after the course, among others.
More importantly,@ven ifitheir learning achievement increases dramatically, it does not
mean that they likesthe eourse, Gravesi (2001) proposes a framework of course
evaluation involving thiee elements: assessipg needs, assessing students’ learning, and
evaluating the course. This section.is going to discuss only the second and third
elements since the assessing needs elements has already been discussed in detail in the
needs analysis section. A

As for assessing students’ learning, there 1ate siX questions the course designer
should take into careful consideration. Thé, rrquestions and their explanations are

described below:.

1. Who asSesses students’ learning?
Possible answers are teachers, students, and institutions.

2. What is it assessed?
This can be either global or specifictanswers. © Global assessment can be
done by ‘assessing the students’ ‘performance-based‘on the objectives and the
contents of the course.g Regarding the.specific assessment, sthis is a
charactenistic thatthe teacher assesses specifically on some fagtors; such as
the'materials or activitiesof each unit.

3. Why is students’ learning assessed?
There are various purposes of assessment; it depends on the teachers. They
consist of assessing proficiency, diagnosing ability/needs, assessing

progress, assessing achievement, etc. (Bailey, 1998).
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4. How can the teacher assess students’ learning?

There are a number of instruments to help the teacher collect the data in
order to see whether students have improved their learning, such as
observation, task completion, and testing. This depends on the objectives of
the assessment the teacher requires. Using various instruments in order to
answer the same question Is necessary since it helps the teacher cross-check
the answers.

5. When can the assessment of students” tearning take place?
The answers.ie-this question depend upon the eontexts of the course, such as
how long theseoursefis.and how the course units.are constructed.

6. What is done with the results of the assessment?
The answers to this question depend upon the answers to question 3 since
their answers normally, seern 10 b__q connected.

With respect to the final glement of Glraves’ framework, evaluating the course,

six other questions must be considerelld_as well.

1. Who evaluates the course? e B
It can be both the teacher and stéd%nts if the evaluation occurs during the
course, but if the evaluation occurs at the end of the course, the persons that
are in charge may he teachers or in_sﬁj_tipps.

2. What can be évaluated? ol
Varigus-aspeeis-can-be-evatuated=—Fney-involve-geals and objectives, course
contents,_needs assessment, the way in which the course is organized,
materials and teaching methaods, the lesson plans, the learning assessment
plan, and the course evaluation plan.

3¢ Why daes the course need'to beevaluated?
If the“evaluation occurs-during‘the-teaching;-the reasons are to evaluate its
effectiveness and to change what is not effective so as to meet,the needs of
the students. 'However, If the evaluation IS undertaken at tih¢ end of the
course, it"helps the teacher make decisions concerning whether the“course
should continue or not and also provides information for the redesign of the

course.
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4. How can the course be evaluated?

Various instruments can be employed at this stage, such as giving feedback,
questionnaires, and observation.

5. When can the course be evaluated?

It can be at any time during the course, such as at the midterm, when
problems arise, and at the end of the course.

6. What is done with the result of the evaluation?

The information obtained can be utilized based on the purposes and duration
of the evaluatien: Foi-instance, if the evaluation occurs during the course,
the informatien cambe used to retain effective aspects of the course and to
change whats ineffective/in the course.

Graves’ course evaluation framework is useful, as it covers important points that
teachers should consider, but there are stiII;Qtlher factors that teachers should be aware
of as well. Another view of the course eva]yation framework is that of Brown (1995),
who proposes three dimensions of course éy_aluation: the purpose of the information
(formative evaluation and summative evéyll}atfén), types of information (process
evaluation and product evaluation), and typéé of data and analysis (quantitative and
qualitative data). 2244

Regarding the formative evaluation, it t:kes place during the ongoing curriculum
development processes:. Ther aims of it are to find out What is. working well, what is not,
and what the probiems-are-in-erder-to-tmprove-the-courses-(Richards, 2001). The
samples of typical questions relating to formative evaluation can be seen as follows:

* Has enough time been spent on particular objectives?

*Are students enjoying the program? If not, what can be done to improve their
motivation?

In order to answer-these’ questions, the teacher-needs to consider whether the
students are enjoying the class. If this is not the case, how to motivate them must be
cansidered. | Nigreover, each~objective of the course requires different leagths of time
far teaching, but the teacher can check both the appropriate lengthof teaching time and
the enjoyment of students during the pilot teaching and adjust the time for actual
teaching.

In contrast, the summative evaluation occurs at the end of the course. The

purpose of this evaluation is to determine whether the program has been successful,
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efficient, and effective (Richards, 2001). The results of this evaluation lead to

decision making about whether the course should continue or not, and to provide
information for redesign (Graves, 2000). The samples of the questions are listed below.

How effective was the course? Did it achieve its goals?

What did the students learn?

How well was the course received by students and teachers?

The second dimension, which is also impertanito course evaluation, is the types
of information (product and process evaluation). Brown (1995) defines the concept of
process evaluation as.amy-evaluation which focuses en.the working of a program
(processes), while he defines the concept of product evaluation as the evaluation which
specifies whether the goals (products) of the program are being achieved. Stufflebeam
(2003 cited in Sowell, 2005) and Hutchinsen and Waters (1987) also offer quite a clear
definition of process and product evaluation§1 nProcess evaluation can describe how well
the plans are carried outy and product evaluagionf can show the results of using the plans
in terms of meeting the students’ needs. Thi_s means that the teacher should take note
after teaching in order to see whether all-of the teaching plans went well. For example,
the teacher should check whether.the order of @tivities is clear and appropriate for the
students’ language ability. Furthermore, in of'déf-‘_ﬁo check whether what the students
learned meet their needs, the teacher can inte(ﬂ;iéyV"_t_hem both during and at the end of
the course. s

The last diffienston-is-the-types-oi-daia-and-analyses-thatinvolve qualitative data
and quantitative data, Quantitative data are countable information, which is normally
collected in numbers, while qualitative data are focused on more holistic information
based on observationsor_judgment. The samples of qualitative data might include
teacher journals, student logs, 'students’ 'self-assessment forms;.etci= The samples of
quantitative' instruments are tests, grades,” checklists, 'and surveys which provide the
results in numbers (Browns, 1995; Richards, 2001). In.general, both types of data are
deemed important in-course’evaluation.“This'is because showing only one iype of data is
not sufficient to reflect whether the course'is effective.

Apart from the three dimensions of course evaluation, Brown (1995) adds
another concept, “attitude,” which is also important for course evaluation. This can be
the attitudes of teachers, students, and administrators, depending on the purposes of the

courses. The term “attitude,” in general, means a tendency to react favorably or
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unfavorably toward a class of stimuli, such as a national or ethnic group, a custom, or

an institution (Anastasia, 1988). Attitude is therefore a psychological tendency that is
expressed by evaluating a particular entity with some degree of favor or disfavor (Eagly
and Chaiken, 1993 cited in Oskamp and Schultz, 2005). For Brown (1995), attitudes
are just opinions, and opinions can change. Far the present study, attitudes refers to the
likes or dislikes revealed in course evaluations. .Expressing one’s opinion about the
course is similar to expressing one’s attitude tovards.ihe course. Therefore, evaluation
questions and statements can be written in the form of opinions as well. For instance,
“How useful do you_think-the Course has been for yourstudies,?” Has your English
writing improved aftersthe midterm exam,? \What are the students,” teachers,” and
administrators’ attitudes® and feelings about the usefulness of the tests originally
developed,? Before the program? After?, ar]_d What are the students,” teachers,” and
administrators’ attitudes and feelings abodt ‘the materials as originally adopted and
developed?

Graves’ and Brown’s frameworks aresimilar in terms of covering the ground of
the course design process and focusing on more than one dimension of the course
evaluation process. However, .Brown’s work focuses more on the duration of
evaluating the course and the characteristics of unaili_‘tative and quantitative data, and this
leads to the employment of various instrumerjté_in _order to attain the results both in
numbers and in werds. s

As for an ESP-eourse;-Alderson-ana-\Waiers=(+983=¢ited in Hutchinson and
Walter 1987) suggest, four main aspects of ESP course evaluation to be considered:

* What should be evaluated? (focusing on the needs analysis and the course

design process)

*How.can ESP courses be evaluated?-(instruments)

*Who should-be involved in-the evaluation?

* When (and how often) should evaluation take.place?

Based ‘0i1 Alderson ‘and ‘Water’s discussion, it can‘be seen that their aspects of
course evaluation are similar to“the” frameworks of Graves and“Brown.” However, a
highlight of Hutchinson and Waters’ work is placed on the question of the students’
needs: “Is the course fulfilling the learners’ learning needs?,” If not, “What areas of the
need have not been fulfilled?,” and “Were the unfulfilled needs identified during the

course design process?” If not, “why not?”
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In brief, course evaluation can be undertaken based on the frameworks of the

course evaluation of general courses by Graves and Brown are similar to the framework
of ESP courses, but the ESP course framework focuses more on needs analysis—
whether the course meets the needs of the learners. Moreover, it is necessary to
evaluate the course in various dimensions and with various instruments in order to cover
all necessary elements, including the characteristies of the data. The results derived
from the course evaluation can then be used to«impieve the quality of the course in

aspects such as objectives, lesson plans, and course organization.

2.11 How the engimeeriag Englishwriting course is developed

As for the congeptual frameworlk-in designing this course, six main concepts are
employed: ESP, needs_analysis; genre-based approach (GBA), social constructivism,
teaching and learning cyegle, and course evaluation. As this course aims at teaching
undergraduate engineering students about the Writing contexts and situations they are
going to face in the*future, the concept of ESP must be employed. According to the
review, an ESP course emphasizes_learners épd-iheir needs. Therefore, it is vital to
conduct a needs analysis as the fist siep of. fﬁé’ course development process so as to
gain the insight needed to design the course. Bf-asec"i""bn the results of the needs analysis,
the objectives, goals, and contents of-the course"qan;;then be determined.

The GBA lis a teaching writing method emphasizingftext and context. The
course developed T present study was designed following the GBA concept. Thus, the
concept of the ESP genre, the GBA course development process, and genre analysis
were emphasized. “Fhe results of the genre analysis were the core of this study since its
results comprised the" details of the contentiof this course, while the GBA course
development process-pointed out that making a list of writing situations, contexts, and
sociolinguistic knowledge was necessary. This list was used as a part of the content and
to make the lesson more meaningful.

According to the applicatian the concept of both ESP and GBA to the course
development process, the details of the objectives, goals, and contents of the course
were be derived. Then, the procedures and stages of instruction were designed with the
application of the concept of social constructivism, is a language acquisition theory
which emphasizes that social interaction leads to learning and cognitive development.

Therefore, its main concept, scaffolding, is also implemented in the lessons of this
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study. The teaching and learning cycle that was developed following the scaffolding

concept was employed as the teaching stages or procedures of this study. According to
the cycle, learners would learn from scaffolding by working with the teacher and their
classmates.

After that, the course wa

verified by experts and pilot teaching. The

Figure 2.6 illustra eptual fratmeWoikin designing the course in this
study. _ —

AUEINENTNYINS
ARIANTAUNM TN



90

English writing course for
engineers

ESP
- Types of ESP :
- ESP course design

(GBA)

ESP genre
of the course

\tation of the course

AU o ﬁﬂﬂﬂﬁﬂﬂﬂ“f‘r’i
Qﬂﬂﬁﬂﬂimﬂﬁ’l?ﬂﬂ’]ﬁﬂ



CHAPTER Il
RESEARCH METHODOLOGY

Chapter Three describes the research methodology of this study. The research
procedures were divided into three main phases: needs analysis, course development
process and implementation, and determination ofithe effectiveness of the course.

3.1. Needs analysis

The needs analysis was carried out to determine the English writing skills
needed by the operational engineers, managerial engineers, engineering students, and
English for specifiespurposes teachers. The results were then translated into the lessons
of the course.

Population

There were three groups of population in this study: managerial and operational
engineers that worked in Thailand; 1,853 JKMUTNB undergraduate engineering
students (second-, third-,and fourth-year engineering students), and ESP teachers that
taught English to engineering students from “,tenr universities which were located on
Bangkok and its vicinity and provided Engli;ti "cplu_“rses for engineering students. All
populations were Thai nationals. ‘

Subjects  fmd

The Details of each group of subjects are explained below:.

Group [: One-hundred operational engineers and 15 managerial engineers in
Thailand were the first group of subjects In this study. The sample size was selected
following the suggestion by Fraenkel and Wallen (2000 cited in Wasanasomsithi, 2004)
that at least 100 subjects are*the minimum_number suitable for descriptive studies. The
number of operational engineers was higher than that;of managerial. engineers since
normally there are more operational engineers than managerial engineers in a workplace.
Moreaover, this course.also.aimed at developing the.course content for novice operational
engineers so mare number of operational engineers was suitable. These groups of
individuals were recruited by means of purposive sampling method because it was
necessary that these engineers had information needed and that they met a set of
recruitment criteria which was imposed by the researcher of this study. That is, first of all,

they could be any engineers that worked in companies or factories that were a part of the
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five groups of industries based on the criteria of the Federation of Thai Industries (FTI).

The five industrial groups are automobile, electronics and electricity, material, petroleum,
and mechanics industries. Secondly, they were engineers who had at least one year of
working experience. This is because, according to the interview with engineers by the
researcher of this study, it was found that usually engineers takes about one year in order
to learn the kinds of work in the engineering field.. Finally, engineers were willing to
participate as the subjects of the needs analysis stage sinee engineers generally have a usy
schedule and their time is restricted. It is guite difficult for them to spend time as the
subjects of this study, so.enly engincers who were willing.io participate with this study
were recruited. Thus, theee managerial engineers and 20 operational engineers were
selected as the representatives fromeach group.

Group I1:+This group of subjects included 333 engineering students from six
engineering departments (elegtrical, Civil, mec;ha{nic, industrial, chemical, and productive).
They were second-, thirds, and fourth-year stt!,ldents. The sample size was derived from
Yamane’s sample size‘table (Yamane; 1967“).7_ According to the sample size table of
Yamane (for precision of = 5%); when the number of population is about 1,500, the
sample size is 316. Moreover, when:thie populatfon is 2,000, the sample size is 333. For
this study, there were 1,853 enginieering studenté"ét"I{.MUTNB in 2008. Thus, the sample
size was between 316 and 333. However, the sa@pil_e size of this study was 333 because a
larger sample size was supposed to provide more reliable results.

Group HIE—Fhe-subjecis-in-ihis-group-were-derived Dy means of purposive
sampling because only, teachers who taught English courses to engineering students were
recruited. The number of population as well as the sample size of this group of subjects
was 37 ESP teachers. The number of them was derived from surveying nine universities
providing ESP fcourses to engineering ‘students in’ Bangkok' and: its- vicinity by the
researcher. The number-of population-was the same‘as‘the-sample‘size. Since the number
of the population was quite small, it was necessary to recruit all the population to be the
subjects of this siudy. “The subjects-were teachers who had experience‘in teaching English
courses provided for engineering students for at least 'one"year.” They have beenworking
in government and private universities.

Instruments

A questionnaire and an interview protocol were used as the instruments in the

needs analysis.
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1. Questionnaire (Appendix A)

The questionnaire was written in Thai in order to prevent language barriers.
Three sets of questionnaires were used to collect data from different groups of subjects.
In order to design the questionnaires, the researcher gathered information by reviewing
existing theories and related research, including interviewed three managerial and 12
operational engineers. The data collected from those.sources were used to develop the
questionnaire in parts 1, II, and 1, including the interview guestions. Those engineers
were approached throughsntroduction by friends, colleagues, and former students of the
researcher (conveniencessampling method). These engineers were interviewed since
they worked directly in_the figld of engineering. Thus, it was assumed that they should
be able to explain-the types of written work and writing situations that are required in
the engineering fields These people Workéanin various fields of engineering, such as
civil, mechanical, and electrical engineerihg, and they worked in different types of
industry as well, suchras electionic, cement,“a_nd fuel. Their companies were located in
various provinces in Thailand such-as Phatumthani, Saraburi, and Chonburi provinces.
Moreover, two English teachers were interviewed in order to learn about the students’
writing ability, their writing* problems, and ‘course descriptions and details of the
English for Engineers course at KMUTNB. ii L.

Then, based on the information coIIectéd',“ fﬁé questiennaire covering four parts
was constructed basce-en-the-needs-anatysis-medet-of-Huichinseriand Waters (1987) and
Dudley-Evans and St John (1998) as well as the concept of needs analysis for genre-
based writing courses by Hyland (2007a). The reason was that the combination of the
models of Hutchinson and_Waters, Dudley-Evans, and Hyland covers the required and
necessary information-far developing writing content and exercises.

The guestionnaire was divided into four parts as‘foellows:

Part I: Demographic charagteristics of the subjects

This pail of the questionnaire focused an general information of each group of

subjects. The subjects needed to identify various information, such as their workplace,
position, and gender. Moreover, details of their education, writing experiences, number
of years of working, and background information about their English proficiency were
also elicited. Checklist, five-point Likert scales (“very good,” “good,” “fair,” “poor,”

and “very poor”), and gap filling items were used as the form of responses in part I.
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The questions in those three sets of questionnaires were similar, but more information

about their working situations was also required from the engineers.

Part Il: Required English writing content and situations for engineer
working contexts and writing problems

The aim of this part was to determine the English writing content that most
engineers need for communication in their professional community, including their
writing problems, both in general and in the professienal areas. In order to obtain this
information, this part was divided into ifive components: problem areas in writing
English in general, imporiance of-genresin the engineering contexts, writing problems
associated with differenisgenres in-engineering contexts, significance of English writing
in the engineering contexts, and lack of knowledge in English writing in the engineering
contexts. Part Il was designed using, a. five-point Likert scale (“very important” (4.5-
5.0), “important” (3.5+4.49), “quite importarig’: (2.5-3.49), “not so important” (1.5-2.49),
and “not important at ali” (1.0-1.49) with aII! sections. Writing content was provided as
choices, namely, e-mails (.0. complaints, indqiry, and request), memoranda, minutes of
meetings, agendas, instructions, and-reports. .

Part 111: Opinions @about.developing a’h-Eninsh writing course for engineers

The purpose of this part-was to survenyrthe;-' opinion of groups of the subjects
about the appropriateness of teaching and Iear:njir}g tjn_ethodology since it is necessary to
design activitiesand teaching methods based on the students’ preferences. Part I11 was
created using a fie=pemni-i=tkeri-scate~(“sirongly-agree =(4:5-5.0), “agree” (3.5-4.49),
“neutral” (2.5-3.49),.‘disagree” (1.5-2.49), and “strongly disagree” (1.0-1.49)).

Part 1V: Suggestions and expectations regarding an English writing course
for engineers

One open-ended” question was. provided 'in ‘this ‘part.to “give the subjects
opportunities to“express their suggestions and expectations’about desirable English
writing courses for engineers in Thailand.

Validation

The ‘content validity of the questionnaire was examined by three experts in the
field of engineering, language assessment and evaluation, and business English All of
them had working experience of more than 10 years. The index of item objective
congruence (IOC index) was employed before the questionnaire was used in the pilot

study. A checklist marking agreeable, not sure, and disagreeable was distributed to the
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experts. Then the IOC index was used to calculate the content validity of the

questionnaire as shown in the following formula. Agreement of at least two of the
experts was needed in order for the questionnaire to be considered valid (Booncherd
Pinyoananthapong, 2526). That is, the score from the validation must be equal or higher
than 0.5.

IOC:2
N

I0C =_ladex'of item.congruence
Y R = Tetal scere from responding to the test items of three experts
N = Numiger ofexperts
. (Booncherd Pinyoananthapong, 2526)
Based on the gesults of the I0C calcgla;tion, it was revealed that the three experts
accepted all questions. 4 Overall, the result \!showed that the content validity was 0.93.
Then, the questionnaire was revised based on the comment and suggestions of the
experts. Three experts' suggested adding more information to some questions,
rearranging the order of some questions, and'aajusting the layout of the typing to make
it more concise and clearer. The suggestionsi‘fbf-’éach part of the questionnaire from
those three experts are summarized below. = 7 o
Part I: Asfor the questionnaire for the ehgfneers, two items (“studying abroad”
and “training frofi-company)-would-be-added-io-ife-section of English writing
experience for engineers. Additionally, another item, “to fotlow up after having the
telephone conversation,” would also be added to the section concerning working
contexts.
Part 11: The 'termsiinithe section of the general writing“problems in all sets of
the questionnaire‘were translated inte'Englishto make them consistent'with other terms
in other sections. In addition, reordering the items in.question 6 (“problems,in writing

process”) was ieguired to make them more-logical. “ Therefare, the ordei, of ‘the items

was changed from “writing,” “searching,” “outlining,” and “editing™” to “searching,”

“outlining,” “writing,” and “editing, respectively.”
Part I11: The item “teaching through e-learning as a teaching medium” would
be added to the questionnaire. Moreover, more items or choices about teaching

L N1Y

activities were required, e.g. “provide a writing model before doing exercises,” “point
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out engineer working situations,” and then “students search for relevant content

themselves,” “edit their friend” and their own writing,” and “practice writing in real
working situations.” All of the items in part I11 should cover the necessary teaching and
learning factors involving the objectives of teaching, activities, materials and teaching
aids, the language used in teaching, and evaluation.

Part IV: The sample of how to answer the.question would be cut, because it is
not necessary to provide that part as the respondents should know what to write. Then,
the part of instructions would be highlighted 1 bold and enlarged its size. This is
because bold and larger.sizes of instruction help the reader read the instruction easily.

Three approved.sets of.questionnaire were distributed to two groups of subjects:
engineering students (41) andengineers (39), at the beginning of June 2008 in order to
determine the reliability j0f the Questionnaire In the questionnaire pilot study. The
reliability of the qugstionpaire was verifi(a;qlnby using Cronbach’s Alpha Coefficient
because this formula ,€an /be employedf!wi{h rating secale information (Prakong
Kunnasut, 2535). The rehiability of the qUe_stionnaire for engineers and engineering
students was .89 and .93, respectively. The reliability of the engineers’ questionnaire
was adopted for the questignnaire for the ESP teachers, This was because there were
only 37 ESP teachers teaching 'courses that were éi‘milar to the English for Engineers
course in nine universities in Bangkok and itsn\ﬁi::i_ni_ty. The number of the subjects was
too little to bevseparated for use as samples o detefmine sthe reliability of the
questionnaire. Halvever-ti-was-posstbie-to-assume-thai-the-reliability of the engineers’
questionnaire was the same as the ESP teachers’ guestionnaire.since both of these two
groups had work experience and shared similar experiencé .in working relating to
engineers. Accordingsto_the reliability results, .the three sets of questionnaires were
found to be reliable’and could thereforebe used to.collect the data.in this study.

2. Interview-protocol (Appendix B)

The interview protocol was uSed to gather in-depth information only from the
two* groups 0i, |engineers,“managerial and -operational; engineers, aficr they had
completed the questionnaire. This ‘was because the aim of the interview was t0 gather
in-depth information about writing contexts and situations of engineers, including
sociolinguistic knowledge in the workplace. Thus, the engineers were able to provide
the required information because they had direct experience, whereas the engineering

students and ESP teachers would not have that kind of information because they did not
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have direct experience about the work of engineers. The semi-structured interview

technique was employed. The interviews were conducted in a relaxed manner with
questions allowing the subjects to respond freely and openly. The interview questions
were pretty similar to the questions in the questionnaire in terms of the topics in forming
questions such as writing context based on the required genre and sociolinguistic
knowledge used in writing the target e-mail and report, but the researcher probed for
further information as seen necessary in the topics: Lhe questions concerned the details
of the required writing _content, target language use, and the target situations in the
workplace, including soeielinguisiic. knowledge. For thessociolinguistic knowledge, the
questions elicited informationsregarding the degree of formality, authority, intimacy,
and other interpersonal aspects associated with that information, and the meaning that a
genre had for those'who use 1t Most guestions for operational and managerial engineers
were similar, with slight variations in terms ;an the managerial engineers’ opinions about
their subordinates in the aspect of their w!riting ability and cultural knowledge (see
Appendix B). ;

Validation

The interview questions .wvere validated by the three experts (two English
teachers who worked in the field:of English buéihéés correspondence and in the field of
language assessment, and an engineer). ‘All pffihe"m had working experience of more
than 10 years. s

A checklist-(io-be-marked-agreeable;-not-sures-ana-disagregable) was submitted
to the experts. Then the 10C index was used to calculate the content validity of the
interview question.. The agreement of at least two of the experts was needed for the
interview questions to.be_considered valid (Booncherd Pinyoananphong, 2526). That
is, the score from the validation must De higher'than 0.5. The“value-of 10C was 0.9.
Then, the interview questions ‘were-révised based on the=comments and suggestions of
the experts. Based on the results ofithe 10C calculation, it was revealed that the three
experts accepted all-of the questions. However, ‘three experts also suggesied adjusting
same parts of the questions inorder to improve'its clarity and correction of typographic

mistakes.
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Data collection procedure

1. The questionnaires were distributed to the three groups of subjects. Three
hundred and sixty questionnaires were distributed to engineering students at KMUTNB
by the random sampling method. In the end, 354 questionnaires (98.3 %) were
returned. That is, 60 questionnaires were distributed by the researcher of this study to
engineering students in different six departments (20 questionnaires for each three
different years of students in each department).~With-respect to the ESP teachers, 37
questionnaires were distributed by mail and in person to the nine target universities, and
31 questionnaires (83.7Z.%) were returned. Finally, 230 questionnaires were distributed
to engineers by mail. _Only 129 questionnaires were returned, and two of them were
excluded since they were not.completed. Therefore, the total number of questionnaires
for the engineers-was 127 (85.2%). .l is noteworthy that the number of returned
questionnaire was acgepted because the sam;plne size was still higher than 100 ( Fraenkel
and Wallen cited in Wasanasomsithi, 20(!)4).: Most of the engineers worked in
Pratumthani, Rayongy Chonbug, and Nakorriratchasima.

2. After analyzing the questionnaires of* those three groups of subjects, an
interview was conducted with twa-groups of"iengineers. It is worth noting that the
interview aimed at attainting breadth and depnth' of ‘the information obtained from the
structured questionnaire, such as working si@é}iqr}s and sociolinguistic knowledge.
However, after the conversations with some of fhé-engineers, it:awas found that not all
engineers could’bg-the-inierviewees-pecause-most-of-them=were busy, and they could
not explain clearly_what they thought about and how they wrote required genres for
engineers. Therefore, the purposive sampling technique was used in order to select the
interviewees. The engineers who were recruited were the engineers who were willing
to participate in the interview because most managerial and operational engineers were
professional, so not-all of‘them were willing“to provide information-due to the time
constraints and busy schedule; it was difficult to make an appointment, with them.
Moreover, not.all engineers could share the'required‘information Since soine engineers
had limited" contexts and" situations to write genre relating to their work. Thus, the
engineers who were interviewed were selected based on their knowledge, time, and
ability to share information. The details of the number of the subjects are described

below.
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1. Ten percent of 15 managerial engineers (two subjects)

2. Ten percent of 100 operational engineers (ten subjects)

The number of ten subjects was derived from two representatives from five
areas of industry based on the criteria of the Federation of the Industries (FTI): fuel,
cement, automotive parts, construction, and electronics. The number of operational
engineers (10) was higher because the aim of this study was to develop an English
writing course for operational engineers, especially novice operational engineers that
were new to the engineering field. The information obtained from the managerial
engineers was only to bewused as-additional information-to.complete the lessons. This
was because normally ogperational engineers may not know what their managers require
from them. In additiongthe aumber of managerial engineers was usually less than the
number of operational engineers in each actual workplace, so the number of engineers
in the two groups wasiconsidered suitable. |

The interview was undertaken in fagtor'res and companies in four provinces in

Thailand—Patumthani, Chenburi, Bangkok;-and Rayong provinces in July and August

2008 because industrial areas were located ih'th't-)se provinces. The interviews were
carried out by making appoaintments-with eng'iﬁrieers‘who were willing to participate and
were able to share their working experience. “Each interview lasted about 20-30
minutes. The interview data was collected using angl_ectronic voice recorder.

Data analysis |

Questionnaire

The data obtained were calculated by using SPSS ané content analysis. The
content analysis was-used to analyze the data gathered from the-questionnaire in part V.
As for parts I, I, and 1ll;,.the data were caleulated by using statistical devices. The
statistical devices used in the present study were as follows:

1.” Percentage and frequency count were used in the analysis of the
response concerning background infarmation.

2. Arithmetic ‘'mean was used to calculate the-average“level of the
importance of each written text type, writing problems associated with each text type,
English writing problems in general, opinions about the importance of writing
knowledge, and opinions about designing English writing courses.

3. Homogeneity of variances was checked to determine if a parametric

test could be used or not.
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4. An F-test or One-way ANOVA was used to investigate the

significance of the differences in opinion among the engineering students, ESP teachers,
and engineers when the results of the Homogeneity of variance showed that the
parametric test could be used.

5. ANOVA (Welsch’s) would be used when the results of the variance
indicated that the variances of the groups were not significantly equal.

Interview

Content analysis was used to analyze the data from the interviews. Counting
frequencies of occurrence«(existing words in the collected.data: writing situations, forms
and functions, writing.eontexis, and sociolinguistic knowledge) were employed as a
tactic for generating meaning from thé"[ collected data for this study (Miles and
Huberman, 1994 cited in @ohen et al., 2007). ..

Thus, after the Interview Session W?_i§lconducted, the data from the audio tape
recording were first transcribed and then"-}categorized based on the results of each
interview question. #For example, interview question 2 was analyzed based on the
criteria to choose betwegn formal and informél’--é-ﬁiail (status of readers, the relationship
between the readers and wiriters, .the topics ‘;of-‘”writing, and the objectives of writing.
Interview question 4 focused 'on‘choosing iﬁhédage to show e-mail is formal or
informal.  Therefore, the data were analyzeﬁfo‘r 4 parts (opening salutation, body,
closing salutation; and cloﬂsihig-] correspondeﬁc'e-)t.q After thaty “the differences and
similarities of the respenses-toward-those-quesitons-were-tattied and reported.

A list of the_research instruments employed in the first phaée, the needs analysis,
is presented in the table below.
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Table 3.1: Instruments for data collection during the needs analysis phase

2.Interview

questions

operational engineers,
managerial engineers,
engineering students, and
their needs as perceived
by ESP:teachers

To gather more in-depth
information from'the
operational and

managerial engineers

questionnaire (a
language testing expert,
a business English
teaching.expert, and an
engineer)

2.Pilot the questionnaire
with 30 subjects (each
group) whose
Characteristics are
simi'iér to those of each
target group

3-Verify the reliability
of the guestionnaire by
usiﬁgiérc;ﬁbach’s
Alpha"boefficient

1. Have three experts
validate the interview

protocols

Instruments Purpose Validation Methods of analysis
1.Questionnaire | To survey the needed 1. Have three experts 1. Mean, SD,
English writing skills of | validate the percentage, homogeneity

of variances, F-test (for
rating the scale section)
2. Content analysis (for

the open-ended section)

Content analysis

3.2. Course development process

The purpose of this phase was to answer Research Question 2: development of

an Englishiwriting course based on the GBA.

In order to answer the question, the

researcher needed to follow the GBA course development processes (Burns<and Joyce,
1997 cited in Paltrideg; 2004; Hyland, 2007a) and the principles of ESP course' design.
The results of the needs analysis phase were interpreted and transferred into the course

goals, objectives, description, content, and teaching activities. Then, lesson plans were

created based on the combination of the concepts of genre analysis, explicit teaching,

and the teaching and learning cycle, consisting of five teaching stages (Feez, 2002).
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Authentic materials and occupational settings were provided in each lesson as a

characteristic of an ESP course design.

The process of the GBA course development of this study consisted of a number
of steps as follows:

GBA course development process

3.2.1.1 ldentifying contexts

3.2.1.2 Generating course objeciives andigoals

3.2.1.3 Noting the sequence of language events within the context
3.2.1.4 Lisiingthe.genre used in this sequence

3.2.1.5 Qutliningthe sociolinguistic knowledge

3.2.1.6 Callecting,and analyzing genre samples

3.24°7 Deyeloping units.of work

The details of each stepare explaineijd iln Chapter four In the section on Research
Question 2. ".

Lesson plan (Appendix E) : :

The lesson plan was the outcome of‘t’h'e Jast stage of the course development
process phase. It was designed based on the i:n'formation gathered from the GBA course
development process mentioned previousty. Abédr-t}ing to the details of teaching within
the ESP genre, it seems that there are no clea_rﬁéta_i!ed instructional methodologies for
presenting the lessons in thé classroom (Hyonl, 15356)7. Thereforg, it was imperative to
create a teaching precedure-in-order-to-consiruci-lesson-pians=stiting the ESP teaching
and learning context.. The lesson plan of this study was created based on a combination
of Feez’s teaching.and learning cycle concept, explicit teaching concept, and Swales
and Bhatia’s genre analysis concept.  Thus,.the lesson plans of this course involved
five stages of ' theteaching ‘and learning cycle (Feez, 2002); -namely, building the
context, ‘madeling "and deconstruetion,” joint” construction of “the text, independent
construction of the text, and linkinggrelated text. The.results of the genre analysis that
were analyzeds based ‘on the Concept- of ‘Swales! (1991) 'and’ Bhatia ‘(1993b) were
presented as activities in the modeling and deconstruction teaching stage of the teaching
and learning cycle. Moreover, some activities in the first three teaching stages were
created based on the explicit teaching concept such as genre analysis activities and

linguistic features analysis.
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The lesson plans were created for twelve sessions (three hours each). Three

types of genres, namely request e-mails, inquiry e-mails, and reports, were covered in
three units. Sociolinguistic knowledge was also focused on in each lesson by asking
students to analyze the ways in which the writer used his or her sociolinguistic
knowledge in writing moves based on the relationship between readers and writers. The
activities in each teaching stage of the teachingand learning cycle were similar in each
lesson. The details of the teaching activities are summarized in Chapter 4 in the section
on Research Question 2. Also, authentic materials were provided in each lesson,
including exercises createdbased.on authentic materials-and writing situations. For the
details of the lesson plans; see. Appendix E.

Validation

In order to-ensuresthe content validity of the lesson plan, the other parts of the
course components, .eonsisting of course;pnbjectives, course description, materials,
exercises, activities, and assessment plans,f! were also validated by a panel of three
experts (a business#writing corresponden“ce teacher, a language teacher, and an
engineer). The evaluation was undertaken using a checklist (marked agreeable, not sure,
and disagreeable). Then 10OC index was used to calculate the content validity of the
course components. The agreement of at least t\ivb' of the experts was needed for the
course components to be considered valid (Bopjn;_:pe"_rq Pinyoanunthaphong, 2526). That
is, the score fromuthe validation must be ‘higher than 0.5. Then, ihe course components
were revised baset-en-the-commenis-and-suggesiions=of-ihe txperts. Based on the
results of the 10C _calculation, generally, the three experts agreed that all the course
components and lesson plans were suitable Tor this course. “The content validity was
0.82. However, the three experts also agreed that some activities and exercises should
be adjusted: Regarding the lesson; some/exercises needed 1o be-adjusted because they
were created ‘for ‘passive’ students*and “did” not 'shew clearly” the sociolinguistic
knowledge that students should be aware of. Sequencing of some activities should also
be adjusted.; As for'eourse description, ‘they'suggested to write the course.gescription in
the form of 'noun. Finally, ordering of ‘the performance objectives in‘each’ unit would
match the order of the assessment plan associated with each performance objectives.
Using appropriate words for each performance objective, such as explain, tell, specify,

and identify was required as well.
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The rest of the course components were appropriate for use in this course.

Then, the lessons were adjusted following the suggestion of the experts and one of
them, request e-mail, was tried out as a pilot teaching to see if the lesson was suitable
for the course. Only the lesson of request e-mail was tried out because it was the first
lesson of the course, and the lesson was tried out in the English for work course which
focused on teaching four language skills. According to the time constraint, it was found
that the time for teaching writing skill was available foronly teaching one genre.

Pilot teaching

A pilot teaching.was carred out during the second semester of the academic
year 2008 by the researeher ofsthis study.  The first lesson, request e-mail, was tried out
for four sessions (three hours each session) as part of an elective course: the English for
Work course. This'was hecause the target course, English for Engineers course, was not
offered in the second Semester. Moreovef, é part of the contents of the English for
Work course related towriting rreguest; so |t was possible to do pilot teaching in the
English for Work ceurses” There were 50 engineering students from two majors,
chemical and industrial €ngineering, in the beginning of the semester, but there were
only 38 students left at the end ofithe course.. Students that withdrew from the course
said that they were interested in the course but"'théf;.they had to withdraw from it. They
were worried that they might not getan A gradé, bgca_use the course seemed difficult and
demanding for them. s

In order’ iC-deiermine—the-efiecitveness—of=ine-pHoied. tesson (Effectiveness
Index: EI), summative and formative tests were required.  Thus, two quizzes for the
formative tests (20_points) and one test as the summative test (20 points) were created.

Two quizzes (fermative test) were established after the lesson about linguistic
features (10 writing request /e-mail “and “about sociolinguistic “knowledge were
implemented. Therefore, one 'of the-tests was designed-te determine the sociolinguistic
knowledge and the other test was sdesigned to determine the knowledge ,about the
linguistic featuies in-writing request e-mails. /As for the summative test, it.wvas designed
ta check whether the studentscan write Tequest e-mail at the end of the lesson.
Two raters were required to evaluate the students’ written work. One of the raters was
the researcher of this study, while the other one was her colleague who got a doctoral
degree and had experience in teaching writing and ESP courses for about eight years.

The inter-rater reliability was .969. Moreover, the inter-rater reliability of an item of the
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test was also calculated using t-test. It was found that there was no significant

difference in grading between the two raters (See Appendix L). This meant that their
grading was acceptable.

As the summative test is an achievement test a cut-off score is required to show
how much students have learned from the lesson. The cut-off score can be set at 60 or
70 percent (Brown, 2005). Thus, In this study the scores required to show that the
students had passed the formative and summativetesisiwere set at 70/60 below. This is
because writing takes time to practicer and to become successful, especially for
engineering students, whe+do not-study English as theirmajor. Possibly, it is difficult
for them to gain higher.seores«in such a short time. Therefore, 70 and 60 was seen as
suitable for this lesson.

El'formative. 70
El summative . 60

The result of the quizzes and test showed that students gained 90.6% and 66%
on the formative and summative iest; respecti\?ely. This meant that the piloted lesson
was effective. ey

According to the results of the effegf,iVeness index, it can be seen that the
percentage of theformative test was much highe'r"than what the researcher expected.
This was, perhaps,-because-the-tesis-were-agministered-one-week after the sections of
sociolinguistic knowledge and linguistic features In writing request e-mails were
implemented. Thus, the students still remembered the content.of such lessons.

Moreover, the gffectiveness of the pilot.lesson was also shown from the analysis
results of .the'attitude questionnaires and student /interviews which*revealed that the
students had positive-attitudes toward the' pilot lesson==This could be seen from the
results of the mean score which wasigher than 3.5 in.each item. However, the results
also'showed that the lessan”still ' needed to be improved. There were three parts of the
lesson which should be adjusted, namely, instruction, activities,"and materials:=As for
the Instruction, inviting an engineer who was an ex-engineering student of KMUTNB to
talk to the students about his working experience, especially the importance of writing
in engineering work, at the beginning of the course was arranged in order to increase

motivation of the students. Extra activities after some groups finished providing
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feedback to their friends’ written assignments, while other groups are still working

with peers, should be prepared. This was because students may feel bored and start
talking about something else if they have to wait for their friends without having to do
anything. Regarding the activities, a plan to train how to work in group was arranged
since some students did not like doing group work activities, so they did not participate
well. However, in particular working in group wastrequired in studying writing through
the GBA. In addition, only group cross-ediiing Was-arranged in the part of editing
because some students had limited English background knowledge, so peer review was
omitted. As for the matemals; the-materials showing the differences between formal and
informal language weresneeded to be created. The conclusion forms of linguistic
features and sociolinguistic knowledge to be used in each move should also be added.
This was important Sincegit helped the siudents see the overall picture of the linguistic
features of each move; Including the sociolibngnuistic knowledge that they must be aware
of. Finally, the teaching period had to' be e>!<tended from four sessions to five sessions
for the first lesson, requeste-mail. This Was: Pecause the original specified time was not
enough for teaching five stages completely.

In brief, the Tindings from the p’ilét- study led to certain revision and
improvement in the lessons regarding the instrﬁcﬁbb‘, activities, materials, and length of
time of the course. =

Course implementation

The main study-was-conducied-tn-the-firsi-semesier-0f=#1e academic year 2009at
KMUTNB. The course was employed with 26 third-, fourth-, fifth-, and sixth-year
engineering students who were enrolled in the English for Engineers course as their
elective course. However, one of the students.did not attend the final exam (post-test),
so the number. of students at the end of.the course was 25. The course was a 12-week
course with'three hours in‘each session. The-class met-every Thursday afternoon. A
quite well-equipped classroom with @ir-conditioners, overhead projector, lecture desks
that*wiere easy«10 smove around,-and a-big ‘space for group work were arranged. The
researcher was the instructor of the“course.” The details of teaching each session are

explained in Chapter Four in the section on Research Question 2.
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3.3 Evaluating the effectiveness of the course

According to Graves’s framework of course design assessment, three factors
should be considered, namely, assessing learners’ needs, assessing students’ learning,
and evaluating the course (Graves, 2000). However, assessing learners’ needs has
already been conducted in the needs analysis phase, so this phase emphasized only
assessing the learners’ learning and evaluating the.eourse.

As for assessing the students’ learning or cognitive domain, the teacher was the
main person that assessed-the students’ learning.. Fhe purpose of the assessment was to
assess the writing achievement.of the students after attending the course. Thus, the
assessment was underiaken at the end of the course as a summative assessment. The
pre-test and post-test were uiilized as the instruments. Steps involved in assessing the
course, students’ learning, and designing the instruments are discussed below.

With respectsto evaluating the couise or affective domain, students were the
individuals that evaluaied the coufse. Many factors were involved in this evaluation,
namely, the objectives of the course, the coﬁrse content, the activities, the materials and
teaching methodology, teacher, Writing acﬁi'e\;ément, the evaluation criteria, and
additional information (Chairinkam, 2003).'-fhl'her(nafore, the attitude of the students
toward those factors were assessed. The pu;rpééé of this evaluation was to check
whether the students were satisfied-with the Qqur§§£ and also to provide information on
how the course should be adjusted. The evaluétion was conducted at the end of the
course using student 16g, attitude evaluation form (questionnaire), and student attitude
interview as the data collection instruments. Details on how io evaluate the course and
how to create the instruments are explained below.

In conclusion,fin-order to evaluate theseffectiveness of this present English
writing course for ‘engineers, two ‘criteria were used: ‘assessing the students’ learning
(writing achievement) and evaluating students™ attitudes toward the course.

Details of how to evaluate the course and hew to create the instruments are
showi delow.

Population: The population was second-, third-, fourth-, fifth-, and sixth-year
engineering students that had passed the fundamental level English courses, English I
and English Il, at KMUTNB. The English proficiency level of most of them was low

intermediate to intermediate.
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Subjects: The subjects were 25 engineering students from one section that

were enrolled in one section of the course as an elective. It is worth noting that the
number of subjects in the main study was less than the number of the subject in the pilot
study. This was because a few elective courses were offered in the second semester in
the academic year 2008, so many engineering students enrolled in the English for Work
course which was used for the pilot teaching. An gontrast, many elective courses were
offered in the first semester in the academic year 2009, so engineering students had
more choices. Most of them were enrolled in the courses that did not seem difficult or
demanding. As this present'course focused on wiriting skills, writing assignments were
required. Therefore, there were only 25 subjects in the main study (English for
Engineers course).

Instruments: Acgording to the triangulation technigue, various instruments are
needed to collect the data to confirm the;anccuracy of the data obtained with these
instruments. The instruments consisted of ‘a}n attitude evaluation form (questionnaire),
an interview, pre- and posi-tests, and student logs. The data obtained were used for the
course evaluation. Details ‘on-the design of each instrument and their validation
processes are described below. T/

1. Pre-test and Post-test (Appendix é), 24

In order to prove the effectiveness of th;_c_oqr_se in terms of student learning, the
students needed to, complete the pre-test and poét;t—est as an.achievement test to reveal
how much they hal-tmproved-atier-atiending-the-course==he-pre-test and post-test were
designed in an equivalent form using the goals and objectives of the course as the scope
of the tests.

The test was subjective (a criterion-referenced test). The purpose of the test was
to assess/the amount of knowledge or skill learned by each’student, directly relating to
writing various contents concerning-engineering work, namely, request'e-mails, enquiry
e-mails, and investigation reports. Thus, the test consisted of three items that.asked the
students to wriie in the required (genres based ‘on their“engineering werk situations
(request and enquiry e-mails and reports).

The pre-test and post-test were exactly the same because the practice effect
should not be a problem of the test. A practice effect should not occur if the length of
time of instruction is long enough. In this study, the experiment was undertaken for 12

weeks, which was considered a long enough interval. Thus, it was suitable to use the
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equivalent form of the pre-test and post-test. Moreover, the test was subjective, so it

should not have been easy for students to memorize the test and its answer. The test
lasted for two hours.

As the test was a criterion referenced test (CRT), a cut-off score was required to
show how much the students had learned from the course. The cut-off score should be
set at 60% or 70% (Brown, 2005). The cut-off.scare of the test of this study was set at
60%. This cut-off score was appropriate sincethis course was a writing course that was
carried out for quite a short duration, 12isesstons, with three hours per each session.
Writing is commonly. a.difficult.activity for most people both in L1 and in a foreign
language (Byne, 1982)and the writing process is complex. It involves moving from
concepts, thoughts, and.ideas.to written texts (Richards, 1999). Byne (1982) points out
three aspects that make writing difficult: psychological, linguistic, and cognitive. That
is, writing is a solitary activity, so the Writer; gnoes not have the benefit of feedback. The
writer has to master the written form of the Ia}nguage and learn certain structures that are
important for effective communication in w“rivt_ing. Also, the writer has to learn how to
organize ideas in a way that they can be understood by a reader that is not present.
According to the stated information, it can be'seen that effective writing is not easy to
develop. It takes time t0 learn-and practice:" és”p_écially if the learners do not have
previous background knowledge about writing:As_ V_for the subjects of this study, they
were engineeringsstudents that had studied Eng'liél—1 as compulsery courses (English 1
and 1), three houS-a-week;-when-they-were-firsi=year-students.. Mostly, the content in
the English | and IL.was about grammar points, practicing reading skill, and language
functions. As for the writing skill, the students practiced writing only in the sentence
level. Thus, they may.not be good at English,.and also do not have enough background
knowledge. in‘writing English. /It may take time Tor them to develop-their writing skill
to meet the objectivesof the course=~Thus, setting'the cut-off score at 60% was deemed
appropriate for this study. The process of test construction and validation aresexplained
below.

Test construction

As this course was an ESP course, a specific language test was required.
Douglas (2000) defines the definition of a specific purpose language test as a test in
which the test content and the method to designing the test are received from an analysis

of a specific purpose target language use situation (TLU). Thus, the test tasks allow for
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an interaction between the test takers’ language ability and specific purpose content

knowledge, on one hand, and the test tasks, on the other.

According to Douglas’s definition about the ESP test, analysis of TLU is
important and also is the first thing needed to conduct. Then, the test tasks are
designed. In designing the test tasks, what should be aware of are the test tasks
allowing for an interaction between the test takers’ language ability and their specific
purpose content knowledge (background knowledge about the content), including the
interaction between test takers” language ability and the test tasks. Therefore, there are
three components in_designing..the ESP test, namely,. TLU, language ability, and
background knowledge.#As forthe information of TLU, it was collected from the needs
analysis stage, whereas_ ihe information concerning background knowledge was derived
from the analysis-of TLU. In case of. language ability, Bachman and Palmer (1996)
offer the areas of language@bility which shgulld be measured in order to prove whether
students learn from language courses. The"nlareas consist of organizational knowledge
(grammatical knowledge and textual knowléd_ge) and pragmatic knowledge (functional
knowledge and sociolingistie knowledge). =

In this study, the construct of the preée‘ﬁt- test was set based on the components
of the ESP test (i.e TLU, language ability, and'"bh{_':kground knowledge) and the GBA
principle (Bachman and Plamer, 1996; Doug_laE_rZQ’OO; Hyland, 2007). Therefore, all
the areas of language abilityr and background knb\;vdrledrge were chiosen as the constructs
of the test. The defintiton-of-each-consiruci-1n-the-test-of-tms-present study is explained
below.

Background knowledge

Knowledge of how to provide information which is understandable, logical and
reasonable. based on engineéring (background. knowledge ‘and” following the prompt
provided

Functional knowledge

Knowledge'of how to state the purpose using_accurate forms in. each-type of

genre based on the writing situations



111
Textual knowledge
Knowledge of cohesion and knowledge of rhetorical organization: e-mail

components (opening salutation, body, and closing salutation) and investigation report
writing (background of problem, containment, cause of problem, and countermeasure)

Sociolinguistic knowledge

Knowledge of how to state the purpose of writing using appropriate forms in
each type of genre based on writing situations(g:0 pelite, formal, and informal)

Grammatical knewledge

Knowledge of mechanies; range ofr‘vocabulary, and word choices (using
appropriate vocabulary, gemeralsvecabulary, and technical vocabulary, based on the
situations provided), morpheme; and syntax

In order to genstruet the test, a systematic test development process had to be
followed. The test development process cons"i'sts of three main stages: the design stage,
the operationalization stage, and the adminfétrqt_ion stage (Bachman and Palmer, 1996;
Weigle, 2002). See' the itest and the de’tailé of test structure (design stage and
operational stage) which/were develaped based on the framework for developing ESP
test by Douglas in Appendix C. Details angii [esults of the administration stage are
explained below.

71,
Test validation =

The test validation process was carriédrn out after the test was created. Its aim
was to determing the usefulness (quality) of the test (Bachman and.Palmer, 1996). This
process can be cenducted before (priori) and after the test Is tried.eut (posteriori) (Weir,
1988 cited in McNamara, 1996). Thus, measuring construct and content validity (priori
construct validity) was undertaken before trying out the achievement test (test
administration). ,Then, the item analysis«(posteriori) was carried out.to measure the
difficulty. of the test.' This refers/to the meaningfulness and appropriateness of the
interpretations that are made on the, basis of the test scores (Bachman and Palmer,
1996);

The content®validation process dinvolves determining whether a test is_actually
measuring what it is intended to measure (Weigle, 2000). The definition of the
construct of this test was syllabus-based (Bachman and Palmer, 1996) since the focus of

this course was on the writing achievement of students after attending the course. As
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for the content validity, it was measured by inviting a panel of three experts to

assess the test.

The panel of three experts of this proposed test consisted of an engineer, a
business English writing teacher, and a language assessment specialist. All of them had
working experience of more than ten years. The content validity result was then
computed using the 10C index formula (Booncherd Pinyoananthaphong, 2526).
Agreement of at least two of the experts was negded for the test to be considered valid.
That is, the score from the validation mustibe higher than 0.5. It was found that the three
experts agreed to accept.all-of the test items, but they also provided useful suggestions
to make the test complgier Overall, the result showed that the content validity was 0.84.
Following this, the experts™ suggestions were used to modify some of the test items and
to improve its quality. Fhe suggestions from the three experts were about the terms
which were used in the construct.: They shéuid be common technical terms in the field
of language assessmentysuch as backgrounql knowledge instead of topical knowledge.
The definition of eagh construct should be “provided clearly. As for the layout of the
test, the working situations required o test should be put before the instruction of each
item.  Ji

The test was then revised-and-tried out u(tés"t‘_"administration) with 35 engineering
students whose language ability was similar to t;mat of the target participants.

Posterioriseonstruct validity was employed— after the test administration stage.
This refers to theZempiricali-and-siaiisitcal-vahdaiion-oi-the=constructs posited at the
earlier stage using_test performance data (Tsal, 2002). The Students’ scores were
arranged from highest to lowest, and these scores were calculated in order to ascertain
the inter-rater reliability of the test and the item analysis.

The inter-rater reliability had to.be considered since there were two raters that
marked this test (Alderson; 1996). The reliability of the‘two raters could be assessed by
correlating the marks given by two or more raters for the same students. The results of
their: grading were- then Calculated using: Pearson’s’ Product Momefii | Correlation
Coefficient (Prakhong Kunnasut, 2535) and independent samplest-test. The correlation
value between the two raters of the test (items 1-3) was .96, .98, and .94, respectively.
The acceptable value was between 0.5 and 1 (Sirichai Kanchanawasri, 2548).

Moreover, the inter-rater reliability of the three items of the test was also calculated



113
using t-test. It was found that there was no significant difference in grading between

the two raters (See Appendix K). This meant that their gradings were acceptable.

With respect to the item analysis, the appropriate selection and arrangement of
suitable items on the test could best be accomplished by measuring items against item
difficulty. The test results were arranged from the highest to the lowest scores. The
item analysis process of this study was explained in terms of item difficulty only
because this test was a criterion-referenced test, so iL.was not necessary to calculate the
discrimination.

Subjective test
SH + SL —[(nT )(X min)]

Nt (X_max— X min)
(Scannell and Tracel, 1975)

Index of difficuliy =

Sw=  Sum qi‘the frequency score rﬁuitiply it frequency for the high scoring
group

SL= Sum of'the frequency score multiply it frequency for the low scoring
group i

Xmax = Maximum pessible.score on thelitem

Xmin = Minimum possible score on the iterh';.-“

nt = Total number of papers in the cp?mit_)ir)gd high and low groups

The meaning-ef-the-tndex-ot-difftculty-(tDif)=1s-the-aegree of difficulty for the
group of the test takers. If the test items are too easy or too difficult, they have to be
adjusted or deleted from the test (Brown, 2003). in this study, the IDiff of the test (items
1-3) was .37, .58, and.+:45, respectively. The appropriate IDiff index range is between
.20 and [.80. (Supat Sukamolson; 2548). “~Thus; all three items“were acceptable.
Although the results-showed that the-test items‘were acceptable, some ‘of the items were
modified again in order to make them clearer. According to the interview,with the test
takers, it was found thatthe‘instruction part of all‘items had to be'modifiets

Scoring scheme (Appendix C)

Grading criteria (scoring scheme) of this study were adapted from a rubric for
business letter available online at the website of Bernardsboe,

http://www.bernardsboe.com/wams/Academics/issacs/computers7/busletrubric.html
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The scoring scheme was designed by using analytic scoring, which was also

adapted from the genre analysis principle, ESP test construction (Douglas, 2000), and
language ability concept (Bachman and Palmer, 1996). Therefore, the criteria for
setting the scoring scheme covered the construct of the test: background knowledge,
functional knowledge and textual knowledge, grammatical knowledge, word choice,
and sociolinguistic knowledge. See the details of scoring scheme in Appendix C.
Analytical scoring was employed because it iS.more-reliable (Ferris and Hedgecock,
2005; Cohen, 1994; Weigle, 2002). Using analytical scoring was reasonable since the
course was designed based on the GBA focusing on wvarious aspects in teaching and
learning; namely, socighnguisiic, functional, textual, grammatical knowledge, and word
choices (Bhatia, 1993; Bachman and Palmer, 1996, Swales, 1990). Accordingly, the
researcher could explicitly assign extra weight to certain assessment criteria (Cohen,
1994; Weigle, 2002).4Also; analytic scoring; |s easier for training raters (Cohen, 1994).
This was useful for this study since teach!ngffwriting through the GBA was a new
experience for the researcher, so relatively si“m_ple training was carried out.

The marking scheme was validated by the same three experts as well. It was
found that two experts did not agreewwith the 'e»’iplanation of the different score levels of
each criterion. They thought that'some wordinng VV\"/a_"S not clear enough. For this reason,
the researcher needed to revise the explanatiﬂc?r{_of those criteria. Moreover, another
expert did not agree with setting the score of each criterion in range since doing this was
difficult to evaludie-ang-provide—expianation——A-singie-setre’ was recommended.
Finally, the scoring.was changed to single scoring (1-4) with_five criteria: background
knowledge, functional and textual knowledge, sociolinguistic_knowledge, word choice
and grammatical knowledge (See Appendix C),

2{ ~Attitude questionnaire (Appendix.F)

The attitude'evaluation form=(questionnaires) was designed'to ‘evaluate the final
factor, evaluation of the course, by the researcher. The.form was written in the form of a
guestionnaire 1. Thal inrorder. toprevent a language barrier. | Then it wass\/erified by a
panel of three experts. "Students who were enrolled’in the Course“were asked toexpress
their attitudes toward the course at the end of the course. See details of the attitude
questionnaire in Appendix F. The questionnaire was divided into three parts, as

follows:
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Part I: EFL writing experience before attending the course

This part was designed to obtain information on the students’ EFL writing
experience before attending the course and their attitudes toward English language
learning, particularly writing. Filling in the gap and checklists were utilized as types of
items.

Part I1: Attitudes of students after attending the course

Part Il was created in order to evaluaie various aspects of the course after the
students attended the course.  The guestions covered six components, namely,
objectives and content.ef the Couise, teaching methodelogy and activities, teacher,
evaluation criteria, wxiting achievement, and additional information (Chairinkum,
2003). A five-point Likert seale (*strongly agree,” “agree,” “undecided,” “disagree,”
and “strongly disagree”) averg employed. . The guestions were written in the form of
statements. A |

Part I11: Opinions and suggestionsf!abo'ut the English writing course

This part ofsthe guestionnaire cohtained one open-ended question for the
subjects to comment and to give suggestions, or even to make complaints and express
opinions related to the conduct of ‘the class,'tﬁa way they were taught, or the writing
problems they encountered during the course, for éX_élmpIe.

Validation 7

The questignnaire was validated by a pan'eir—of three experts. Three of them had
a doctoral degreein=ieaching-Englisn=—Fhe-firsi-one-had=more than ten years of
experience in teaching ESP. The second one had more than ten years of experience in
teaching English and'the last one was an expert on language teaching assessment. The
evaluation was undertaken using a checklist (marked agreeable, not sure, and
disagreeable).” Then the' IOC index was' used. to. calculate the“content validity of the
attitude questionnaire:” The agreement of at least two of-the experts was needed for the
attitude questionnaire to be considered valid (Booncherd Pinyoanunthaphong, 2526).
That is, the scoi@ from the validation must be nigher than0.5. It was found that all of
the experts agreed on the ‘use of the questionnaire to evaluate the attitudes of students.
The value of 10C value was 0.9. Also, they provided useful comments and suggestions.
In the end, the typing format and clearness of language needed to be adjusted to make

the questionnaire clearer and cover other important contents.
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In order to be certain that the evaluation form was suitable and clear for use,

the form was piloted with 30 KMUTNB engineering students that had passed the
fundamental English courses but that did not take the English for engineer course.
These students were similar to the subjects of the main study because they were
engineering students who passed the twe fundamental courses. The number of students
was considered suitable because it was sufficignt 0 analyze the reliability of the form
using Cornbach’s Alpha Ceefficient. The reliability ofthe questionnaire was .84.

3. Attitude interview (Appendix H)

The interview. .questions-were somewhat Similar to the questions in the
questionnaire in terms githe tepies of forming questions consisting of six components:
objectives and contenty teaghing  methodology and activities, teacher, assessment
criteria, writing achtevement; and additienal Information, but in-depth information
about the attitudes toward ghe gourse In eacbn(n:omponent was elicited. See more details
in Appendix H. |

Validation

The interview questions were validated by the same panel of three experts who
validated the attitude quesitonnaire.. The evaluation was undertaken using a checklist
(marked agreeable, not sure,‘and disagreeabie)."-‘:.’rhen the 10C index was used to
calculate the content validity of the interview nqiu?g_stigns. The agreement of at least two
of the experts wasneeded for the interview quest'io"ﬁs to be considered valid (Booncherd
Pinyoanunthaphong;2526)-—tFhai-is;-the-score-from-the-vahaation must be higher than
0.5. The experts agreed to accept the guestions. The value_of 10C value was 0.86.
However, they also suggested adjusting some parts of the. questions to make them
clearer for students .and to help the researcher obtain more information. The
suggestions were alout forming interview guestions. Thus; the ftesearcher of this study
added questions“coneerning the details"of each teaching activity “an@" teaching stages
because it was necessary to know which activities or teaching stages the students were
satisfied or dissatisfied with.=In-addition, the researcher added some Spéeific words in
the questions, 'such as “like/don’t Tike™ or “satisfied/unsatisfied™ because these words
were keywords for the subjects to make more easily a decision about their attitude
toward each component of the course.
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Then, the questions were adjusted according to the suggestions. The

questions were tried out with the students that had attended the pilot lesson. It was
found that the students understood all of the questions.

4. Student log (Appendix G)

Students were asked to record their attitudes towards the course in a log. This
instrument was created in order to triangulate the results from the attitude
questionnaires and student interviews. Thus, the eontent of the log included open-ended
questions covering the same six components which were also determined in the attitude
questionnaire and interview, namely, objectives and eentent, activities and teaching
methodology, teacher,«Writing ~achievement, evaluation criteria, and additional
information. Since the researeher did not want to burden the students, they were asked
to write on their logs only ong time at the end of the course. The researcher wanted to
see feedback or comments from students ébnout the course In order to determine the
quality of the course for subseguent impro!vement. In addition, students could write
either in English or in Thal since the researbher would like to avoid language barriers.
The structure and the content of-the [og were validated by the three experts. For more
details, see Appendix G. r di

Validation 224

The same three experts who. evaluate ;he al_t_titude questionnaire and interview
questions were invited to validate the instrument. The evaluation'was undertaken using
a checklist (market-agreeabie;-noi-sure;-and-disagreeabie)=—ihen the 10C index was
used to calculate the content validity of the student log. The agreement of at least two
of the experts was needed for student log to be considered valid (Booncherd
Pinyoanunyhaphong, 2526). That is, the score from the validation must be higher than
0.5. After.the'log was validated by the three-experts, it wasifound‘that the questions
were acceptable.“Overall,"the result-showed that the content validity was 0.9. Also, the
experts suggested adjusting three items out of thel2_ items included in the log. They
suggested that .some-specific-words be added te make the ‘questions‘clearei: Tnerefore,
needed words “like” 'or**“do not ltke™and “why™ neededto be'added in‘items 2,°3, and 5
in the student logs. Item 2, 3 and 5 asked about the teaching methodology and activities,
so using such words would be clearer for the reader to decide about their attitudes
toward each item. Moreover, the details of teaching, such as teaching method,

speaking, and explanation of the teacher were to be added to item no.5. This was
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because item 5 was about the attitude of the students toward the teacher, so

providing them some topics such as speaking and explanation would help them express
their attitude more easily.

Data collection procedure

1. The pre-tests and post-test were administered at the beginning and at the end
of the course. The test lasted two hours, during which the students were required to
write three genres. The posi-test was carried out.iwo weeks after the last session.

2. Students were asked to provide written feedback about the course via student
logs at the end of the course(on the last session). It took-about 10-15 minutes.

3. Interviews were employed at the end of the course with ten percent of the
subjects (three students)s The number of interview participants was deemed suitable
because it was found thatithe infermation collected from them was enough to allow the
information to be analyzed'so as to see the; nanttitudes of the participants. The subjects
were selected by using the random samplinq technigue. The interview was carried out
one day after the lasi/Session becausesthe subj_ects’ impression of the course should still
be fresh in their memories. Each interview lasted 30-40 minutes. The interview data
were recorded using the elegtronic.voice recorder.

Data analysis #2720

1. Pre-test and post-test 7

In order toxdeterfine the effectiveness of the course, the scores from the pre-test
and post-test were-eempared-by-using-a-dependeni-sampies-={cst in order to examine
the extent to which the English writing course for engineers could enhance
undergraduate engineering students™ writing achievement. However, since there were
fewer subjects than 30Q.in this study, it was necessary to check whether the t-test sample
dependent.could be used in this study. /This.could be undertaken by calculating the
subjects’ ‘pre-test score with Kolmegorov-Smirnov Test+in order to see if the pre-test
score results in a normal distribution (see Appendix.J). If it is, this means that the
depengdent samgples, t-test can-be used in-this'study. |According to the resuiis of the test,
it showed that the dependent samples t-test could be'employed in‘this course.

Effect size was also employed to determine the relative magnitude of treatment
to measure the effectiveness of the course. This is because the higher post-test score
does not necessarily prove that the course is effective. Effect size measurement was

employed in this study after the t-test and the descriptive statistics were calculated in
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order to see the magnitude of the effect. The Effect sizes calculated by using the

repeated measure method as this method was suitable for one group study like this
study. Hugh’s formula, which is represented by ‘g’ is suggested by Barnett (2006). As
for the magnitude of the effect, 0.20 was considered to be a small, 0.5 a medium, and
0.8 a strong or greater (Cohen, 1992; Thalheimer and Cook, 2002). In this study, the
magnitude of the effect was expected to be at least 0.5 which can be accepted as it
indicated a medium effect..In addition, the gatn-scoies of the student must be higher
than the cut-off score which was set at 60/as mentioned previously. The students could
pass this present course.when they-derived the gain score-higher than 60.

2. Attitude questionnaire

Percentage, mean; S.D¢, GV, and one sample t-test were used to analyze the data
from the attitude questionnaire. The accepiable value of the mean represents a positive
attitude and an effective course has to be higher than 3.5, both in each question of the
questionnaire and in the.entige picture of the \guestionnaire (Prakhong Kunnasut, 2535).

3. Student leg ; :

The results from the student Togs were analyzed using content analysis. The
counting frequency of occurrence.(such as their feelings and problems) was counted as
a tactic for generating meaning from the cd‘llrebtéd data for this study (Miles and
Huberman, 1994 cited in Cohen et al., 2007. 7

The data from.the student logs were ana[yiéd and presented in accordance with
six headings which-were-the-same-six-heagings-of-questions=il.the questionnaire. The
headings involved_objectives and contents of the course; teaching methodology,
activities and exercises; evaluation criteria; the teacher; writing achievement; and
additional suggestions;

Then, the differences ‘and similaritiesof the attitudes towardthose six headings
were tallied, calculated, and reported in“terms‘of frequency. ‘There were two raters to
verify the analysis results. One of the rater was the researcher of this stugy,while the
other one was'ail English instructor whe had been teaching far about six’years-and also
had experience in analyzing interviews.” TO assess the ‘inter-rater reliability”of the
content analysis, Correlation Coefficient and Independent t-test were used for
calculation. It was found that the Correlation Coefficient was .931, which was
considered rather high, and the difference was not significant. This implied that they

mostly agreed on the items. As for the details of t-test, see Appendix M.
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4. Interview

The answers from the respondents were analyzed by using content analysis.
The counting frequency of occurrence (such as their feelings and problems) was
counted as a tactic for generating meaning from the collected data for this study (Miles
and Huberman, 1994 cited in Cohen, et

contents of the co
criteria; the teacher;

rater was the researc f this study, .The other one n English teacher who had
experience in doing.re gaching English. for abc L5 years, and analyzing
interviews. To assess the i .,7 Jiabi “the content analysis, Correlation

Coefficient and Sign/ erg i calculation. “ found that the Correlation

significant. This imp ed : mostly: agrek 2 items. As for the details of
Sign test, see Appendix N. el
The explanation of d
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Table 3.2: Instruments for gathering data to determine the effectiveness of the

course
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Table 3.2: Instruments for gathering data to determine the effectiveness of the

course (continue)

Instruments When Research Validation Methods of
question Analysis
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3.4 Conclusion

The research methodology covered three main parts: needs analysis,
development of the course, and implementation and establishment of the effectiveness
of the course. Questionnaires and interview protocols were utilized as the instruments

for the needs analysis. The course development was developed based on the results of
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CHAPTER IV

RESULTS

Chapter four reports on the results of the study in accordance with the five
research questions.

1. The need for English writing skills of engineers

2. Development of an English writing course based on the GBA

3. Effectiveness of the course ]

4. Attitude of studenistoward the course
4.1 The needs for Eaglishwwiriting skills of engineers

Research question 1: VWhat English writing skills are needed by operational
and managerial engineers? .

The results of thesquestion were io be used as the content, activities, and
exercises in the courses Three sets of que"s.ltionnaires and an interview protocol were
used as the instruments to find the answer tt;:-the questions. There were four groups of
subjects involving 354 engingering students, 31 ESP teachers, 110 operational engineers
and 17 managerial engineers who complete’d":the instruments.  For this section, the
number of engineers was separated since thé‘jééé'archer of this study believed that
managerial engineers might have different Qérifn_idn_s in terms of genres they use in
engineering work;including wrri‘ting problems as'so:(;iatéd with th@se genres. The details
regarding the resulis-of-the-questionnaire-anc=mtervievware:explaingd below.

1. Questicanaire

Part I: Demographic characteristics data

1. Engineering students

Most of the'subjects were male (72.3%:.0r 256). 'As‘for age, 58.7% or 208 were
between 21 ‘and 23 'years old, followed by '38.1% or 135 0f them were between 18 and
20 years old, and 2.5% or 9 who were between 24 and.25 years old. About half of the
subjects were Feurth=year students (50.3% or 178), while 27.4% or 97 and,18:1% or 64
were third- ‘and second-year students, respectively. Only 3.4% or 12 were fifth-year
students. They were representatives from all engineering majors in similar numbers:
mechanical engineering (17.5% or 62), electrical engineering (18.9% or 67), productive
engineering (15.5% or 22), civil engineering (15.5% or 22), chemical engineering

(16.9% or 60), and industrial engineering (14.4% or 52). The subjects graduated from
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secondary school and vocational education in similar percentage (48.3% or 171 and

50.3% or 178). Less than half of the subjects (36.2% or 128) had studied English for
11-15 years, while 29.4% of them, or 104, had studied English for more than 15 years.
Moreover, 28.5% of the subjects, or 101, had studied English for about six to ten years.
Only 4.5%, or 16, had studied English for about three to five years.

With respect to their grades in English'l (the compulsory course), it could be
said that about one-fourth. of the students got-a B.grade (25.4% or 90). Similar
percentages of engineering students received A and B+ grades (22.3% or 79 and 20.1%

or 71), respectively, wiile 13.6% or 48, 15.8% or 56, and 1.1% or 4 of the subjects

obtained C+, C, D4gpand D.grades, respegtively. As for the grade from the English Il
course, the results were similag to the gra'des which they received from the English |
course. In addition, 24.9% of the subjects, or 88, earned the B grade, while the number
of subjects who got/A and'B+/grades were (21.5% or 76 and 20.6% or 73). The rest of
the subjects received G# (16.1% of 57), C (13.8% or 49), D+ (1.1% or 4), and D (0.6%
or 2), respectively. v = 4

Approximately ithreg quarters: of th{xe"iJ students had experience in attending
English writing course (73.4% or 260), WHiJI:é:'ZG_% of them, or 92, had never had

4 Fx :zjlg
attended English writing coursé before. —

As for their ability in English writing, the students rated themselves as poor
writers (37%), fairawriters (32.5% or 115), good writer (3.1% or 11), very good writers
(.3% or 1), and ver)? poor writers (16.4 % or 58). The demographic characteristics data

are summarized in Table 4.1.



Table 4.1: Demographic characteristics of the engineering students
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Demographic Characteristics Data Number | Percentage
Sex

Male 256 72.3

Female 98 21.7
Age (years)

18-20 years 135 38.1

21-23 years 208 58.7

24-25 years 9 2.5
Academic year

2" year 64 18.1

3" year 97 27.4

4" year 178 50.3

5" year 12 3.4
Major

Mechanical engineeri 62 175

Electrical engineering 67 18.9

Production engineering r : 55 155

Chemical engineering 55 16.9

Industrial en',eri 0 60 14.4
Highest level of & ,,——.—JT—.J.L

Secondary schodl 171 48.3

Vocational educ 178 50.3
Number of years studylng English

3-5ye 45

wﬁﬂﬂ?ﬂﬂﬂiﬂﬂﬂ B

36.2

More than 15 years ¢ o e 10405 294
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Table 4.1: Demographic characteristics of the engineering students (continued)

Demographic Characteristics Data Number | Percentage

English I course grade
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2. ESP teachers

The data showed that 25.8%, or 8, of ESP teachers were males and 74.2%, or 23,
were females. As for the age, 29.1%, or 9, of the ESP teachers were between 30 and 39
years old, and 29%, or 9 were 46-50 years old. Moreover, 22.5%, or 7, were 40-45
1Id. Most of the ESP teachers graduated
with a master’s degree (87.1% or 27), ile 9.7%, or 3, graduated with a doctoral

years old and 12.8%, or 4, were 51-58

degree. They had teaching exp: nce i ia ish for more than 12 years (51.6%

or 16), and 16.1% or 5 A.M.....*.., 2 @12 years, 4-8 years, and 1-

3 years of experience_ineaching English ect Ve i.addition, more than half of

the ESP teachers (58.1%0r 18) had Xperience in tea =SP courses for more than
five years, while 22.6% /%o , 5% had 3-5 years, 1-3 years,
and less than one yea { achin P Co \ pectively.

Regarding theif stug '- iting 2 |ty,} ‘ \ d that the teachers thought
that their students™ writii ‘ ili "weI.:E* DOOF ‘ ‘ ) and “very poor” (25.8%
or8). ESP teachers agr o studé g ability was “fair,” and
9.7% or 3 was “good.” e .-'_ | ,_. S’ wrltmg ability to be “very
good.” The results teadnxéade ograp |cs data are presented in Table 4.2

o

‘,r "-:l‘“' -’a" o

below.
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Table 4.2: Demographic characteristics of the ESP teachers
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Very poor

Demographic Characteristics Data Number | Percentage
Sex
Male 8 25.8
Female 23 74.2
Age (years)
30-39 years 135 38.1
40-45 years 208 58.7
46-50 years 9 29.0
51-58 v 4 12.8
Educational Backgrou
Master’s degree 27 87.1
Doctoral degree 3 9.7
Experience Teaching
1-3 years 2 6.5
4-8 years 7 22.6
9-12 years 5 16.1
More than 12 years 16 51.6
Experience Teaching ESP
Less than 1 year 2 6.5
1-3 years 7 22.6
3-5years - 9.7
More than 5 y, 18 58.1
Opinion toward St :: ts" WT ) i
Very good ‘ 0 0
Good | ‘a o/ ' 3 9.7
~AUYTNUNINYING:| =
Poor g ‘ ‘ ' 8 25.8
| I =

.'*




3. Managerial and operational engineers 0

The results in this section are divided into two parts: the demographic
characteristics of managerial and operational engineers, and their opinion about English
writing.

Concerning the demographic characteristics, the results in each category of the
two groups showed the same direction. Enginegers (both operational and managerial)
graduated with a bachelor’s degree (74.5% or-82.and 52.9% or 9). More than half of
them had not previously attended an English writing course for engineers (59.1% or 65
of operational engineers and 76.5% or 13 of managerial engineers). As for engineers
who had attended the English writing course before, most of them had attended the
course at a university(16.4% or 18 opergtional engineers and 23.5% or 4 managerial
engineers).

With respecisto why English was usgd in communication, the results from those
two groups of engingérs were similar. P:.'-I"hé“- major reasons for using English in
communication within the sample compari_i‘églvyere because they were international
companies (70.9% or 78 of op-era-tional eri;g;-'i;neérs and 82.4% or 14 of managerial
engineers). The second and -ihird reasdr{éf f\{vgre because their companies had
subsidiaries in other countries-and they had;mﬁgl‘tﬂi-nationality employees. The data
regarding operational and mahagerial engineers’."_demographics data are presented in
Table 4.3 below.
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Table 4.3: Demographic characteristics of managerial and operational

engineers
Operational Managerial
Information (N=110) (N=17)
umber | Percent Number | Percent
Education
Bachelor’s degree 9 52.9
Master’s degree 7 41.2
Doctoral degree 1 5.9
Attending English writing
engineers
No 13 76.5
Yes 4 23.5
Place studied Englls
engineers
University 4 235
Cram school -
Previous company - -
Current company - -
Training - -
Study abroad ‘ - -
Reasons why English is us
communication ‘
The company is a sub3|d|ary 8 52.9
company. , e
The company is supported by a for ' 46.4 8 52.9
investor. = J‘"' AT
The company hasa W ‘ ‘ 7 41.2
The company hires nsupervisors. {85 50" 6 353
The company has/ Y 1' 12 70.6
countries. o,
The company has internatione ' .9 14 82.4
The company has multi-national employees. 3 61.8 11 64.7

AULININTNEINS
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As for the information concerning the opinion of managerial and operational

engineers about English writing, it was found that almost half of the operational and
managerial engineers agreed that their writing abilities were “fair” (48.2% or 53 and
41.2% or 7, respectively). Seventy-eight operational engineers (70.9%) reported that
they had writing problems during the first few years of work, while ten managerial
engineers (58.8%) stated they also had writing problems at the beginning of work.
Also, the results showed that 62.7%, or 69, oi operational engineers, and 35.3% of the
managerial engineers, or six, had writing problems.

With respect_to.the frequency of writing of engineers each day, it was found
that, on average, most ofthe engineers from these two groups wrote 1-5 pieces per day
relating to the work of enginger (72.7% or 80 of operational engineers, 76.4% or 13 of
managerial engineers). Moreover, most of their written texts were in the form of formal
and informal e-mails,sSeventy perceht or 77__JC)IperationaI engineers wrote formal e-mails
whereas 82.4% or 14 ofithe managerial eng"ilneers wrote formal e-mails. 51.4%, or 56,
operational engineers wrote informal e-mélli-l_s, and 58.8% or 10 of the managerial
engineers wrote informal e-mails. e B

The first three countries which engi;le‘ﬂers regularly contacted were the USA,
Singapore, and Japan. As for the opinion coriééirajhg the content of the course, more
than 80% of them agreed that a writing coursé}iou_lq focus on students’” writing ability
to cover required-eontents mbré than focusing Ohlyqon .correct grammar (89.1% or 98 of
operational engincers-ana-100%-or-i7-of-manageriai-engineers). This was different
from normal English writing lessons focusing not only on correct grammar but also

required contents. The information is summarized in Table 4.4 below.
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Table 4.4: Opinion about English writing of managerial and operational engineers

Information

Operation (N=110)

Managerial (N=17)

mber

English writing ability
Very good
Good
Fair
Poor

Very poor
Writing problems

Had problems during
working

Still have problems

Frequency of writing in or S
each day (average)
0 .

1-5
6-10
11-15
16-20
21-25
26-30

50
Characteristics of ing

Write or type on paper (formal content)

Write e- ma‘lmformal content)

12

" Zfiﬁéﬁ%’aﬁ% N3N ﬂ‘ﬁ

56

Percent Number | Percent
1 5.9
7 41.2

7 41.2

1 5.9
10 58.8
6 35.3

13 76.4

2 11.8

1 5.9

1 5.9

10. 9 23.5
17.6

82.4

50.9 58.8

ammmm UNIINYAY
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Table 4.4: Opinion about English writing of managerial and operational engineers
(continued)

Information Operation (N=110) Managerial (N=17)
‘ F ber | Percent Number | Percent

Contact countries \\\ | /
USA CHL g _y/3.6 10 58.8
Japan i 6 35.5
China 4 235
German 2 11.8
Great Britain 3 17.6
Taiwan 3 17.6
Korea 1 5.9
Singapore 8 47.1
Dubai 1 5.9
Others v 5 294

Opinion about writings

Focusing on unders 17 100

than correct grammar

Focusing on correct gre 1 5.9

understanding conten

ed similarly by operational

In addition, it wé 3d—that—Eng A

engineers and managerial engl IS (ts and situations. The mean scores

:-.fr-— -
in Table 4.5 show that the tweo g -J{J- ..,l‘_‘-,“__u _ d English writing most with their

ngineers = 3.33), overseas

AR ;5 3.12), and between
departments (oper

.ﬂ:a ' : ehaﬁngmeers 3.18). The
summary results are"tllustrated in Table 4.5 below. :

ﬂﬁﬂ’)ﬂﬂﬂﬁﬂﬂ'ﬂﬂ‘ﬁ
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headquarters (operatio
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Table 4.5: Description of usage of English writing for communication of
operational and managerial engineers

Contexts Operational engineers Managerial engineers
(Number=110) (Number=17)

Mean S.D Mean S.D
Within each department 27 1.19 2.88 1.31
Between the departments 3.11 1.18 3.18 1.23
With other local companies 3.06 1.18 2.5 1.09
With their headquarters 3.65 1.46 3.33 1.63
With other overseas companies 3Bl 1.36 3.12 1.40

In conclusiongthe first part of the q”uestionnaire reported information on the four
groups of subjects in general. /The information provided the overall picture of each
group, such as education, work experience, \writing problems, and experience in
attending English writing courses. ) J‘

Part Il: Required English writingv'(‘co_r}tent and situations for the work
contexts and writing problems of engineers

Part 11 involves five topics, namely, prz)bferrjl__areas in writing English in general,
importance of genres in the engineering contexts, writing problems associated with
different genres in engineeriag  contexis, significance of English writing in the
engineering contexts, and lack of knowledge in English writing in the engineering
contexts. The results of each topic are reported as follows:

1. Problem areas in writing English in general

It was found that engineering students, ESP teachers, and operational engineers
considered grammar, structure, vocabulary, spelling, punctuation, and writing procedure
to be their important problem areas in writing in English in géneral.. These problem
areas were _not in a similar order. An important problem area for every group of
subjects, except.for managerial engingers, was grammar,

While ‘engineering students sated. their problems in mast areas as only “quite
important,” grammar was rated as “important.” However, ESP teachers thought that
their engineering students had writing difficulties in most areas, except for spelling and
punctuation, which they ranked as “quite an important problem.” The most important

problem areas for the engineering students were vocabulary, grammar, structure, and
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editing of their written work. As the results showed that grammar and structure

were important problem areas for engineering students, the engineering students who
enrolled in the current course were asked to attend four grammar and structure review

lessons of two hours each. The review sessions were held on Saturdays. Only the
students who had problems in grammar &
were asked to attend the review sessions

writing were “importa ' area is grammar. As for

t ucture as revealed in the pre-test scores,

‘of their general problems in

managerial engineer “guite important” and “not

so important,” ively™ T st important problem area was outlining.

The mean score f VWi l glish in general for the
four groups of s or F test. The result
indicated that there was a groups of subject at p
value < .05 in four p pelling, punctuation, and
writing procedure. A were common to all the

groups were grammatr, j 'ﬁtﬂm an arc 1formation. The findings are

summarized in Table 4.6.
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Table 4.6: Problem areas in writing in general EM

Content Students (354) | Teachers i n Welch’s
eng. g ( )'.
(31) - ‘ ANOVA
b 415
Mean | SD Mean | SD M
1. vocabulary 3.48 1.05 | 3.84 | 1.06 | 3.1 £.2.66°) 7.17* -
"'ﬂ" i
2. grammar 3.55 1.10 3.74 | 118 0 1 r | 1.73 -
3. structure 3.42 1.06 3.77 | 117 | 3. .00 ,r”'" 5 4.39 -
4. spelling 3.04 1.08 332 | 110 | 2.80 1 fidls ) 0 6.17* -
5. punctuation 2.81 1.05 345 | 1.23 | 2.62 95:.3,"' 2 1.; 2.28 5.83* -
6.writing
procedures ,
*outlining 3.40 1.08 332 | 1.24 1 - 2.03
*searching 3.10 1.08 3.65 | 1.17 80 0.89 .80 152 8 7.49 -
information g o
*writing 3.43 1.09 3.68717 1 . L Y - 6.81*
*editing 3.41 1.15 3.90&‘1. . 097 5 0 * ﬂﬁ 8.86*
i |

p value < .05
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2. Importance of genres in engineering contexts
It was found that inquiries (4.05), reports (4.07) and minutes of meetings (4.09)
were the first three important genres in the aspect of engineering students. ESP teachers

saw inquiries (3.93), memos (3.70), and reports (4.29) as the first three important

managerial engineers were also requesi 69),ifguiries (4.00), and reports (3.81).

With respect to » ' groups of subjects using the F
test, it was found ' requests and enquiries,
which were not sigai hut, these two genres were
considered as “impo ndings on the importance of

the genres are summari
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Table 4.7: Importance of genres in engineering cont . —
| —
Content Students (354) Teachers Manage i F Welch’s
(31) en g ANOVA
Mean SD Mean | SD : a
1. complaints 3.7 .90 3.22 | 1.01 ! 31 10.35* -
2. requests 3.76 .89 356 | .84 .63 :El 91 -
3. inquiries 4.05 .94 393 | .95 J s .28 -
4. memos 3.75 .93 3.70 .99 3 Y2 8 12.97* -
il ‘
5. reports 4.07 .90 429 | 1.08 | 3.83 - -, 2.96* -
=3 ‘
6. minutes 4.09 .93 2.7 1.06 | 341 A1 - ; 0* - 24.47*
= -
F ] @
7. agenda 3.79 .95 2.37 .96 3.21 1. 7 —260= 47 29.00* -
A TN
8.Informative 3.84 .92 344 | 105 | 33 = 12.98* -
notes L i
p value < .05 very important genre =5 (4.5-
quite an important genre = 3 )

not importantatall = 1 (1.0-1.4
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3. Writing problems associated with different genres in engineering contexts
Most of the engineering students thought that they had problems when they have
to write different genres in engineering contexts. They rated minutes, agenda, and
reports as the three most important wrltlng problems with the mean scores of (3.7, 3.64,

and 3.60 respectively). ESP teachers felt thatst dents had problems in writing reports
(3.86), minutes (3.59), and inquiries (3 ). '/AS for gperational engineers, most of their
problems in writing different ge fsid ( | quite important.” The first
three important problems in writil , ’7 7 ‘operational engineer were
complaints (3.10), repo and min st, managerial engineers
agreed that problems«f writi 'different genres we g ‘ f yimportant.” The first three
types of writing proble S not ‘ ofe writing reques Sh -‘..” ‘-*a and agenda.

When calculating/the ean §c 1g F test or On e-way ANOVA, it was

. : ' vit iff es of the four groups of

subjects differed si_gni icantly agthe _, XC g n \ er‘words, these four
groups of subjects itferer AT ha |‘“,_ o write different types of
writing. Details on the writing red: able 4.8.

..u.."l

'8 -
....:F‘.'-.-*{a- .
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Table 4.8: Writing problems associated with different genres i

anag

ing contexts

Content Students (354) Teachers Opera
(31) eng. (1
Mean SD Mean | SD | Me | Mea
1. complaints 3.61 97 356 | 1.21 .38
2. requests 3.47 97 3.52 | 1.08 6
3. inquiries 3.47 | 103 | 358 | 117 238 |
- ',[‘.
4. memos 3.34 1.06 3.38 | 1.16 : 2.
5. reports 3.60 1.07 3.86 | 1.04 | 3.1 7 2.‘ -
6. minutes 3.7 1.14 359 | 1.36 A1 L, 424 ~y
7 il
7. agenda 3.64 1.09 35 136 | 2 .07 J -
8.Informative | 347 | 100 | 343 | 1.06 | 2.82 | 102 | 223
notes =
p value < .05 very important problem =5 (4.5-5.0) e !

quite an important problem =

no problem at all =1 (1.0-1.

y

iance F Welch’s ANOVA
- 11.79*
10.67*
8.80*
, I 6.89*
10.58*
37 - 10.31*
3.10* - 10.53*
40 14.93*
4 (3.5-4.4)
1.5-2.49)

X
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4. Significance of knowledge of English writing in engineering contexts
Three groups of subjects rated that all areas of the knowledge of writing English
in the engineering context, namely, appropriateness of the relationship between readers
and writers, relevance between content and context, logical knowledge, and appropriate

Vpers though that appropriate layout was
& st, it was found that the

appropriateness in te 5~ at P .‘-; ; ' ader and the writer and

layout were “important.” Only manac
“quite important” (2.88). | \\
When the mean
appropriate layout e p-value level < .05. In
contrast, the relevan al knowledge were not
perceived as a signifie 05. Put another way, the
relevance between the vledge were important in the

aspect of the fo are shown in Table 4.9.
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Table 4.9: Significance of English writing in engin

Content Students (354) Teachers / “E < F Welch’s
(31) l’"! \ ANOVA
Mean [SD_ | Mean | SD _.r_fﬂm n S h‘\i\
1.Approprinatness | 3.95 91 375 | 1.1 i 90* - 3.48*
in terms of
relationship
between reader
and writer
2.Relevance 3.92 .86 4.07 .82 3.67 -
between the
content and
context ]
3. Logical 3.97 .85 418 | .86 . . EIE 38 1.51 -
knowledge
4. Appropriate 3.48 1.0 3.36 1.2 2* - 5.18*
layout : o
p value < .05 very important knowledge =5 (4.5-5.0 '---'Eff'[: mport tal =4 (3.5-4.4)

quite an important knowledge = 3 (2.5-3.49)  not so an important know 'L‘ =2 (1.5-2.49)
not importantatall =1 c
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5. Lack of knowledge in writing in English in engineering contexts
Engineering students considered all the problem areas as “quite important.”
This meant that students knew that those writing problem areas affected their writing.
ESP teachers thought that their students had difficulties in all problem areas, except for

appropriate layout. With respect to operational and managerial engineers, all the
problem areas were invariably per
The results of the F test

concerning lack of kno!

ad different opinions

svel of p-value < .05. The
exception to this wasp h was not considered as
a significant differen or Wi ds, appropriate layout
was the only one prob ) f s eng neering contexts among the
four groups of subjects. ' lack o / | ‘ ing g ish in the engineering

contexts is summari
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Content Students (354) | Teachers F Welch’s ANOVA
(31)
Mean | SD Mean | SD
1.Approprinatness | 3.40 1.0 3.85 10 7.32* -
of relationship
between reader
and writer
2. Relevance 3.44 1.0 3.85 8.58* -
between the
content and
context
3. Logical 3.39 1.0 3.73 | 1.0 - 9.86*
knowledge
4. Appropriate 3.39 1.1 3.27 1.1 2.8¢ L0 L 8.28 -
layout ‘-EE" '-'“"'*
4 o
p value < .05 very important problem = 5 (4.5-5.0) .~ ~important p
quite an important problem =3(2.5-3.49)  not so important a problem = 2.(1.5-2.49)

no problem at all = 1 (1.0-1.‘
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In conclusion, part 11 of the questionnaire reported data from the four groups

of subjects regarding the results of the needs analysis in terms of problems in writing
English in general, types of genre in the engineering contexts, problems in writing
associated with types of genre in the engineering context, the significance of knowledge
of writing in English in the engineering contexts, and their problems. These perceived
needs results and opinion were subsequently .changed into course descriptions,
objectives, goals, and activities in the English writing course for engineers developed
based on the GBA in this study.

Part 111: Opinionsabout.course component of an English writing course for
engineers

Part 11l summarizes the opinion of the four groups of subjects regarding the
course component:of an English writing. course for engineers.

Engineering students, ESP teacher;sg,n operational engineers, and managerial
engineers had similar @pinions about Wha:[ should focus in developing an English
writing course for engineer. They theught tha_\t a new English writing course should be
designed based on various aspects such as “focusing on the objectives of the course for

” [1]

the engineering profession,” “asking studentsato do group works,” “pointing out
necessary engineer working situations first and fh"eﬁ' having students search for content
to write themselves, etc.” 7

When thesmean scores from the four groUbg of subjects were tested by F test, it
was found that 190ui-ef25-ttems-dig-net-show-a-signiiicani-difference among the four
groups at the level of P value < .05. This means that the course should be developed
based on those 19 items as follows:

e item 3 (focusing on vocabulary.and grammar)

item 5 (using English in“teaching)

e item6 (using English more than Thai inteaching),

e item 8 (doing individual work),

e item 9 (daing group work),

e item 10 (doing pair work)

e item 12 (providing models of writing before doing exercises),

e item 13 (pointing out necessary engineer working situations in writing

and then asking students to search for content to write themselves)

item 14 (editing writing of their own)
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e item 15 (practicing writing from real situations),

e item 16 (using commercial texts as the material)
e item 17 (using authentic materials),

e item 18 (using transparencies),

orm).
s follows:

cburse for engineering

e item 22 (using exercise lation form

To sum up this p 6F the-stu inions about components of the
course from the: four groups of subjects. The results were-t: r.:.-rj. ated into the course

T LY
through teachi ,

course evaluation. e info

teaching, materials, and

ble 411
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Table 4.11: Opinions about the course components of an

Content

Students (354)

Teachers

(31)

Mean

Mean

SD

1. Focus on the
objectives of
the course for
engineering
profession

4.75 54

4.93

.25

2. Focus on
objectives of
the course on
academics

3.67 1.01

3.40

1.38

3. Focus on
vocabulary
and grammar

4.07 .85

3.70

.95

!l//

g co rse

148

an gerl
7 =
3 : .

Welch’s
ANOVA

8

%

4.79*

4.79*

4. Use Thai in
teaching

2.81 1.18

2.87

.68

2.44

5. Use English
in teaching

4.08 .99

3.50

82

6. Use English
more than
Thai in
teaching

4.25 .95

4.10

8.63

=241 4.97*

3.84*

4.81

1.02

7. Use Thai
more than
English in
teaching

2.57 1.22

2.83

p value < .05

A

6.68*
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Table 4.11: Opinions about the course components of an E

lish writing course

Content

Students (354)

Teachers
(31)

Mean SD

Mean | SD

8. Ask students
to do
individual
work

3.13 1.13

3.17 |1.02

9. Ask students
to do group
work

3.82 .95

4.10 71

10. Ask
students to do
pair work

3.83 91

3.90 .80

11. Focus on
self-study

3.44 1.04

4.33 .80

12. Provide
models of
writing
before doing
EXercises

3.73 .90

4.13 97

p value < .05

3.85

y

ﬁ(continued)
| ——

Manageri e F Welch’s
' ANOVA
1 2.52 -
i
4 9 2.63 i 1.33
882 {1 01 42 -
4
e e - 18.00*
"0" 97* - 2.45
..i,-i.tf?fﬂ
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Table 4.11: Opinions about the course components of an

ﬁ(continued)

Content

Students (354)

Teachers

(€20)

Mean

SD

Mean

SD

13. Point out
necessary
engineer work
situations in
writing and ask
students to
search for
content to write
themselves

3.93

.92

3.76

78 |

14. Edit their own
writing and
their friends’
writing

3.61

.89

3.93

15. Practice
writing from
real situations

4.44

75

4.53

16. Use
commercial
texts as
teaching
material

3.72

1.0

3.93

e ———
ariance F Welch’s
ANOVA
2.57 -
2.01 -
- 2.53
- 1.47

AU INENINGINS
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Table 4.11: Opinions about the course components of an. Englis iting course for.engr S (continued)
) \
Content Students (354) " ’ﬁi ‘\Tg\\! ~_Managerial Variance F Welch’s
ﬁ' \ NN e ) ANOVA
Mean SD |50 j’jm& ﬁ ' SD
17. Use real documents as 411 .86 , .78 .84 .87 -
teaching material
18. Use transparencies 2.80 1.17 1.21 3.12* - 2.34
19. Use VDOs as a teaching 3.89 1.08 .50 .08 -
aid
20. Use Power Point as a 3.37 1.05 1.11 2.43 9.15 -
teaching aid
21. Use E-learning as a 3.62 1.06 111 43 2.24 -
teaching aid
22. Use exercises as an 3.60 1. *‘P’- .55 5.38* - 3.65*
evaluation form
p value < .05
(SN
ol
[N

ammmm UAIINYA




152

Table 4.11: Opinions about the course components of an Englis h Wit g course &(contmued)

Content Students Teachers (3 0 Managerial Variance F Welch’s
(354) %ﬁ\‘a‘. 17 ANOVA

Mea [ SD | Mean /5”/1'%&\ [ M| sD

23. Use writing 3.70 1.08 4.07 .79 4.56* - 2.69
tests as an \ \\
evaluation form ‘

24. Use portfolios | 3.47 | 1.04 3.87 { ‘ \\\ .80 4.10* - 2.79%
as an evaluation \
form ‘ ‘ \

25. Use group | 3.85 .96 3.87 .86 4é 85 36 14 -

activities as an
evaluation form

p value < .

ﬂ‘lJEl’JVIEWI‘ﬁWEI']ﬂ‘i
’Q‘W’WMﬂ‘iﬁUﬁJWﬂﬂm&W

¢st



153
Part IV: Suggestions for and expectations of an English writing course

for Engineers
Part IV of the questionnaire is an open-ended question explaining the

expectations and suggestion to the course from the four groups of subjects. It aims to

. The results are presented below.

relatea& rse development process. Two
teachers suggested ‘?studéis hquround knowledge in
English, especially i I “ v a 0 mmar before they were

taught writing. This.i

elicit data regarding the course compon
1. ESP teachers \

Their suggestion

ell if they do not have

Since Thai oblem structure, it is difficult

for them to wri : leal irite, it is therefore, necessary to

first help the i bqﬁk n English. (Teacher #19)

Also, the ESP i e able to write effectively
at the end of the course. They ﬂ@m‘% a‘ﬁ eir writing in a clear way and
choose appropriate words and as can be seen in the following
sentiment - »

Engineering students should be able to write well-at-thgread of the course. At

including being able

ﬂ‘NS’WIEI"ﬂiWEJ’]ﬂ'ﬁ
awwmmmumwmaﬁ
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2. Managerial engineers

Most of the managerial engineers thought that students should be able to write
well at the end of the course and work effectively in the future. In addition, students
should also be able to use English appropriately in relation to their work contexts and
situations.  Also, students should be able torknew how to write short sentences,
paragraphs, and summaries.. . Moreover, they thought that authentic situations and
materials were required. A sample of this line of thought can be found in an engineer’s
comment below:

Teaching with authentie situations and materials is better than teaching with
general English™ textbooks  because students can see authentic working
situations. (Enginger #95)

Another engineer also thought-that-providing authentic situations and materials
was important, but he had for different reasons; as he discussed:

Providing authentic situations and materials is crucial since it helps learners to
obtain enough background knowledge about engineering contexts.
(Engineer #56) "

Moreover, the managerial engineers "'agjre;ed that an effective approach to
teaching writing should provide writing models of every kind of engineering texts.

3. Operationat-engineers

Operational engineers thought that the developed course should enable students
to apply what they-learned from the course to their working contexts and situations.
Also, they thought that students should be alile"to write effectively at the end of the
course. Mareaver, the lessons would make it easy for students to learn how to write.
What would be focused on in the course was helping students understand not only
content, but also grammar. Finally,"more English ceurses should be provided to give
students opportunities to learn English.

Most operational engineers thought that using authentic situations and materials
for the course is required, as one of the engineers discussed below:

Using authentic situations and materials is necessary because it helps students
see actual working contexts and situations. Also, they will have a chance to
learn vocabulary related to the work of engineers. (Engineers #8)
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Even though engineers #114 and 107 also thought that using authentic

situations and materials was required, they had a different reason from engineer #8 as
took into account:

Providing authentic situations and materials is required, but it is necessary to

present them in particular ways to motivate students to learn. It is believed that

when students are motivated to study, they would pay attention to their study.

(Engineer #114)

In addition, some of the engineers thoughithat teachers should point out the
importance of the course to the students because this ' would help to motivate them to
study. An engineer noted that:

Authentic situations.and-materials are important for English for engineering
courses. Moreoyer, teachers should encourage students to be aware of why they
need to study‘the coaurse to help them pay attention to the course. Additionally,
teachers should dnvite experienced engineers to share their work experience
with students (Engineer #107)

Although encouraging students io be’aware of the importance of the course was
important, it might not be enaugh. - Teachers should also help students to feel confident
to write by providing them with writing._ge_x_ercises that suited their background
knowledge in English. i

Operational engineers also suggested that lf the students do not have enough
background knowledge in" Engfish, teache"r"é “need to.help them improve their
background knowledge by teaching extra lessons as well. _ Providing vocabulary
knowledge in the.Course was also necessary because this would help students obtain
more background knowledge and ultimately to be able to write better. Moreover, they
suggested that studying only in the class was not enough. Students should be trained
from companies that, they-will work for., -The.reason was,that they could see authentic
situations and read engineering written warks which helped them familiarize with the
real working situations and contexts of engineers.

4. ~Engineering-students

Students thought that"the university should develop more English"cotrses for
engineering students since English was important. As for the writing course, they
thought that an English writing course for engineers was useful and necessary for future

engineers since the course could help them see the work of engineers. They could
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prepare themselves to be ready to work. An extract from the interview description

is noted below:

I thought that teachers should develop an English writing course for engineering
students. | hope that the course will help engineering students improve their
writing skill. (Engineering student #154)

In addition, students would like to have an:English writing course that can
support their work. A sample of a student’s comment s shown below:

I would like to have some English courses that will help me in my work in the
future. The couksershould-also facus on grammar because this is a weak area
for engineering students.«(Engineering student #222)

Engineering studenis thought that if. they could write effectively, this would help
them succeed in their €aregrs. Also, the cen"t'ent of the developed course should also
relate to outside oftheir work life. Therefo?é, the content should cover writing essays,
resumes, application forms, minutes of meet’ingé, business letters, and various kinds of
reports. Furthermore, they thought that the developed course should be able to help
them write fluently, correctly, and appropriatel_){ at the end of the course.

Moreover, the students thought that the developed course should emphasize
teaching vocabulary both for general Writing'*tor{texts and engineering contexts, as
described below: IS s

I think ithat learning vocabulary is required (both—general vocabulary and

technical t€rms). If engineering students do not have enough vocabulary, they

cannot writgeffectively. (Engineering student #200)

In addition;*they also thought that the teachers should"design English courses
that were easy to learn‘anchunderstand. Moreaver, finding ways to motivate students to
study was' necessary. Teachers should focus on'helping students write with clear
content befare focusing on correct grammar. Providing feedback on the students’
writing was also required, and speaking should also beapart of the course.

To sum up,the analysis of the information in Part IV revealed that all groups of
the subjects thought that the course should help students learn English in order to work
as engineers in the future. The content of the course should cover different kinds of
genres concerning the work of engineers. The lessons should not focus only on the
content, but also on using correct grammar. Authentic situations and materials were

required. The developed course should help students write effectively and appropriately
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at the end of the course. In addition, it is worth nothing that all groups of subject

thought that more English courses were required. Finally, the course should also focus
on building vocabulary.

2. Interview protocol

The aim of the interview is to gather in-depth information about the required
genres that are used as the content of the course from the managerial and operational
engineers and to confirm findings from  the-Questionnaires. The interview was
conducted with only two groups of engineers since they could provide details about
engineering writing coniexts and-situations associated with each required genre. The
target genres involved request.e-mails, inquiry e-mails, and report writing. These three
target genres were identified as the most three important genres of engineers by the four
groups of subjects:* The reasons why, these three genres were chosen as the content of
the course are explained jin detail in the; nnext chapter in the section on Research
Question no. 2. ‘! |

The semi-structuresinterview technidu_e was employed to collect data to derive
the expected information and more related information. The managerial and operational
engineers were asked the same questions, exCef;t-for the last two questions, which were
created for interviewing only the managerialn" érigjneers. Thus, the answer to each
question by those two groups of engineers wa;jcé_tegprized and reported under the same
heading below, while the answers to the last two d—uestions werg reported separately at
the end of this section.—The resulis-are caiegorized as foliows:

1. Forms of.writing

All of the subjects replied that they often wrote e-mails, both informal and
formal, to communicate with people in the engineering community and others. It was
quite rare.to write letters on‘paper or writeletters in e-mail form. “This was because
communicating through e-mail is fastér than communicating on paper.“in addition, most
of the companies used a paperless policy, so writing e-mail supported this pelicy.

2.'Reasansito write formal or infarmal e-mails

As previously mentioned, all"of‘the subjects used formal and informal“e-mails.
Thus, they had reasons to decide when to write formal or informal e-mails. The reasons
of the subjects were similar. They involved the status of the readers, the relationship
between the readers and writers, the topics of writing, and the objectives of writing. For

example, when the readers were colleagues, supervisors, customers, suppliers, and
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anyone with whom they were not familiar, they were supposed to write formal e-

mails to them. If the objective of writing was to inform people in various departments
and groups in the same companies, formal e-mail was also required. In addition, when
the topics of writing were about assigning work or asking for information, formal e-
mails were required. An engineer noted that:

Formal or informal e-mail can be determined by whether they are internal

e-mails or not. Normally, external e-mails.are formal e-mails. We must be neat,

since it shows the quality of engineers in‘Quircompany. (Engineer #4)

However, they also said-that they pormally wirote formal and polite e-mails even
though they wrote to theirdriends since it was possible that the e-mails were forwarded
to others who are related te'their work. Thpse people might be their seniors. Therefore,
they though that it would be more appropriate to write formal e-mails any time they
have to write e-mails. JAs for informal e-mailg, they normally wrote when they wrote to
colleagues who they were familiar with, axrid they ensured that the e-mails were not
forwarded to others seniors: ’ : |

3. Choosing between formal and informal e-mails

Operational and managerial engineers_lpr_ovided answers in the same direction.
Formal and informal e-mails could be seen from the language they used in the parts of
an e-mail, namely, opening “Salutation, bpdy,j closing salutation, and closing
correspondence. _ It was interesting io see fhp-'"cpiferia that these engineers used to
distinguish between formal and informal emails.

In writing.formal e-mails, in the opening salutation, they used “Dear + first
name” and “Dear + surname™ with Thal and foreign engineers whom they were not
familiar with, or who were in a higher status,. In contrast, they used “Dear +
nickname;”“Dear +.first-name,” “Hello. +.name,” and just “name” with anyone whom
they were familiar with or, who was of similar status: However, they normally used
“Regards” or “Best regards” as the closing salutation with people they communicated
withy regardless-of familiarity-or.unfamiliarity.

As for'elasing correspondence, “Fhanks,” “Thank you,” and sometimes_nothing
atall were used with informal e-mails, while “Thank you very much” or expressions
showing closing correspondence such as “We are looking forward to hearing from you,”
“Your urgent reply is appreciated,” and “Feel free to ask questions,” were used to show

formality.
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In addition, formal and informal e-mails could also be seen through the

language in the body of the e-mail showing the functions of such e-mails, such as,
“Could you please send me the data?” (formal request), and “Please send me the data”
which were used in writing informal request.

Apart from this, some engingers ;also used different words (more formal
vocabulary) in different registers to indicate formality or informality, such as “require”
instead of “want” and “prowvide™ instead of “give.” Intk@ducing themselves was required
when meeting for the first time since ansintroduction is a characteristic of formal e-
mails. In addition, greetingexpressions, such as “How are you?” and “Hello” were also
used as a characteristicsof infermal e-mails because it showed that they were familiar
with each other.

All of theinterviewees were aware that paying more attention to mistakes in
writing concerning the use of appropriate i/dcabulary, being correct and having clear
content, and correctly spelling people’s names were important as characteristics to
indicate formality. Fhese Criteria were very:crucial when it was their first contact or
when they had to write {0 other companies, supervisors, or customers. An example can
be found in one subject’s cammeni: T/

| am not aware whethet'it is-a formal or informal e-mail if it is an inner e-mail
because my factory and bosses did not pay attention to this. However, writing
an e-mail to people. with -whom- we make first contact and people in other
companies;, we must be polite and careful to echoose appropriate words.
(Engineer #8)

4. Writing e=mails to foreign engineers

There were“some issues engineers were aware of when they wrote to foreign
engineers. A few of thetsubjects focused on'sentence structures. They believed that
writing with simple sentence structures was appropriate: This was because sometimes
when engineers used more complicated structures, it possibly made the readers
confused and miscommunication could occur. An extract from one interview is shown
below.

I am quite careful about sentence structures because | found that the readers
might be confused when I used the wrong structures. | had experience about this
before. It caused me problems. (Engineer #1)

Some engineers also paid attention to the nationality of foreigners. They found

that the cultures of different countries were different, so it was necessary to focus on
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this. For example, Japanese and Chinese customers or engineers preferred very

polite and formal communication. They started writing e-mails with an introduction,
and then purpose or state the main point of writing. In contrast, American and
European engineers preferred going to the main points of communication without
introduction. Normally, this happened when they had already contacted each other a
few times. Chinese engineers or suppliers somgtimes did not provide information about
things directly, especially. when they made .mistakes. They preferred indirect
communication.  In_contrast, American and British engineers preferred direct
communication. An example can.be found in one subjeet’s description below.

We need to use ““Dear+ surname,” not ”Hi”* to make it formal and polite. It is
better if you put the ' word “‘san” after the surname if they are Japanese. Also,
Japanese engineers @r gustomers-are strict about time. We have to keep our
promise when wesdeal with them on any matter such as exporting products.
(Engineer #7) -

5. Types of sentences

Most of the‘engineers used simple and compound sentences in their writing.
However, they sometimes also used complex“rseﬁtences. They used both passive and
active voices as well. 1t was noteworthy thé{f fhey did not try to write e-mails with
complicated sentence structures, since it was f)lﬁssible to make mistakes and to
miscommunication. Similar findings were foun'd_rin;the interview scripts shown below.

I normallyjuse all types of sentences, but | do not try to write complicated

sentences. J-think-ii-is-easy-to-make-peopie-coniused-(Engineer #2)

Usually, 1 use any kinds of sentences in writing. However, | prefer using simple
sentences because | sometimes write to my staff, and the English of some of them
could not meet the standard. Possibly, they may not understand what | write to
them. (Engineer #5)

6. Using.Vocabulary

Most of the engineers agreed that using technical terms, semi-technical terms,
and‘general| vocabulary~depended on whom they were talking to and what the topics
were. For example, when'the'readers were engineers, and the topics of 'writing regarded
engineering work, they used technical terms. However, general vocabulary was always
used as a part of their writing, as evidenced in the following extract:

I normally use general vocabulary because | do not only talk to engineers; | also
have to talk to people from various departments who work with me, such as
purchasing and maintenance departments. However, when | talk to engineers or
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colleagues about engineering work, it is sure that | use technical or semi-
technical terms. (Engineer #2)

7. Patterns of writing

Most engineers agreed that patterns of writing were not important since they
thought that the complete content was more important. They used the patterns that they
preferred and were familiar with. However, a few of them paid attention to the patterns,
and some of them used Full-bloeck form in wriing.=That was, the same left margin was
used for every line. Anether point that most of them agreed on was that they always
used double spacingwhen they weuld like to start writing new topics or purposes. An
example is given below:

In my view, |ihink that/the pattern of writing is not important. We normally
write what'we are familiar with or follow what people always write to us. |
often use the Full-block form with double spacing. | like this one because it is
easy to use;we do net need+to werry about tabing. Most of my friends or
anyone who writes toime also use this!. (Engineer #3)

8. Problems'in weiting English

There were various gpinions from the interviewees When it came to the problem
in writing English, such as'not enotgh vocabulary or, English background knowledge, as
evidenced in the following statements. -

Thai engineers do not -have enougfl-'“bétkground knowledge in English
(vocabulary, structure). Thus, they cannot write or read well. (Engineer #3)

At the beginning, we were not familiar with engineering working contexts, so we

cannot write as engineers. This was because nobody. taught us before and we

also lacked practice. There were no specific English courses which prepared

students to be engineers. (Engineer #5)

Finally, they hoped that the universityswould provide more English courses for
engineers. “The courses should be easy and practical, but cover the work contexts of
engineers;

9. Engineerswork centexts andsSituations far writing_request: e-mails and
inquiry e-mails

It was found that most of the engineers agreed that the contexts and situations of
those two genres were similar. Moreover, it was found that the writing contexts in

which most of the engineers often wrote involved suppliers, colleagues, and
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headquarters. This was similar to the results from the questionnaire. It could also be

concluded that most of the request and inquiry writing situations involved requests for

and inquiries about information and actions, as described in the following statements:

There are many writing situations engineers use when they write different kinds
of genres, including different writing contexts. For example, | write a request e-
mail to a colleague who works in the‘purchasing department and ask for a
catalogue from her. Also, | write to the same person, but ask for ordering.
Normally, we always request for informationor actions. (Engineer #9)

More information concerning the working contexts and situations is reported in

section 4.2 (course developmentprocess) in this chapter.

10. Types ofareporewriting and their writing contexts and situations

It was found.that engineers Wroteinﬁany kinds of reports, such as accident
reports, laboratory reports, investigation reports, and progress reports. These reports
have different organizations. Moreover, these reports were organized differently based
on the different criteria by each-engineer. Also the frequency of writing these reports
were based on each engineer, e.g. some en‘g‘i:neers wrote reports every week, while
others wrote them every month: =“Also, some oi‘{them wrote the reports when they
finished each step of the project, and otherj,si pnly when they had problems. The
characteristics of«writing depended on the depértfﬁent and the company they worked
for. However, it Was-found-that-an-invesiigation-repori-was-a-type of report that most
engineers had to write. The writing situations were problems. they faced in working
concerning manpower, materials, products, and production process problems. They
normally wrote to their supervisors and people.whom they worked with. When the
problems concerned products; they may. also'need to wirite to customers. One engineer
explained the nature-of his-report'writing below.

I do not write progress reports because my work does not relate to project work.
I usually, write Jnvestigation jreportsy Iscannot-conclude, howsoften, | write the
reports; it depends on the problems we face each day. (Engineer #8)

Engineer #1’s explanation was also similar to Engineer #8’s, but Engineer #1

focused more on the characteristics of writing.

I usually write investigation reports because | work in the production
department. Sometimes we need to write reports to explain problems that have
occurred with the products. On average, | write one or two times a month. Also,
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I write weekly reports which emphasize what | have done during a week.
(Engineer #1)
11: Necessary sociolinguistic knowledge in writing requests, inquiry e-mails,
and reports

Request and inquiry e-mails

Most engineers agreed that they used “please...” and “could you please...?” and
“would like...” to show politeness and formality.in requests and inquiry e-mails. In
addition, referring to previous contacts or events were characteristics to show politeness
and formality. Usingappropriate words was also a way to indicate politeness as well as
using appropriate glosing «salutations and closing correspondence. For example,
“regards” and “best regards? in‘a closing salutation could be used with any group of
readers to show politeness. JMoreover, it was appropriate to use expressions such as
“urgent reply is appreciated” and «“feel ‘free to ask any questions” in closing
correspondence. J "

Reports

As for the sociolinguistic knowledge_gf_ writing reports, it was clear that the
language must be polite and formal, since engineers had to write to supervisors and
customers. They did not use spoken language, C:ontractions, exclamation marks, or
personal pronouns which were common featuréé in informal speech.

12. Writing tactics or strategies in writing requests, inquiry e-mails, and
reports
Request and'inquiry e-mails

It was found.that writing.strategies.or.tactics that were normally. used in writing
requests and inquiry e-mails varied'according to the idividual purposes of writing, such
as providing clear and interesting, heading of e-mails, using clear and concise
vocabulanys, itemizing topics-for.ease ofireading and comprehension,heginning e-mails
with problems to make them interesting; teying to writefwith a positive tong even though
the readers might be the people that made the mistakes, highlighting important parts of
e-mails, emphasizing closing salutations or closing correspondence to show that they
really needed help or answers, trying to provide facts or description of serious

situations, and trying to show what the writers have done and what the readers should
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do to finish the project (compromise). However, two of the engineers said that they

did not use any writing strategies. They only wrote the facts they should inform the
readers. An example from an interview script is shown below.

What | always do to make my writing interesting is tell them my problem first
and then ask them to help me. Also, | end the e-mail by using sentences to show
how much | need their help. For example, “I’m looking forward to hearing
from you™ and “your quick response will be appreciated.” (Engineer #5)

Reports

With respect to reports, it was foimd that there were no writing strategies for
writing reports. The engineers.only tried to inform the readers of the facts that were
necessary to communicates That is if the reports cover the necessary contents, it does
not need to use strategies ipWriting reports.

Results of interviewing twe managerial engineers

The previous section reports the resUI!ts of interviewing ten operational engineers
and two managerialeengineers whoswere “a_sked the same questions. This section
emphasizes only the results of interviewing two managerial engineers who were asked
two different questions. The questions W'er'é-specific for engineers who work as
supervisors. The results can be divided into two bét'é‘gories, as follows:

1. Expectations of writing ability and w_riti_ng problems of engineers

The two managerial engineers thought that Thai engingers should write more
fluently with good organization, structure, and appropriate vocabulary. As for writing
problems, it was found that the writing problems consisted of using inappropriate
vocabulary, unsuitable organization, and redundant writing. “In addition, unclear and
inconcise writing were alsoawriting problems.

2. \Writing competence and-preparing engineering students

Generally, the English proficiency of novice engineers at present was better than
engineers.who-graduated-seven or«ten yearsage. sHowever; training at the-beginning of
working was still required. {Therefore, it should be better and _useful 'if English for
engineering courses are provided to students as part of their curriculum. For example,
they should know the patterns or organization of writing. At the very least, they should

also be able to write short, simple, and concise sentences.



165
In brief, information from the interviews showed that various writing skills,

contexts, and writing situations were required in working as an engineer. It was
necessary to know how to distinguish formal and informal e-mail, since engineers
needed to communicate with people of different statuses and about various topics.
Paying attention to the culture of each company or country was crucial as well since
people in such companies or countries had their own way to communicate. Moreover,
types of vocabulary engineers used depended-onswhom they were talking to and what
topics were such as they use technical terms when the readers were engineers. The
engineers preferred usingssimple.and compound sentenees. to reduce the possibility to
make mistakes. As for.writingstactics, it was found that engineers normally used them
according to individual purposes of writing such as using clear and concise vocabulary
and beginning e-matls with problems.io .make them more interesting. Finally, the
results also showed that there were problerﬁs‘with writing English such as not enough
English background knewledge, tcluding ppi-nions from managerial engineers were

reported.

4.2. Development of the English Writin'g--course based on the GBA

This section reports the details of thejé"BA course development process.
Research question 2: How can an English Writ_irjg course based on the genre-based
approach be developed to enhance the English -writing achievement of undergraduate
engineering students?

To answer this question, It was necessary to review the-theories and concepts of
needs analysis, ESP-(types of ESP and ESP course design), the genre-based approach
(ESP genre), the GBA-course development sprocess, genre analysis, and social
constructivism: (scaffolding and the teaching=and learning cycle). “Burns and Joyce
(1997 cited. in Paltridge, 2004, Hyland, 2007) suggest the following stages involved in
designing a genre-based course:

1. identriying the averall contexts in which the language will be used;

2. developing course goals based on the context of use;

3. noting the sequence of language events within the context;

4. listing the genre used in this sequence;

5. outlining the sociolinguistic knowledge learners need to participate in the

context;
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6. gathering and analyzing samples of texts; and

7. developing units of work related to these genres and develop learning

objectives to be achieved.

Steps 3 and 4 are generally conducted concurrently since it is difficult to

distinguish the language event in a context from the genres that comprise them.

In this study, the English writing course.was designed based on the course

designing stages above; the details of each stage are given below.

Stagel: Identifying the overall contexts in which the language will be used

Information on.eentext was gathered through the needs analysis reported in

Research Question 1. Aecording io Hyland (2007), the information which is required to
identify the overall coniexts of the course involves the present situation and the target
situation needs. ln‘order to complete the picture in designing courses, a learning needs
analysis is also required (Dudley-Evans a;ndn St. John, 1998). Based on the needs
analysis results, therefoge, the details of threg types of needs, namely, present situation,
target situation, and learning needs, are expléined below.

1.1 Present situation IS

Present situation reférs to information abeut the students’ present abilities, their

familiarity with writing processes and writtenn'ge_"nres, their skills, and perceptions.
Also, an exploration of what they are able tonc;ijd_ _an_d_ why they are taking the course is
needed (Hyland, 2007). The details on present situation aré'as foliows:

1. Who are-the-learners?

The learners.were undergraduate engineering students who were studying at

King Mongkut’s University of Technology North Bangkok. - They were around 20-21
years old, and they were males and females. The language proficiency of most of them
were lower-intermediate/and intermediate;

2./How'do learners learn?

They graduated from both seeondary and Vocational education. Therefore, they
had studred Engiish, far ‘about+3-15 years. A Maost ‘of them had experience«with' English
writing, but theythought that they had poor English writing ability:="As for learning styles,
strategies, methodologies, and material preferences, the data were derived from the results
of learning needs analysis which showed that e.g. students preferred doing group work,

pair work, as well as, individual work. English was required to use in teaching. In
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addition, they preferred providing models of writing before doing exercises and

editing writing of their own.

3. Why are the learners taking the writing course?

Engineering students registered for the course as an elective course. They
expected to apply what they learned in class ta their work effectively in the future.

4. What do learners know about writing?

The English proficiency of most of the'Studeniswas fair to poor. Also, most of
the students had experience in writing, but they were not familiar with the writing genres
which are required in engineering contexts,  As for general writing problems, they had
difficulties in many areasgnamely, grammar, vocabulary, the writing process, structures,
editing, and outlining. AlSo, they agreed that knowledge of writing in English in the
engineering contextwas important. However, it was found that they had problems with
knowledge, which, in_ihe epgineering contei@,l involved choosing appropriate language
according to the correspondence between i;lontent and context, and the relationship
between readers and awriters. ‘Also, Iogicalun:-know|edge and appropriate layout were
considered problematic. Moreover, it was aIéQ'3fo&hd that writing reports, minutes, and
agenda were their most important ‘writing p‘fﬁblems, whereas the subjects also had
problems with writing memos, informative notes;"ré(:]{_iést e-mails, and inquiry e-mails.

1.2 Learning needs

Learning needs mean the effective ways of learning skills'and language
(Dudley-Evans and St. John, 1998). The details of the results of tié Irearning needs
required from the four groups of subjects were presented in the needs analysis results
mentioned previously(Table 4.11). In this section, the results of the learning needs that
were used to develop the cotrse are summarizediasfollows:

1.%the need to focus on vocabulary and grammar;

2. (the need to use English more than Thai in teaching;

3. the need to provide group, pair, and individual work;

4. theneedito provide models of writing before doing exercises;

5. the need to teach necessary situations in writing and then ask them to search

content to write themselves;

6. the need to edit writing themselves;

7. the need to practice writing from real situations;

8. the need to use authentic materials;
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9. the need to use transparencies, VDO, PowerPoint presentation, and E-

learning in teaching; and

10. the need to use writing tests, portfolios, and group activities as evaluation

methods.

The course was designed based on every item, except for item 5 (teaching
necessary situations in writing and then asking them to search content to write
themselves) and item 9 (using VVDOs and e-learning)...This was because it was difficult
and took time to create VDO and E-learning teaching materials in this limited time. As
for item 5, the reason fernot using. it was that it is difficult for students to search the
required content to write'themselves. The content and related situations for practicing
writing are not easy to.gather if the students do not know engineers who can supply
them with the required infermation.

1.3 Target situation =

The target situation is te identify! the context in which students will use the
language. This can be a specific field such és_ a particular workplace or academic field.
The analysis concerns the learner’sfuture roles and the linguistic skills and knowledge
required to show ability in writing«inthis context. This involves identifying the context
of language use, observing thelanguage events, and listing the genres employed
(Hyland, 2007). The details of the target situa;i;h_ar_e_ explained as follows:

1. Whydid the learner need to write? 4

Students nceded-to-wriie-tn-order-to-work-as-engineers-n.the future.

2. What'was the content area?

The content area concerned engineering work.

3. What genres were used?

The types of/genres that were taughtiin this course were-chosen from the
results of the needs-analysis. "Based on the needs analysis results, the types of genres
required by engineers encompassedscomplaints, requests, enquiries, memas, reports,
minutes, ‘agenta, and ‘informative notes.  ‘However, there were only 12 sessions in
teaching, so'only three types of genres were chosen as the content of this course"because
practicing with each type of genre took quite a long time before the engineering
students could produce the required texts. Thus, the three genres studied and mastered
in a 12-week course were deemed appropriate and practical. The details of the criteria

for choosing the genres to be taught were set by the researcher of this study based on the
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researcher’ belief in that engineer could provide information directly. This was

because they had direct experience with working of engineers. The details of criteria
are described below.

Criterion 1: The major criterion focused on the comparison of the mean scores
of the importance of genres by the engineers. This was because engineers were in real
working situations, so they had more direct experience with engineering texts than
engineering students and ESP teachers.

Criterion 2: The results of the statistical analysis (F test) comprised the second
criterion. Therefore, the«mean sceres of genres received.from the first criterion were
compared among the three greups of subjects (engineering students =354, engineers =
127, and ESP teachers =31)/by using the F test.  For this section, the number of
engineers (110 managerial and 17 operational engineers) was combined because it was
found from a result ia'the first reseafch qué;gtilon that the two groups of engineers rated
the importance of genres similarly (see Tal:i‘lle 4.7). The similarity of the importance of
genres among the three groups of subjects céu_ld be seen from the fact that the results of
the comparison of the mean scores among thé’rﬁ"wére not significantly different.

Based on the two criteria, it.could be fin@"“tedr that all the content of this course was
selected based on the first criterion because éﬁg]ﬁéers already work in real working
situations, so they had direct experience with _;@inegring work and could provide more
appropriate information. Aé for the content of 't-h-é' cdurse, it was chosen from genres
whose mean scores-were-highest—Fne-second-criterion-was-required in order to prove
that the genres that were chosen according to the first criterion. were also important for
other two groups of subjects (engineering students and ESP teachers). The second
criterion was considered by comparing the mean,scores of the first three types of genre
among the.three graups of subjects using the Ftest or One-way ANOVA. The results of
the comparison of the importance-of each type of ‘genre amongthe-three groups of
subjects are presented in Table 4.12.
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Table 4.12: Comparison of the importance of genresamong engineering students, ESP teachers, and
engineers = O
Content Students Teachers ance | "h%"‘ elch’s ANOVA
(354) (31) N
Mean| SD | Mean | SD N
1. complaints | 3.70 | .90 322 |1.01 12.67*
2. requests 3.76  |.89 356 |.84 -
3. inquiries 405 |.94 3.93 |.95 -
4. memos 3.75 | .93 3.70 .99 -
5. reports 4.07 |.90 429 |1.08 -
6. minutes 409 |.93 2.70 |1.06 37.24*
7. agenda 3.79 |.95 2.37 | .96 -
8. Informative | 3.84 | .92 3.44 | 1.05 -
notes
P value < .05 very important genre = "'i;:r_-_e:
quite an important genre = ‘?J e =1 1.5-2.49)
not importantatall =1 (1. l/!,l 49)

0.7
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Based on the aforementioned criteria and findings regarding comparison of the
importance genres among engineers, ESP teachers, and engineering students, three
written text types, namely, requests, inquiries, and reports, were chosen as the content
of the target course. This can be explained as follows:

1. Engineers perceived reports (3.83),nguiries (3.98), and requests (3.63) as
the first three most important types of genres in the.engineering context, while ESP
teachers thought that reports (4.29), inquiries (3.93), and memos (3.63) were the first
three written requiremenis-of engingers. For engineering students, writing minutes was
given the most weight«(4.09)¢ The second and third ranks were reports (4.07) and
inquiries (4.05).

Following the Tirst criierion, focusing on the mean scores of engineers, reports,
inquiries, and requesis were chosen as the ég;nent of the course because they were the
first three most importaat genres for enginee!rs.  The researcher of this study believed in
the engineers’ opinign begause engineers had direct experience on engineering work
more than ESP teachersiand engineering students: However, in order to prove that all
those three contents were also important amor'{g-the other groups of subjects, this was
explained through the second criterion. #. ’

2. The results of the comparison of thp?rﬁ_eaq scores of request e-mails, inquiry
e-mails, and reports among the three groups of éabjects in. Table 4.12, measured by
One-way ANO VA revealea-thai-the-tmporiance-oi-requesis-(1.34) and inquiries (0.42)
did not differ significantly (p< .05) in the opinion of engingers, ESP teachers, and
engineering students. Thus, this confirmed that inquiries and_requests were important
genres among the three.groups of subjects.. Jn contrast, each group of subjects’
perceptions,on writing reports ' was different:“ESP teachers thought that writing report
was the most important genre for-engineering work, ‘while engineering students and
engineers thought writing reports were the second important genre forgengineering
work. However, reports were-stilla part'of this course since it was a part o, the top three
required content of engineers, as mentioned previously in the first Criterion.

In conclusion, writing reports, requests, and inquiries were chosen as the content
of this course based on the two reasons mentioned above. Moreover, the contents were

taught in the form of e-mail writing since it was also found that 71.1% and 52.0% of
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written engineering texts were written in the form of formal and informal e-mails,

respectively. Formal and informal letters on paper were 12.6% and 13.4%, respectively.

4. Who will the learners communicate with?

Engineers normally communicate with suppliers, headquarters, colleagues,
networks or counterparts, customers, and supervisors in various situations, which are
enumerated as follows:

1. within each department

2. with other local companies

3. between departments

4. with their headquaiers

5. with other overseas companies |

In brief, the first stage, identifying the overall contexts in which the language
was used, provided information concerning;gr;e present situations of students involving
the demographic information of Students: A!s for target situations, the findings showed
genres used as content of the course, the reaéons why students needed to write, contexts,
and the writing situations engineers faced. Finally, the findings regarding learning
needs revealed useful infofmation’in order o design appropriate activities, teaching
materials, and assessments of the-course. 4 J

Stage 2: Developing course.goals basnea_(_)n"_t_he context of use

Accordingito the information of the requifed—types of genges and contexts in
writing received fiom-the-needs-analysis-stager-course-goais-wert.developed.

Course goal:

By the end of'the course, students will be able to write requests and enquiry e-
mails, including investigation reports, with appropriate use of language.

Then, the course‘objectives and'course-description were ¢reated based on the
goals of the ‘course.

Course objectives

By the efid .ot the course, the students should be able to:

1. write request e-mails appropriately in the engineeringsocial contexts

2. write enquiry e-mails appropriately in the engineering social contexts

3. write investigation reports appropriately in the engineering social contexts

4

edit their own written texts
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Course description

Forms, organization, and composition of various types of written engineering
texts are focused. The topics include request e-mails, enquiry e-mails, and investigation
reports. VVocabulary relating to the topics and appropriate use of language depending on
levels of formality is pointed out.

Stages 3 and 4: Note the sequence of language events within the context and
list the genre used in this sequence

As previously mentioned, the contents of the course involved three genres,
namely, requests, enguirye-mails, and investigation..reports, so more required
information about language evenis or situations, and writing context concerning these
three genres were collected from engineers through interviews. The details are

summarized into two parts based on different writing contexts: asking for assistance and

asking for information as follows: -

1. Requests and enquiry e=mails:

Writing contexts Writing situations/activities: Ask for or ask about

1. Suppliers Asking for assistanéé (festing, supporting, fixing, training),
Asking for informdﬁgn (such as down time, test results,
package; pallet, appoiiitrﬁé"nt, quotation of cost, catalog, life
time__of _geods, specif{pa:tjan and additional information of
devices, drawings, manuals, ‘knew-how, operational
description sheets, spare parts, s0lVing problems occurring

with machines)

2. Headquarters Asking for assistance (updating status of testing programs,
approving documentsgisupporting),

Asking for.infarmation (cause.of problems, trouble shooting,
work plan, training schedules, technical information, standard

working processes, spare parts;sreports of parts or analysis)

3. Calleagues Asking for assistance @ (providing - facilities; providing
(different information, determining the quality of products engineers
departments) ordered, free time to come and check the quality of products

engineers produce, check safety after adjusting the layout of

machine, survey and conclude the performance results,
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produce products based on the customers, ship products,
inform customers)
Asking for information (data, working area, any forms,

drawings, working plans)

4. Colleagues (same | Asking for. assistance (working, preparing hardware and
department) manpower for the projects
Asking for information (updated work information or status

of project, working plans

5. Asking.for-assistance (sample testing)
Network/counterpartf#/Asking for = information (trouble shooting, additional

inforxmation, manual)

6. Supervisor Asking ffor, assistance (Checking information from other

departments or co;mpanies, approving information, support

frogn other departnielnts; doing OT)

2. Investigationreports® “

Writing contexts: supervisers, colleagUé;rand customers

Writing situations: problems regarding @)éﬂttion process, materials,

manpower, machines and products

Stage 5: Outline the sobiolinguistic knoWI;dge students need to participate
in this context '

Since the ceurse aimed at teaching how to write e-mails and reports, the
sociolinguistic knewledge students required concerned appropriate knowledge in
writing those genres.

Requests and enquiry e-mail

Appropriate sociolinguistic Knowledge in ‘writing requests ‘and enquiry e-mails
could be seen in different parts of an€-mail.

1. Appropriate Tanguage in opening salutation, closing salutation, and
clesing correspondence based on various contexts and situations of communication.

2. Appropriate language to show the degree of politeness or formality, such

b 11

as using “please,” “could you please...?,” and “would you like...?” Using the word
“san” at the end of the surname if the readers are Japanese was also a polite way of

communication. Moreover, referring to previous contacts or events also a way to show
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politeness. This could be done by using the phrases “referring to...” or according

to...” at the beginning of the sentences in which the writer wanted to acknowledge
previous contacts or events.

Investigation reports

As for report writing, the language must be polite and formal since they had to
write to supervisors and customers. They did not use spoken language, contraction,
exclamation, or personal references.

Stage 6: Gather and analyze samples of texts

Collecting and.analyzing-samples of texts supply salient information about
relevant content, formaiyand language for teaching, and provide a basis for the choice
of appropriate text models, language input, and text models (Hyland, 2007). In order to
gather samples of texts, the following criteria for gathering samples of text were set by
the researcher. A |

Requests and inquiny e-mails

1. The samples covered five groups“o_f industrial areas involving fuel, cement,
automotive parts, construction, and electronics based on the criteria of FT1 (Federations
of Thai Industries). They were written by both Thai and foreign engineers.

2. The samples covered'the contexts and éi'_ﬁuations of the two types of e-mails
reported in stages 3 and 4. =

Investigation reports

1. The samipies-coverea-five-groups-oi-tndusirai-areas involving fuel, cement,
automotive parts, cgnstruction, and electronic based on the criteria of FTI (Federations
of Thai Industries).

2. The samplesprovided various situations of problems according to the
interviews.. The problems were relevantto methods, materials, manpower, machines and
products.

Analyzing samples was done based on Swales’.(1990) and Bhatia’s1993) genre
analysis concepls.. “Mave Structures and key linguistic features were analyzed. The
analysis results of move structures and Key linguistic features'were the result of‘a set of
conventionalized discursive practices that engineers were routinely engaged in as a part
of their work. In addition, listing the expressions and vocabulary items that occurs in
most samples and trying to tie them to their functions in the text is crucial (Hyland,
2007).
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Thirty samples of each type of genre were analyzed. The number of samples

of each type of genre was obtained from the five groups of engineers that were
interviewed and not interviewed, but the researcher of this study knows them.
Obligatory moves were classified by 60% of occurrence of such moves
(Kanoksilpatham, 2007).

It is worth noting that some samples were adjusted before the analysis because
some sentences had grammatical mistakes, ‘such as subject and verb agreement,
redundancies, and inappropriate structures. It was necessary to adjust these e-mails
because some of them were used-as samples in the lessens of this course. Thus, their
grammar and structure had to e correct. \However, organization, content, the linguistic
features, and vocabulany were not adjusted since they determined the functions and
purposes of different texts as the writing cenventions of engineers. To be sure that the
adjusted written samples did not héve diffé[ént meaning or move structures from the
original ones, the adjusted texts were re'clheeked It the information had the same
meaning provided by the engineers ‘that é]a_ve the samples. Rechecking could be
undertaken by asking the engineers-who ga\)"e'f*t'hé-7samples to check the revised written
texts. Moreover, the results of the move ané‘;wf/sis or genre analysis were validated by

three experts (a linguist, an engineer, and a busiﬁés's:.English teacher).

Genre analysis results o e
The analysis results df each type of genkeéﬁé pr.esented below. As for the
request e-mails, it Was-found-that-there-were-spemovesy-namely; nove 1 (opening
salutation), move 2 (gstablishing correspondence chain), move_ 3 (introducing purposes),
move 4 (attaching document), move 5 (closing correspondence chain), and move 6
(closing salutation). All the moves were obligatory, except for moves 2, 4, and 6, which
were optional because these moves occurred less than 60% of all'the number of
samples. Move 2 consisted-of three'stéps, while'maves 3-and 5'involved two steps. The

analysis results are presented in Tableg'4.13 below.
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Table 4.13: List of moves and steps analysis of e-mail requests

Move 1 Opening salutation (obligatory)

Move 3 Introdu n ;

Step'l
or/and S

Move 4 Attaching doc

Move 5 Closing corr Jence chain \ Y
Any one of the following steps is acceptable; any combination of the
following steps is possible. = -
Step 1 soliciting respor
or/and Step nositival

Move 6 Closlng saluta .‘;_:l_‘:E_b_tl_._‘;si,fufﬂﬁ..{-:

Note: Moves 3 and4

=
ﬂUEI’JVlEWIﬁWEI’]ﬂ‘i
’QW’W&NﬂiﬂJ UNIINYIA
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With respect to the inquiry e-mails, it was revealed that there were six moves
that were similar to request e-mails: move 1 (opening salutation), move 2 (establishing
correspondence chain), move 3 (introducing purposes), move 4 (attaching document),
move 5 (closing correspondence chain), and move 6 (closing salutation). All the moves
were obligatory, except for moves 2, 4, and 6, which were optional. Moves 2, 3, and
move 5 were composed of ihree steps, while moves 1,4, and 6 did not have any steps.
The analysis results are presented in Table.14.

Table 4.14: List of movesand steps analysis of e-mail-enquiries

Move 1 Opening salutation.(obligatory)

Move 2 Establishing correspondence chain (optional)
Any one of the fellowing steps is acceptable; any combination of the
following steps'is possible.
Step 1 referring.to.thes event/ previous contact
Steph2 greetmg

Move 3 Introducing purposes (obllgatory)i,
Stepd askingquestionsS=e=,

or/and Step 2 providing mformatlom f
or/and Step 3 requesting =
Move 4 Attaching document (optional) S

Move 5 Closing correspondence chain (obligatory)
Any one of the following steps is acceptable;, any eombination of the
following steps is possible.
Step 1 apologizing
Step 2 soliciting response
Step'8 ending positively

Move 6 Closing'salutation (optional)

Note: Moves 3 and 4 are flexible; they can occur anywhere

Finally, the results of the move analysis showed that investigation reports
encompassed four moves, namely, move 1 (statement of problem), move 2
(investigation process), move 3 (countermeasure), and move 4 (attachment). All of the

moves were obligatory, and they consisted of two steps, except for move 4, which did
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not show any step. The results of the analysis of the investigation reports are

summarized in Table 4.15 below.

Table 4.15: List of move and step analysis of investigation reports

Move 1: Statement of the problem (obligatory)
Any one of the following steps is.acceptable; any combination of the
following steps is possible.
Step 1 identifying thie problem

or/and Siep2 providing information

Move 2: Investigation process (obligatory)
Step'1 identifying the cause of the problem
or/ and Step investigation irjdalction
Move 3: Countermeasure (obligatory) :
Any one of the following steps is acceptable; any combination of the
following steps is possible. el .
Step 1: permanent countékhie&éure
or/ and Step 2: immediate countt;ﬁ}eagure

|

Move 4: Attachment(Optionat)

Note: Move 4 and Move 3 step 2 are flexible; it can occur anywhere

Moreover, the linguistic/features.and vocabulary of the reguiréd.genres were
also analyzed. "For the analysis results of linguistic features and vocabulary of the three
required genres, see Appendix J.

Stage 7+ Develop units of work related to required genres and tevelop
learning objectives to be achieved

Developing units of work was carried out based on the information collected
from the teaching stages (1 to 6) mentioned previously. Three units involving requests,

enquiry e-mails, and investigation reports were developed. The sequence of units was
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arranged according to the difficulty levels of types of writing genres of engineering

students and the complication of the genre analysis results. The data about the difficulty
levels of writing types of genre were collected during the needs analysis phase.

According to the needs analysis results, it was revealed that engineering students
agreed that even though they had some difficulties in writing requests and enquiry e-
mails, they had more difficulties in writing reperts: In addition, based on the results of
the move analysis, it was found that the move patterns of requests and enquiry e-mails
were similar, but it seemed that the move structure of the enquiry e-mail was a bit more
complicated than that ofsthe request e-mails. This could be seen by the results of the
move analysis of enquiry e-mails-—that step 3 of move 3 was about requesting (see
Table 4.14). That was,the writers who were able to write enquiry e-mails should also
know how to write'€xpressions showing request function. Thus, it should be possible to
assume that if studenis can write @ request ;e;}nail, they should also be able to write an
enquiry e-mail. Thus, request e-mail was télught as the first unit for five sessions and
enquiry e-mail was ithe second unitsfor th?e_e sessions.  Three sessions for teaching
enquiry e-mails were also suitable because étddeﬁts were familiar with writing request
e-mails that exhibited similar mowve analysis:a'r“esults. The last unit was investigation
reports (four sessions) since their:-move analyéié fv\jas completely different from those
two types of e-mails. The details.of the co_uE(% Qytline are presented in Table 4.16
below. 2 e

Based on the-needs-anatysis-resutis-menitonea-previouslyin section 4.1 in this
chapter, a 17-week course was created and is presented in Table 4.16 below. However,
the real actual teaching writing contents developed based on the GBA was 12 weeks.
This was because the first two weeks were used for introduction to the course and pre-
test wheneas the other three weeks were reserved for the mid-term exam, post-test, and

report writing test.
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Table 4.16: Course outline

Session Topics
1. Introduction to the course
2. Pretest, introduction to
N il writing
3. SN ‘Request 1
Reqt
Re ~ -
& u'
4 U
= id_
2 Ty
F "‘, ir
2 JF:H testi
e |
IE——c:r rt
3. =
14 ik

o Ay ’Tmﬁ;::::: "

assessment lan of the lessons. The detalls of the unit ObjeCtIVES are preseni}below

A ATTAUURIINGA Y

1. write request e-mails appropriately in the engineering social context

2. edit their writing texts
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Unit 2: Enquiry e-mail

By the end of the unit, students should be able to

1. write enquiry e-mail appropriately in the engineering social context

2. edit their writing texts

Unit 3: Investigation reports

By the end of the unit, students should be.able io

1. write investigation reports appropriately in the engineering social context

2. edit their writingtexts

The teaching stages oi each unit were developed based on the teaching and
learning cycle suggestedidy Feez( 2002) involving five stages as follows:

1. Buildingthe gontext .

This stage aimed atrevealing the pu;rplose of a genre and the setting in which it
was commonly used. The emphasis was plgced on the function of language and how
meaning works in context: Sociolinguistic“ucpntext should also be pointed out at this
stage. =

2. Modeling and deconstructing théﬁt‘*ext

This teaching stage focused on explicit'-téafeh'ing concept. Therefore, discussing
and exploring the whole text (organlzatlon clauses expressmn key grammatical and
distinguish linguistic features) so<:|0I|ngU|st|c knowledge and writing strategies were
emphasized. Alsoihe-resulis-of-genre-anatysis-were-presentea-al this stage.

3. Joint canstruction of the text

At this stage, teacher and students worked together ta construct the required
types of genre. Working together in group was.also required.

4{ .. Independent construction 'of the-text

The purpose of this'stage wasfor learners to apply what they have learned to the
writing of a text independently, whilerthe teacher supervised and offered advice.

5. Linking related texts

This stage aimed at providing learners with opportunitiesto investigate*iow the
genre they have been studying was related to other texts that occurred in the same or
similar context, to other genres they have studied, and to issues of interpersonal and

institutional power and ideology.
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In sum, the units were developed based on the details of information

collected from the course development stages (stage 1-7), course outline, unit
objectives, teaching stages (the teaching and learning cycle), and the principles of
teaching writing through the GBA. Implementation of a sample unit, a request e-mail,
is presented below. In this chapter, the explanation of lesson plan starts from session 3
since the first two sessions were devoted to Intradugtion to the course and the pre-test.
Course implementation
The present course was implemented with 25 engineering students in the first
semester of the academicwyear 2009 at KMUTNB. It was.a 17-week course, but the real
actual teaching lasted 12*wegks. ~This was because three weeks were used for report
writing test, and the mid-tegm and final exams, whereas the other two weeks were
reserved for intreduction to,the course .and the pre-test. ~ The details of course
implementation are explained from the first ;sglssion of the course.
Session 1 \
e The siudents were introduced“ﬂinto the course.
e The course deseription and syllabus were distributed and explained.
e The course materialswere alsdi;istributed to the students.

A4
L

Session 2 £

e The students were asked to comp[e_tgithe pre-tested.

e The teacher introduced the topic- ofr the sessionfand asked students to
create a wedding invitation card in groups, and gaVe the presentation of
their=cards. The questions regarding how they know what kind of
information should be included in the card“were asked in order to
introduce sthem to the word ¢#‘genre,” *“genre based approach,” and
“engineering community.”

e, The students were Introduced to e-mail writing in general. The
information about sociolinguistic knowledge was also explained.

e /At the fend of the session; 'the students did| an eXxercise  about
sociolinguistic knowledge in writing e-mails in order to check whether

they understood the first part of the lesson.
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Note: GW is group work, CW is class work, PW is pair work, and IW is individual work.
Session 3: Request e-mail 1 (stagel and 2)
Stage 1: Building context

Topic Performance _ JActivities Materials Assessment
objectives |
Warm-up Students will be able \&‘ ¥
1. think about their. | 1. Class” 1. Showing their
backgiouid- i opinion
knowle
of reque
writing_" : _ \
Introducing | 1. identify the® [ earrar i ,‘ 1 : 1. Identifying the
to request e- characteristigiang | artsof | e-mail characteristics
mail writing format of request e= e-mails = A T and format of
rigii ¢ B - a request e-
__________ Y N s o mail
e meani 2. Guessing the
meaning of
vocabulary
_______________ S g 3 |2 -
3. comprehend th@_.--- IS J 3. Answering
message of request—— = comprehensio
e-mail Ji.-:’ A \ n questions
- LT

o Thefirsi-teaching-stage-of-wiiting-a-request-e-mail building the context,

. .‘l P .
was _started. read e-mail No. 1, rearrange

| - .
par 1! the e-mail, and answer the comprehen, questions.

e The Iarpua;e forms showing &srequest function of the sample were

ARTFINYNTNYING
RN TUNRINYINY
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Topic Performance Activities Materials Assessment
objectives
Modeling | Student will be able
part 1 0

1. identify the 1. Textual knowledge . Request e- 1. Identifying
components of el mail the
request e-mail Identlflf:atlon = Nos.1A, 1B, | components of
writing (textual and 2B request e-mail
knowledge:.e=mail wEXxercise 1:
component) vocabulary

2. analyze moves 2. Functiopal . Maove and 2. Analysing

Kidowlede step Ii_st moves
. Exercise 2:
Identification: move request
iSoat , expression
AN oVE . Exereise 3:
steps, lexico-« Vocabulary
grammar, forms) % Igi\gfcvivse 4

3. identify 3. Class discussion of Grammar 3. Identifying
appropriate . review (past | appropriate
language choices souolmgms}r}:_ and present language
in terms of polite, knowledge € ’ participle) choices
formal, and ===
informal writing -

4. identify 4 Naocabulary review. - - 4. ldentifying
vocabulary in W) the meaning of
various situations vocabulary
of reqest

5. identify language 5. lIdentifying
used in the e-mail language used

in e-mail

e [The next activity was.a part ofithe second.teaching stage, Modeling and

Deconstructing. Thus, more questions were asked to encourage the

students‘to: thinkabout sociolinguistic'knowledge in/e=mailiNg.1! Also,

the students aid“an exercise related to sociolinguistic "knowledge in

writing request e-mails.

e The students matched the name of each move of a request e-mail with

the e-mail components. Then, the details of the body of e-mail request
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written by engineers (request e-mail move analysis results) were

provided and explained.

The words “move” and “step” were also introduced and explained. In
addition, different moves of e-mail No.1 were pointed out again.

The students did a vocabulary exercise related to introduction to e-mail
No. 2 and answered questions related to e-mail No. 2.

At the end of the session, the siudents analyzed request e-mail No. 2
using genre.analysis results together with. the teacher after the teacher
had shewn them-how to do the analysis and asked them to practice
analyzing'e-mail No. 2.

A

Session 4:'Request e-mail 2 (stage:2 continued)

Stage 2 partdl: Medeling and.decomstructing

Topic Perfogmance /' < Activitzps " Materials Assessment
objectives /i
Familiarization | Students will be v
able to '
1. analyze moves | 1: Move . = | 1.Request e-mail | 1. Analyzing
of request e- ~analysis (wai' . Nos. 3,4,and 5 moves
mails /44-2¢Move <= 112, Worksheet Nos.
2. recognize and familiarization|{ 1, 2,and 3 2. Recognizing
familiarize - | exercise ™ = | 3. Exercisel: moves of
themselves with™ |"3-Grammar * ~ [ introduction request e-
maves of request | review vocabulary. mail writing
e-mails | exercise ™ | exercise for e
- i 4. Vocabulary mail No. 3.
review 4. Exercises+ 2, 3,
exercise ) and 4: move
familiarization
5. Exercise 5:
vocabulary
Review
6. Exercise 6:
grammar review

The activities in-this session belonged to the ‘'second teaching stage,
Modeling and Deconstructing. The teacher asked the student to review
the request e-mail move analysis results.

Then, the students were asked to do a vocabulary exercise related to the
samples of request e-mail that they had to analyze in this session.
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Students were asked to analyze moves of more request e-mail

samples in groups by using the worksheet as a guideline.
Language forms and grammar points in each move in those e-mails

samples were pointed out and explained. Students did more exercises to

ensure familiarity with six moves of request e-mails.

Session 5: Request e-mail 3 (stage 2 continued)

Stage 2 part 11: Modeling and deconstructing

Topic Performance Activities Materials Assessment
objectives
Familiarization | 3. identify using™ ;#5. Socialinguistic | 7. Sociolinguistic | 3. Identifying
language'€hoices knowledge conclusion form language
in'each mowe in gonclusion 8..Grammar choice in
terms.of polite, e knowledge each move
fosmal and 6 Writing conclusion form in terms of
informal strategy- * 9. Exercise 8: polite,
situations hrainstogming Drainstorming formal, and
= 4 writing strategy informal
7. Grammar situations
4. create their identification- 4. Creating
writing . brainstorming - logical and
strategigs in Nl i reasonable
different request i writing
situations. strategies
5. identify 5. ldentifying
language — grammar
knowledge used used in each
in each-move move

Therstudents concluded the characteristics of ‘moves and the details of
the-written samples.

After that;zthe students gatheréd/language (in terms of sociolinguistics
knowledge) in /Move 1, 'Move 3 step.-1, and /Move ‘5, and fill that
information in the form given (group work). The information was also
divided into formal and informal forms:

LLater on, the students concluded grammatical knowledge and linguistic
features used in each move, especially in moves 2, 3, and 4 from the
exercises and e-mail explored previously, and they then put the gathered
information on the form given.

More information about grammar knowledge in each move was also

added when it was found that the students missed some important parts.
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At the end of the session, the students created possible writing

tactics or reasons they could use in order to make their request provided

stronger reasons according to various situations and conditions.

Session 6: Request e-mail (stage 3)

Stage3: Joint Construction

Topic Performance Activities Maierials Assessment
objectives
Joint Students will
construction be able®
1. write WWiiea 1. Request e- 1. Checking
requesi:e- request e-mail mail No.6 whether students
mail in class.and ini +{ 2. Editing and can write a
groups. = | ' revising request e
2.edita 2. Edit a request” checklist 2.Checking
request e- \ | 8. Asituation whether students
mail / for writing can edita
~| 4. Controlled request e
I dwriting
¢, exercises
{ "« Nos. land 2
id

All the activities-in this session wér_e}i.n the third stage, Joint construction.
Revision of the move analysis results of a request, e-mail, its linguistic
fealure, sociolinguistic knowledge, and grammatical knowledge was
undertaken again and concluded at the beginning 0f this session.

Practicing editing request e-mail samples was the first activity in this
session.

Then, the students wrote a request e-mail together in class. In doing so,
the students needed to brainstorm and outline the details of their request e-
mail together in.group first.

Each group presented their outline to the elass, and feedbackyregarding the
outline was given by the teacher.

Their outline was adjusted if it was necessary.

After that, the guided outline of writing the same e-mail (Teacher’s
version) was showed, and then the students wrote the e-mail together in
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In this stage, the think aloud

class based on the guided outline.
technique was used to show what the teacher thought before writing.
Therefore, the students could follow the teacher’s modeling on how to
think and write. Also, they could duplicate the same method used by the
teacher to write their own work. Moreover, while the teacher showed what
she thought, the teacher also needed.to negotiate with the students what
kind of information, structures, or gramimnatical points they should use in
writing sentences. J
How to useithe editing.and revising checklistwas explained.

Later, thegstudentS wrote a request e-mail based on the outline of their
groups. Theediiingand reviéjng checklist was also used to edit and revise
their work. ' 7; "

At the end ofthis sessian, ea;:h group exchanged their work for editing.

Their work was editea based on the suggestions from the other groups.

o

Also, the teachergavethe student feedback on their revised version.

< )
F I

L

Stage 4: Independent Writing ol
Topic Performance Activities Materials +| | Assessment
“objectives il
Independent | Students will be
writing able to .
1. write request 1. Listento a 1. Tape 1. Understanding
e-mail conversation script No.1 the conversation
individually 2. \Write a'request (| ‘2! Situations:
2.edit request e- e-mail @ 2and 3 2. Writing a
mails 3. Write'a request | 3. Editing request e-mail in
e-mail ) checklist pair and
4., Edit a request individually
e-mail ¢ 3."Editing a request
e-mail
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Stage 5: Linking related texts

Topic

Performance Activities Materials Assessment
objectives

Comparing

Students will
be able to
1. compare 1. Compare a 1_Situation 1. Checking whether
moves of request e-mail 2_information students can
request e-mail with an (weorksheet No.3, compare moves
with other invitation invatation wedding | between writing
written works wedding card card from the request e-mail and
-’ second:session). an invitation
wedding card

A list of teehnical vocabulary and a list of linguistic features concerning
language funetions used in working situations of engineer were distributed
and explained. rd

Then, the jStudgnts:listened. ta) a conversation: between an engineer in
Thailand“and his supplier who vyibrkeJd in China about a request situation.
The information frorﬁ thke conversé;tioh was a part of the writing situation
between the engineer and his suppil‘érffpr_ the pairs work writing assignment.
The students wrote a request e-mail astr:ew pair work in class.

Moreover, they also wrote one more. aSSignment (individual work) as their
homewark. They needed to submit two writing:assignments through the
Internet; The feedback was given back during the next teaching session.

At the end of the session, the students compared the characteristic of moves
between request e-mails and the invitation card that they created at the

beginning of thescourse as the last stage of teaching, linking related text.

Session 8

The students first did the formative test concerning writing a request e-mail
which lasted.40 minutes.
Then, the first teaching stage of writing an enquiry e-mail, building ' context,

was started.

According to the sample of the session a request e-mail, the details of

performance objectives, activities, materials, and assessment in each teaching session

were shown (Refer to the details of the course structure and lesson plans in Appendices
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D and E, respectively). The activities that were conducted in the eighth to 16"

sessions were similar to the ones carried out in the third to seventh sessions. However,
a number of activities concerning genre analysis in the enquiry e-mail lessons were
reduced since the move analysis results in this lesson were similar to the result in the
request e-mail. Thus, the students did net need to do genre analysis activities again. As
for the fifth teaching stage of the enquiry esmail lesson (linking related text), the
students compared the characteristics of move in Wwriting e-mail between request and
enquiry e-mails. In the writing report lesson, the students compared characteristic of
moves among writing.keports, request e-mails, and enquiry e-mails at the stage of
linking related text. Finally, the second and third formative tests were undertaken at the
end of the enquiry e-mailfand report writing lesson, respectively.

Another cructal part of this current writing course was giving feedback to the
students. This was_because it might imp;rp;/e their writing gquality. The details of
giving feedback are explained below. !

Giving feedback :

As for giving feedback oh the students” written assignments, the students were
informed and explained about the seoring scheme before writing the first assignment.
Therefore, the students knew' and* understood the'five areas of criteria assessment,
namely, background knowledge, textual anndjifync_tional knowledge, sociolinguistic
knowledge, word-choice, and grammatical knoWIéage. The. teacher gave feedback on
the students’ writi€h-werk-—Fne-siudenis-coula-see-their-writing.achievement in general
from the scores whigh separately showed what they had gain_in five areas of writing
ability as mentioned previously. Also, the comments on .the parts of background
knowledge and textual and functional knowledge were written down on each written
work of the students'in order 1o/point out which part they needed to improve. Problems
in grammar areas and word choices were showed by-underlining and correcting the
parts that needed to be adjusted. In addition, when it was found that the majority of the
students made’ e same mistakeS«in some gramimar areas, the linstructor explained those
mistakes again‘in class.

In brief, the findings of Research Question 2 showed details on the development
processes of the GBA writing course involving seven stages. Also, details on the course
description, goal, objectives, lesson plans, course implement, and giving feedback are

explained here.
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4.3 Students’ writing ability after attending each lesson

Research question 3: What is the effectiveness of the English writing course for
engineers developed based on the GBA?

In order to answer this question, it was necessary to determine how much the
students learned from the course (learners’ flearning) as the cognitive criterion.
Therefore, a comparison between the pre-test.and posi-test score of 25 students who
were enrolled in this English'writing course was required. The pre-test was carried out
in the second teaching sessien; While the post-test was conducted about 15 weeks after
the pre-test was done. There were two raters who rated the students’ writing ability.
The inter-rater reliability. of the'test (items 1 to 3) was .96, .98, and .94 respectively.

As the study employed & one group pre-test and post-test design, the
comparison between the pre-iest and pos’t:fest score was undertaken by using the
dependent t-test. Although the number of tf-]e students was less than 30 in this study, t-
test can also be used (Weaver, 2004).. This 6yas because the pre-test score was checked
with Kolmogorov-Smirgv test, and it was found that the pre-test score resulted in a
normal distribution. The results of the comba_l_rjs_on between the mean score of pre-test

and post-test are presented'in Table 4.17 below.

Table 4.17: Comparison between the pre-teéf and post-test writing scores using
t-test-and their Effect-size

N Mean S.D t g
Pre-test 25 26.28 8.00
Post-test 25 43.34 4.49 9.82* 2.63

*p < 0.05,.0ne tail test

Table 4.17 shews that the mean score of the post-test score’was higher than that
of the pre-test score. It was alse’ found from the_ t-test results that,the writing
achievement scores ‘in the pre-test of the engineering studeats who were taught-with the
GBA were significantly higher than those ‘obtained in the pre-test(p < 0.05). As‘for the
effect-size, it was found that the effect-size was 2.63 which was considered a large
effect (Thalheimer and Cook, 2002).

Then, the first hypothesis of this study stating the writing achievement scores in
the post-test of the engineering students who are taught with the GBA course will be
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higher than those obtained in the pre-test was tested. According to the comparison

between the pre-test and post-test scores results, the hypothesis of this study was
accepted because it was found that the mean score of the post-test was higher than that

of the pre-test. Moreover, t-score showed that there was significant improvement in the

As for writing achievem: ;-' ' e stud s tending the course, the cut-off

w score of the students was

of this course.

point was set at 60%. _
72%. This meant that @ ~ L

Therefore, it h writing course for engineers
developed based on thesC the post-test scores were higher

2. Also, it was found that there was

abil - ge effect size.

than the pre-test

significant improve
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4.4 Attitude of students toward the course

Research question 4: What are the attitudes of the students toward an English writing
course based on the genre-based approach?

In order to respond to Research Question 4, the findings from both the
qualitative data (student logs and semi-structured interviews) and the quantitative data
(questionnaires) were reported in order to show the sitidents’ attitude toward the course.

The analysis of the gquestionnaires revealed that.the mean of the overall picture
of the questionnaire was 4.12. _This mean'Jt that most of the students were satisfied with
this course because they _agreed with maost questions in the questionnaire. In the
following section,~the findings .are reported in accordance with the six crucial
components of course design which vIVere adapted from the students’ attitude
questionnaire of Chairiakum; 2003 and Siﬁiﬁérarat, 2007: objectives and content of the
course, teaching method and activities, teacﬁér, _!writing achievement, evaluation criteria,

and additional information.
1. Objectives and contents of the course ; w

In order to design the course; the first‘:‘cjo“rzlponent was determining the objectives
of the course and then the contents were creatgd tg-ﬂsupport those objectives. The first
finding was a quantitative findingfrom the guestionnaire concerning the objectives and

the content of the course. The findings are rep‘o?téd«'in Table 4.18.
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Table 4.18: The attitude toward objectives and content of the course

Test value=3.5

Questionnaire items Mean | S.D. | CV (%) t df
1. Course objectives are suitable. 4.60 0.57 | 123 9.52* 24
2. The contents of the course in general | 4.32 0.62 |14.3 6.53* 24
are interesting.
3. The difficulty level of the contents of | 4.16 0.4 | 17.7 4.42* 24
the course suits my English background
knowledge.
4. The contents of the course in general | 4.24 e —r 4.75* 24

are suitable for the teaehing sessicn (3
units for twelve sessions).

5. The contents of«the cousse meet my | 436 [ 0.81 | 18.5 530* | 24
requirements. “

6. The contents of the cousse mateh the | 4.48 | 0.77 | 17.1 6.36* | 24
objectives of the course, ¥

7. The contents of the goursescaniimprove | 4.56 068 W42 8.14* 24

my writing ability.dn order to work as an
engineer in the future.

Total X 4-39'_
p<.05
45-5.0 = strongly agree, . 3.5-44 = ég'f’ee, 2.2-349 = neutral
1.5-2.49 = disagree, 107149 .. - =

str"ohgly;.-d isagree

Table 4.18, shows the data regarding ihe'. “o"B-jjectives and gontents of the course
from the questionnaire. _In the questionnaire, 1tems 1-7 were-constructed in order to
explore the attitude of the students—whether they were satisfied with the course
objectives and contents. Table 4.18 shows the students’ satisfaction regarding the
objectives and the contents of the course. This could be seen from the mean scores
which were ratedjabove 3:5. dnterestingly; itwasalso found-fromrthe:ene sample t-test
results that there was.a significantly.difference between.the mean scares of each item
and the test value which was set at 3.5. It could be seen that the students were satisfied
with'the course gbjectives (item<1; mean = 4.60): "They alsorevealed;satisfaction with
the contents of-the course'in’‘general-and with the difficulty level-of the course«(item 2,
mean = 4.32 and item 3, mean = 4.16). In addition, the students thought that the
contents were suitable for the 12 sessions of teaching (item 4, mean = 4.24), it met their
requirements (item 5, mean = 4.36), matched the objectives of the course (item 6, mean
= 4.48), and improved their writing ability to work as an engineers in the future (item 7,
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mean = 4.56). The mean scores of items 1-7 was 4.39. This meant that most of the

students had positive attitudes towards the objectives and content of the course. The
percentage of the CV indicating the dispersion of the students’ attitude towards each
item shows that the mean scores was consistent. This means that the students’
responses did not vary much (ranging from 12.3% - 18.5%).

In conclusion, most of the students agreed that the objectives and content of the
course were suitable and interesting. The content of.the course was appropriate their
background knowledge in English and teaching for 12 sessions. The content of the
course met their requirements to-work as engineers in-ihe future. The content also
helped improve their wxiting ability.

This can be supported by the findings from the student logs. Most of the
students thought that the objectives and the contents of the course were suitable since
they covered the required writing contents of éngineering work and they were also clear
and easy to understand.

The following staiements demonstrate some of the positive responses of the
students. IS

The objectives are fine since they coverthe required content for engineers.
(Student #15) o f

The contents of the course are suitable because the contents are really required
in engineering work. .(Student #11)

The course.contents are ok because they were not too-difficult to understand.
The teaching method is also clear, so we can learn in order to meet the
objectives of.each lesson. (Student #6)

However, some of the students thought that it would be better if the course
provided more contents, vocabulary and written samples, as illustrated in the following
statements.,

The "objectives are’ suitable=but the “teacher 'should” provide® more contents.
However, we may need to study hard. Actually, what I am worring about is
whether we can write all types of genre well if-we study more than'three units.
(Studeni #1)

The contents are ok, but | prefer more technical vocabulary to use in work.

(Student #3)

According to the results from the interview, it was also found that the
interviewees agreed that the objectives and the contents of the course were suitable.

Moreover, most of the interviewee thought that the difficulty level of the course was



197
suitable because the course was not too difficult or too easy. Some of which are

shown below.

The objectives of the lesson are fine since there are not many of them. The
objectives are enough and suitable to be covered in 12 sessions.

(Interviewee #3)

The contents of the course should be enough; the teacher doesn’t need to add

anything else. As for adding more sampies,d'agree with this, but it is not

necessary to add mere exercises frgm these newsamples. | think that the

exercises are enough for-now. (Inferviewee #2)

The course is not toediffietlt or too easy. It is suitable. (Interviewee #1)

However, some ofihe siudents thogght that providing more content with various
situations and providing mere samples Woyld e better. This was because they would
like to learn a lot from samples and exercises.'n"

Overall, the'contents of the course afé suitable, but adding two lessons should

be better. | also think that we-can Wﬁ_te all of them well at the end of the course

even though we have (o learh 4wo mofe_-les_sons. However, if the course doesn’t
add more lessons, the course should provide more situations to help us see
different problems:in working. Maybe, a 19; of samples are not necessary, but

more situations are required. {Inierviewee #1)

In conclusion, based on the findings fréf—h' the questionnaires, student logs, and
semi-structured.interviews, it can be concluded that these three.instruments showed
similar findings:.They indicated that most of the students were satisfied with the
objectives and the contents of the course. They thought that the objectives were clear
and covered the required content for engineers and were enough for the 12 sessions of
the course.r Also, they thought that, the.difficulty Jlevel of.the.course was suitable.
However, some.of the students agreed that they would like to have more contents and
vocabularyadded into the course because they would like to study all the required
writingscontent-for engineering work and related vocabulary as mueh.as pessible.

The next part of the questionnaire regards teaching methodology and activities.
The results of the quantitative analysis are illustrated in Table 4.19 below.

2. Teaching methodology and activities
In developing a course, after creating the contents of the course and its

objectives, it was necessary to design the teaching methodology and activities. Three
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research instruments were implemented to investigate, insightfully, the students’

attitude toward the teaching methodology and activities after attending the course.

In the attitude questionnaire, items 8-26 were constructed in order to determine
the students’ attitudes toward the teaching methodology and activities. The findings are
illustrated in Table 4.19.

Table 4.19: The attitude for teaching methodelogy and activities

Test value = 3.5

Questionnaire items “Mean |"SIDI "GV (%) t df

8. There is a wide variety of agtivitiesand | 3.80 | 0.76 | 20.00 1.96 24
exercises.

9. The activities and exercises in_each unit 4&21 0.65 |15.44 5.27* 24
can improve my writing ability in each
type of genre. T

10. The activities and exgrcisesof gach AM6" (O W 1A 4.42* 24
unit in general are suitable: —

11. The activities and exergises of each 412 4/ 060 | 1454 5.16* 24
unit are suitable for my English y
background knowledge. i

12. The teaching method of having .+ 432 4 @.85 " | 19.63 4.81* 24
students to analyze samples of written i
texts and then asking them to practice Al
writing in class, in pairs, in groups, and ot f
individually, is suitable. ’ —

13. | like studying with friends in agroup. | 3.96 | 0.79 | 19.91 2.91* 24

14. | learn and improve my writing-ability | 3.96 | 0.88 | 22.26 2.58* 24
through studying'in a. group.

15. Studying through-analyzing samples of "-4.52——+077——4700=4 _#6.62* 24

genre before the independent writing
stage helps me to write well.

16. | learn how to write from pair work. 3.64 |0.75 | 20.63 0.92 24

17. | feel uncomfortable when studyingin | 2.40 | 1.55 | 64.5 = 3.53 24
a group.

18. | like the stage of independent writing. | 3.79 "1'1.38 | 10.02 1.03 23

19. | thinK that practicing writing in class: “{ 4.04™,| 0.79 " 19.52 3.42* 24
iS necessary.

20. | can writé because | understand and 412 10.88 |21.34 3.51* 24
remember the genre analysis results.

21. Awareness ofsthe relationship:between g 4.52 | 0:58 .+ 12.81 8«10* 24
reader and writer helps me use language
appropriately:

22, Practicing thinking and using writing 444 | 058 | 13.06 8.06* 24

strategies are useful because they help
the writer plan the organization and its
details appropriately.
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Table 4.19: The attitude for teaching methodology and activities (continue)

Test value = 3.5

Questionnaire items Mean | S.D. Ccv t df
(%)
23. This course provides enough 4.64 0.70 | 15.08 8.14* 24

opportunities to write.

24. This course is learner-centered 4.24 0°66#| 15.56 5.57* 24
because students learn by doing
activities and exercises themselves.

25. | like the way that the teacher 4.60 O 12.39 9.52* 24
provides broad instructien'because
students are free to create the'details of
what they want to communicate.

26. The stage of gene analysis 1s 2.44 489 | 442 44.2 24
difficult.
Total X 3.99_ 4
p<.05 - d
4.5-5.0 strongly agree, + 3.5-4.4 ~“'agrée, 2.2-349 = neutral

1.5-2.49 disagree, 1:0-1.49 strongly disagree

Table 4.19 shows that the students weres satisfied with the teaching methodology
and activities of this course. This can be seenifl_irc_)mj-ghe mean scores, which were higher
than 3.5 in items (items 8-26), except for itemﬁ?j fi/vhich was aimed at rechecking the
subjects’ attitudes in items 13 and 14 concern‘iﬁg'étirdying in groups. This was because
studying in groups is an important principle of the GBA. “Interestingly, it was also
found from the one sample t-test results that there was a significant difference between
the mean scores of each item and the test value which was set at 3.5. The data presented
can be divided into two main categories: activities and teaching methodology.

In_terms of activities, the students agreed with most activities in. this course. The
students thought.that there was a wide variety of activities and exercises and that the
activities and exercises of each unit in general were suitable (item 8, mean = 3.80 and
item.10,,mean =.4.16). The students also agreed that the agtivities and.exercises of each
unit were suitable for their English’ background knowledge! (item 11, mean = 4.12).
These statements were confirmed when they agreed with the statement that the activities
and exercises in each unit could improve their writing ability in each type of genre (item

9, mean = 4.21).



200
In terms of teaching methodology, the students agreed that the teaching

method of having students analyze samples of written texts and then asking them to
practice writing in class, in pairs, in groups, and individually, were suitable (item 12,
mean = 4.32). This statement was confirmed when they strongly agreed with the
statement that
studying through analyzing samples of genre before the independent writing stage
helped them write well (item 15, mean = 4.52). _Also,ihey agreed that they could write
because they understood and remembered the genre analysis results (item 20, mean =
4.12). However, although they-were able to write because they understood and
remembered the genre analysis; they might have thought that the stage of genre analysis
was difficult (item 26, mean = 2.44); Moteover, the statement (item 12) which related
to having students‘analyze samples of Writte_n texts and then asking them to practice
writing in class, in_pairs, in group and ihdividually was also confirmed when the
students agreed with the statement that theywliked studying with friends in a group and
that they learned and‘improved theirswriting-ability through studying in a group (item
13, mean = 3.96 and item 14, mean = 3.96). However, when asked again if they felt
uncomfortable when studying in a:group, they:éhowed a neutral attitude (item 17, mean
= 2.40). Besides this, the students thought that 1tb‘ey liked the stage of independent
writing and that practicing in class was necessafy (item 18, mean = 3.79 and item 19,
mean = 4.04). s

In addition,~the=siudenis-sirongly—agreed-tnai-awareriess of the relationship
between the reader and the writer helped them to learn to use the language appropriately
(item 21, mean = 4.52). They were also satistied with the way in which the teacher
provided broad instruetions (item 25, mean = 4.60) by simulating engineering work
situations .and-havifig the students write written {exts based on’those-Situations. This
gave the" students the freedom'to-create the details*they wanted t© communicate,
including using the writing strategiesithey preferred. This finding was confirmed when
the ‘students Sicongly ‘agreed, with the statement | that this course prawited enough
opportunities to write and'that this course was learner-centered because studentstearned
by doing activities and exercises themselves (item 3, mean = 4.64), (item 24, mean =
4.24), respectively. Further, they also agreed that practicing thinking and using writing
strategies was useful because it helped the writer to plan the organization and its details

appropriately (item 22, mean = 4.44). The mean scores of item 8-26 was 3.99. This
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meant that the students had positive attitude toward the teaching methodology and

activities of this course.

Regarding the percentage of CV showing consistency of the students’ response,
it could be said that most of the students’ attitude exhibited a high consistency, meaning
that the students’ responses did not vary much. However, two of them had quite high
percentages of CV (item 17 = 43%, item 26 = 30.3%). This was reflected less
consistency in the mean score, meaning that.the _siudents’ responses were widely
different.

In conclusion, thewresults of the questionnaire revealed that most of the students
satisfied with methodolegy and activities of the course. They thought that the teaching
method of having studeats to.analyze samples of written texts and then asking them to
practice writing in"classy In pairs,  in. groups, and individually, was suitable. The
activities and exercises of each unit We;ren suitable for their English background
knowledge and helped themdmprave their \‘/\!/rit‘ing ability. They learned from working
in groups, pairs, class, and with the teacher. - Also, they thought that awareness of the
relationship between reader and writer helped them use language appropriately.

The findings from the questionnaires Were supported by qualitative data from
the student logs and semi-structured interviews: 'If-Was found that the findings from the
student logs and semi-structured interviews rgflépteq a similar attitude to the findings
from the questionnaires. s

The findings=froem-the-siudeni-logs-showed-that-the-sitdents satisfied with the
five teaching stages.of the study. The samples of the students’ attitudes are presented in
the following statement:

The five teaching stages are suitable for this course because the stages are clear

and.are organized-systematically, (Student#17)

Like Student#7, pointed out-activities that were'arranged'systematically:

The five teaching stages were suitable sincés all activities were" arranged

systemaiically and this,helps me‘learn how to write'well. (Student #7)

Moreover, some students thought that the five teaching stages helped them
understand how to write.

The five teaching stages were suitable because these teaching stages and
activities help me understand the move analysis and remember it well.
(Student #13)
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In contrast, other students presented negative attitudes toward the teaching

methodology, as illustrated below:

The five teaching stages are fine, but there is too much information. If the
teacher can reduce some teaching activities or stages, it would be better.
(Student #12)

As for kinds of activities they liked, it was found from the analysis that most of
the students liked group work and they liked the different types of group work activities
at each teaching stage. “Forexample, about half of the students liked the genre analysis
activity, while about five of .them enjoyed building up the field knowledge activity.
Also, some of themlikedsthe grammar conclusion and sociolinguistic conclusion
activities. Some of thesstudenits /reactions are summarized below.

| like the genre analysis stage since it'is clear to see how to write each type of
genre. (Student #5)

| like group work since we can brainsform. Thus, we can see the way people
think. 1 liked"it when teacher asked-each group to write their answer on the
board. We can compare our work ta other groups’ work and we can see what
people think. 1 like to'learn from friends in class. (Student #7)

-i.ldr—

As for the activities that the students —diq-_,not like, it was found that some
students did not like some activities because?fiv;lrious reasons. For example, they
were not familiar with the group members, and"'t‘his*frﬁade them difficult to study. Thus,
they did not like.group work. Some of them were not good-in-English, so they felt tired
with studying grammar. Some students’ attitudes are illustrated below:

| don’t like group activities because | am not familiar with my group members. |

feel shy to share my ideas. (Student #1)

I den’t.like the sociolinguistic. knowledge conclusion-activity because there are

many things to be aware of. (Student #11)

As 'move analysis activity was an important activity of this course, it is
important-to investigate=if sthe students like the~activitysor nety Fhesesulis of the
analysis showed that most students agreed that the mave analysis activities were not
difficult because they were easy to remember and that they were also suitable for
engineering students. This could be seen from the statements below.

I think that remembering the move and step is not difficult. 1 think that it is good
for engineering students because it is easy to remember. (Student #1)
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Student #21, #14 and #3 also agreed that the move analysis was not difficult.

Moreover, they thought that the move analysis helped them to write better.

The move analysis is not difficult and it is suitable for engineers because
understanding the move and step help us write easier. (Student #14)

It is not difficult to do the move analysis. Remembering the move and step can
be used as a guideline to think and write. . It helps us the write the required
content. It is suitable for engineering sttdents who sometimes do not think
systematically. (Student #3)

However, some students did not want to do a lot of exercises in the move
analysis activity.

It is easy tosremember.and it is suitable for engineering students because
engineering students like to remember formula or rules. However, it shouldn’t
be too much..(Student #4)

Actually, the mbve analysis is not difficult, but sometimes | think that there were
too many exercisgs aboutithe analysis inthe lessons. (Student #12)

The results from the interview: shoWed that most of the interviewees liked the
teaching through the GBA. Their attitudes were reflected in the following statements:

Teaching through the GBA"is suitable for engineering students because
remembering moves and steps is easy.  This method helps me to think and
organize systematically-(lnterviewee #1)

This method is suitable-for engineering students since engineering students like
remembering formulas or patterns. Therefore, remembering the results of the
move analysis-is-easy-ior-us-ana-we-can-apply-the-resutisio help us write. In the
past, | didia’t know what | should write or how to write. l.enly wrote what came
to my mind at that time. Now | know the organization of each type of genre, so |
can plan what 1 would like to write. Itis easier for me._(Interviewee #2)

As for the five teaehing stages, it seemeéd that most of the interviewees were
satisfied with the five teaching stages. 'However, 'some of them suggested adjusting

some partsiof the activities:

Teaching with the five teaching stages is suitabie. | like all of the activities and
exercises. AHl ofrthem:help us see clearly’'how to write, while some, of them help
us review what we havelearned; especially the genre analysis,ithe grammar
conclusion, the move analysis review exercises, and writing strategy
brainstorming. These activities and exercises help us remember the move
analysis results and we can write. (Interviewee #1)

Interviewee #2 agreed with Interviewee #1, but they suggested reducing and

adding some parts of the exercises and activities as described below:
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Teaching with the five teaching stages is fine because all stages develop the
writing ability step by step. All activities and exercises are designed
appropriately. What I like most is writing in class, genre analysis (group work),
and individual writing. However, | think that it would be better if the teacher
reduces the number of questions in the move analysis form. There are too many
questions in the form. Maybe, only asking about the move and step is enough.
As for the grammar conclusion and sociolinguistic conclusion activities, | think
that they are useful since we can see the picture in general and we receive a
one-page of summary of the grammar. and sociolinguistic knowledge, which is
easy to remember to.use at the end of the gourse: (Interviewee #2)

With respect to studying in groups, it seemed that they learned from group work
some language features such as'grammar and vocabulary. They also learned a lot from
the teacher such as genre apalysis results, grammar, and vocabulary. The responses are

presented as follows:

| have learnt things from/my group, such as grammar and vocabulary, but not so
much. | did pot talk afdot in my group discussion because my group leader is
very smart, 0 | prefeglisiening to him to learn from him." Sometimes, | share my
ideas; normally it is about the organization of writing and the reasons to
support our pequest. As for learning from the teacher, I learnt a lot from her.
What she explains in ¢lass about how te write is quite easy to follow and I like
the way that she shows us he¥ thought., I can duplicate the way she thinks and
write it on the board. (Intesviewee #1) 4 &

| have learnt many things from my 91on such as background knowledge,

grammar, structure, and vocabulary. I love learning in a group. Maybe

because | have good group members, S0 we share everything. | also learnt a lot

from the teacher, especially grammar. (Interviewee #3)

In conclusion, the findings concerning the activities and.ieaching methodology
from the three instruments (questionnaires, student logs, and interviews) were similar.
It was indicated that most of the students were satisfied with the teaching methodology
and activities ,of .this course... They thought-that, the activities.and.exercises in each
lesson could improye their writing ability ‘and that thase exercises and activities were
not too difficult for them. Also, the students agreed that doing the genre analysis
activities and practieing-writing in.class; in pairs and-ndividually;were suitabley They
thought that the genre analygis was nat difficult for them and that it/was suitable for
engineering students. Moreover, teaching through the five teaching stages was good in
terms of helping them learn to write, but some activities should be adjusted. The
students learned a lot from the teacher at every teaching stage. Also, they learned from

group activities, thought some of them did not learn much.
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The third component of the questionnaire concerned the teacher who

designed and taught this course.

3. Teacher

In this study, the teacher was a factor influencing the attitudes of the students
toward the course. Three research instruments were implemented to determine the
attitudes of the students toward the instructor. #/The findings from the questionnaires are
presented below.

In the questionnaire; items 27-29 Were created to investigate the attitudes of the
students toward the teacher who tatght this course. The findings are reported in Table
4.20.

Table 4.20: The attitude toward teacher

: Test value = 3.5
Questionnaire items Mean | SD. | CV (%) t df
27. The course contents and teaching aidsare | 4.84 | 0.37 | 7.6 17.90* 24
prepared suitably. _
28. Her teaching methodolegy helps'students | 4.68° 4 0.55 | 11.7 10.59* 24
understand the lessons easily. "
29. Teacher is friendly and has a good 4.92°%] 0.27 | 5.4 25.64* 24
relationship with students. =2
Total X 481 1~
p<.05 d
4.5-5.0 strongly agree,  3.5-4.4 agree, 2.2:329 ) = neutral

1.5-2.49 disagreg, 1.0-1.49 strongly disagree

As shown in Table 4.20, most students had positive attitudes toward the teacher.
This could_ be seen from‘the mean scores which were rated above 3.5. Interestingly, it
was also found. from the one sample t-test results that there ‘was a significantly
difference hetween the mean scores of each item and the test value which was set at 3.5.
The students strongly agreed.that.the teacher. prepared-the.course contents.and.teaching
aids suitably and that the teacher’s'methodoelogy helped the students understand the
lessons easily (item 27, mean = 4.84 and item 28, mean = 4.68). The mean scores of
item 27-29 were 4.81. This meant that the students had positive attitude toward the
teacher. According to the percentages of CV showing the consistency in students’

responses, it was found that the percentage of items was low. This represented the high
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consistency of attitude toward each item, meaning that the students’ responses did

not vary much (ranging from 5.4% -11.7%).

In brief, the quantitative results from the questionnaire revealed that the students
had positive attitude toward their teacher. They agreed that the teacher taught well.
The lesson was easy to understand, and these helped them improve their writing ability.

The results of the questionnaire were supported by the qualitative findings from
the student logs. The following statements snowed thaimost of the students agreed that
teacher could help them improve their writing ability.

The teacher is friendly and pays attention to all-ef the students. She can help

students improve their ability inwriting. (Student #5)

The teacher pays mueh atiention to the students to help them improve their

writing abiligy:” This'can'be seen from higher scores of students. (Student #6)

Student #11 agreed:with Students #_2 #5 and #6, but he paid more attention to
the teaching methodology of the teacher:

Her teaching'is gnjoyable and eaisy to understand. She is friendly, but
sometimes she teaChes'in-toe-details. (Student #11)

The results from the semi-structure als‘b_showed that the students had positive
attitude toward the teacher. They thought that the teacher taught well, but they needed
more various activities. This can be seen from J;Qe:fc')llowing samples:

The teacher is ok, but I think that adding more and-various activities should
make the course more enjoyable. (Interviewee #3)

| think that'the teacher should add vocabulary games te.the course to make it

more interesting.  Providing pictures in the teaching Vocabulary stage should

help us learn easily. (Interviewee #1)

Based on the results from the three s@urces (questionnaires, student logs, and
interviews), it was found that the findings were similar. Most of the students agreed that
the teacheriprepared the course contents and the teaching aids well and that her teaching
was easy to understand and was enjoyable. However, the students would like the
teacher to add games and pictures to the lessons to make them more intéresting and
enjoyable.

The next part emphasizes the evaluation criteria of the course. The results of the

guantitative data analysis are presented in Table 4.21.
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4. Evaluation criteria
In order to determine how much the students had learned from the course, the
test was used. Therefore, appropriate evaluation criteria or a scoring scheme were
required. Three research instruments involving the questionnaires, student logs, and
semi-structured interviews were used to Investigate the students’ attitudes toward the
evaluation criteria. The quantitative findings are presented in Table 4.21.

Table 4.21: The attitude toward evaluation criteria

Test value = 3.5
Questionnaire items Mean | S.D. | CV (%) t df
30. Explaining the evaluation.criteria before | 4.60 | 0.64 | 13.9 8.52* 24
evaluating writing achievermentis “
suitable.
31. The evaluation criteriaare clearand 48 %1 0. 0% RE.8 6.86* 24
suitable. ,
32. Editing our own.writingiand ourfriends’ | 4.64. 10.70 | 15.0 8.14* 24
writing is suitable. ™
Total' X 4-5_7
p<.05
4.5-5.0 strongly agree, = 3.5-4:4 agres, 2.2-349 = neutral

1.5-2.49 disagree, 1.0-1.49 str"ongly;.-disagree

In the questionnaire, items 30 to 32 Were constructed in. order to investigate
whether the students were satisfied with the evaluation criteria: ¥able 4.20 shows the
attitude of the students toward the course evaluation. It was found that most students
strongly agreed that the evaluation of this course was suitable. This could be seen from
the high value of the mean score. The students strongly agreed that explaining the
evaluation-criteria beforesevaluatingywriting achievement wasssuitable (item 30, mean =
4.60). Moreover, they agreed that the evaluation criteria of this course were clear and
suitable (item 31, mean = 4.48). Additionally, the students thought that editing their
own wiriting andh that of their friends was suitable™(item 32 mean =4.64)y The mean
scores of item'30-32'were 4.52. “This meant that the students'agreed that'ithe evaluation
criteria of the course were suitable. According to the percentages of CV, it was found
that the percentage of items was low. This represented high consistency of the attitude
of the students toward each item, meaning that the students’ responses did not vary
much (ranging from 13.9% -15.8%).
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In conclusion, the students agreed with the evaluation criteria of this course

since they were clear and suitable. Also, they thought that explaining the evaluation
criteria before evaluating their achievement was suitable. Editing their own written texts
and their peers’ written texts were suitable as well.

The results were triangulated with the gualitative findings from the student logs
and semi-structured interviews.

From the analysis of data obtained from_ine student logs, it was discovered that
most students were satisfied with the evaluation criteria of the course. The following
are samples of the studenis*attitudes:

| think the evaluation eriteria are suitable because we can see our problems in

writing clearly. (Studeni#17)

The evaluation criteria are clear and this helps learners know which parts we
need to improve: (Student #11)

However, Student #3 still needed more help from the teacher as stated below:

The evaluation criteria cover important parts, but it would be better if teachers
explain students’ writing problem-areas more than this. (Student #3)

#

The results from the semi-siructure iﬁfe?view revealed that the students were
de i dd

satisfied with the scoring scheme or evaluation criteria. The samples of the students’
attitudes are presented in the following statements: -

The evaluation criteria are suitable because they are .not too difficult or too
easy. ThEy—are—ciear—and-help-us—see—our=probiems in writing clearly.
(Interviewee #1)

The criteria are clear, but some parts of them are difficult for me to reach a
higher score. | need to practice writing more. (Interviewee #2)
Moreovef,.it seemed that the ‘students were satisfied with being ‘informed of the criteria
before the test,'as'suggested below:
It is good because this helpsgtis know how we.should write to get good scores.
(Interviewee#3)
I agreed with'this since we can prepare ourselves. (Interviewee #2)

In conclusion, based on the findings from the questionnaires, student logs, and
interviews, it was found that the findings were consistent. The students agreed with the
evaluation criteria of the course since they were clear and not too difficult. Also, the
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criteria helped the students see their problem areas in writing. They thought that

explaining the criteria before testing was suitable.

The next part of the quantitative analysis concerns writing achievement.
5. Writing achievement

After the course was implemented, it was necessary to determine the writing
achievement of the students. Three research instruments were employed to investigate
insightfully, the writing-achievement of the students: The first analysis was the
quantitative analysis from the guestionnaire.

In the attitude quesiionnaire; items 33 to 36 were created to examine the writing
achievement of the'studenis after attending the course. The findings are shown in Table
4.22.

Table 4.22: The attitude toward writing aeﬁ'ievement

Test value = 3.5
Questionnaire items Mean | S.D." | CV.(%) t df
33. After attending this course, | didn’t 3.60: 1. 20 W 'R3578 0.38 24
think that English writing is very ¥
difficult. £ )
34. | think that | can write English better. 4245%% 0.72 7| 16.9 5.11* 24
35. | feel confident in working as an 420554 0,50 1 11.9 7.00* 24
engineer in the future. —
36. I’'m sure that | will not face difficulty in |.3.32° ~ {1.03 | 31.0 0.87 24
writing in the future. el el
Tofal X 3.84
p<.05
45-5.0 strongly agree, 3.5-4.4 agree, 2.2-349 = neutral

1.5-2.49 disagree; 1.0-1.49 strongly disagree

Table 4.22 shows “that_the students ‘agreed that their_writing achievement
improved.” This was because they thought that.they could write English better (item 34,
mean = 4.24) and this made them feel confident in working as an engineer in the future
(item 35, .mean. = 4.20).. Moareover, when.asked. again if they thought.that. English
writing was very difficult, they disagreed that [English-writing i\was very-difficult after
attending this course (item 33, mean = 3.60). This was confirmed when they had a
undecided attitude toward the statement that they would face difficulty in writing in the
future (item 36, mean = 3.32). The total mean scores of items 33-36 were 3.84. This

meant that the students satisfied with their writing achievement after attending the
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course. Remarkably, the percentage of the CV of item 33 and 36 was very high.

This represented less consistency of the students’ attitude toward the writing
achievement after attending the course, meaning that the subjects’ responses varied
much.

In conclusion, the results from the guestionnaire showed that the students
satisfied with their writing achievement. This was because some of them thought that
they may not have difficulty in writing in the fuiure..Also, they found that they could
write better, so they felt confident ins writing. The guantitative findings were
triangulated with the gqualitative- analysis of the student logs and semi-structured
interviews.

The results from.the student logs supported the results from the questionnaire.
Most of the students thoughi that they liked writing 1n English after attending this
course. Also, they agreed that they could foiy; better. For example:

| like writing in English after attending this course because | didn’t know how to
write before this. After practicing writing based on the GBA, I think that it is
easier to write and I can write better. Also, | think that'| can use it in the future.
(Student #5) |

| like writing in English now for many reasons. First of all, | can write better.
Next, | know how to write based on the culture of the people who work in the
engineering community. THisS is very imporiant since it is new for me and makes
me aware of using appropriate language. Also, | know more about grammar,
vocabulary, and specific words about machines that engineers frequently use in
writing..(Student #8)

Moreover, the findings from the analysis of the student logs indicated that most
of the students thought that they were more confident in writing, as can be seen in the

following extract:

| feel more iconfident'to write because. of understanding-and-remembering the
move patterns of each type of genre. This helps me see clearly what kind of
infarmation and organization we need to write. (Student #24)

Student-#2 also.felt confident;like Student-#24;-butshe, learned-from;hisaworking
experience.

| feel more confident because | know how to write and the organization of the
writing each type of genre. After studying the lesson of writing request e-mails,
| applied what | learnt from the lesson to request information from foreigners
about my project. | could communicate with them quite well. This makes me
feel confident to write. (Student #2)
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The results from the semi-structured interviews revealed that the students
felt more confident to write and spent less time in writing genres.

I think that writing is not too difficult now. | feel enjoyable in writing because |
have to think of choosing appropriate words to use with different readers who
are in different statuses. Now | can think, organize, and write faster.
(Interviewee# 3)

| feel more confident because | know I ganawrite. (Interviewee #3)

| feel more confidentsince | feel familiarwith-writing various genres and | know

how to write. Moreover, I also know which one'is correct or wrong.

(Interviewee #1)

As for the improvement in the writing ability of the subjects, it seemed that the
interviewees agreed that they were able to write better. The samples of responses are
reported below: L

My writing has improved guite-a lot." | think | can write request and enquiry e-

mails quite wellybutdl feel less conﬁldent in writing reports. Writing reports is

difficult for me."From this course I'learned more about choosing appropriate

vocabulary and grammar. (Inierviewee #2)

In conclusion, most of the students thought that their writing had improved.
This was because they could write better and knewjij,low to choose appropriate words in
writing for different readers in the community of engineers. Also, they knew more
about organization, structure, grammar, and '\}déabl]lary. All of these reasons made
them feel more-confident to write in English as engineers-in-the_future. Moreover, they
found that they used less time in writing various genres when compared to the time used
at the beginning of the course.

The next part is the quantitative findings of the questionnaire concerning
additional.comments, and.suggestions.

6. Additional comments and suggestions

The last part of the attitude questionnaire aimed.at investigating somesimportant
paints that teacher.should examine in order t0 improve the guality of the'course. | There
were three instruments to determine the additional’ comments and suggestions-offered

by the students.
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In the questionnaire, items 37 to 40 were constructed to determine the

additional comments and suggestions of the students toward the course. The data are
reported in Table 4.23.

Table 4.23: The attitude toward additional comments and suggestions

Questionnaire items Mean' | &S.D. CV (%) | Testvalue =35
t df
37. I’d love to recommend this course to | 4.40 Qa76 | 17.2 5.89* 24
my friends. |
38. | think that this course is useful for | 4.68 0.69 | 147 8.54* 24
working as an engineer.inithe future:
39. | think that it is goodwif the group | 2.72 Lo/ P =520 .2 2.72* 24
changes after each unii
40. When | come acrosssother genres, | | 4.32 0.62 | 143 6.52* 24
think that I can applywhat Ldearned from
this course to the writing of other types-of
genres.
Total X 403
p<.05 .
45-50 = strongly agree, 3.5:4.4. = a(;;ree-;: 2.2-349 = neutral
1.5-2.49 = disagree, 1.0-1.49+ » /= -strongly disagree

Table 4.23 shows that the students strongly,agreed that this course was useful
for working as an engineer (item 38, mean = 4?5’8).? Additionally, they agreed that they
would like to recommend this Course to theinr"rnfl;i"éhd, and.they could apply what they
learned from this course to writing other types of genres-when.thiey came across them
(item 37, mean"=/4.40 and item 40, mean = 4.32). In additien, they had a neutral
attitude toward changing groups after each unit (item 39, mean = 2.72). The total mean
scores of items 37-40 were 4.03. This meant that the students had positive attitude
toward the-additional comment-and suggestion. sRegarding-the-percentage of the CV
showing the consistency of the students’ response, it could be seen that'most the attitude
in the items represented high consistency (items 37 = 17.2%, item 38 = 14.7%, and item
4Q = 14.3%), ;/meaningsthatethe sStudents’ respanses did not vary imueh (ranging from
14.3% -17.2%).

In conclusion, the results of the questionnaire showed that most of the students
satisfied with this course since they would like to recommend this course to their

friends. They also thought that this course was useful for working as an engineer in the
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future. Moreover, they also thought that when they came across other genres, they

could apply what they learned from the course to write those genres.

The information from the questionnaire was triangulated from the qualitative
information from the student log and the semi-structured interview.

The results from the student logs illustrated that the students liked the course.

As for the satisfaction of the students toward the course, most of the students

liked this course for various.reasons, for example:

I like this course because it start; from providing background knowledge and
then it provides more details about writing each type of genre. (Student #13)

What | like"is the ieaching method. The teacher teaches us patterns in writing
(move analysis#resulis) andthis makes me feel easy to write. (Student #19)

This course provides the content thaidwe really need to know in order to work as
an engineer. (Student #15)

We can applythe content to werking “in_ the future. (Student #18)
Some students thought that this present course helped the students write better.

The lessons help us, who denit know h'o'&:v_to write e-mail, to know how to write
e-mails and can wiite better, (Student #17)

This course is easy to.study-and understar_idg_'; It.helps improve the students’

writing ability clearly. (Student #7)

Although fost students liked this course, some of them 7suggested improving
some parts of the cotirse, for example:

The course should provide more vocabulary since students don’t have enough

vocabulary knowledge. (Student #13)

Student #19 also had a similar thought to Student #13. In addition, Student # 5
paid attention to more-writien samples.

What | need is vocabulary knowledge because-l~don’t have enoughwocabulary
knowledge. “It ‘Is difficult for me to read written samples of lessans and this
makes 'me feel bored. (Student #19)

I would like to have more samples, especially samples from different fields of
engineering. (Student #5)

Regarding writing other types of genres, most of the subjects thought they could

do so when they work in the future. This was because they agreed that what they
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learned about move analysis from the course could become their background

knowledge that they could apply in the future, as described below:

I think I can write when we come across new genres because what we learned
from the course can be background knowledge for writing other genres. (Student
#18)

I think I can do well since | have learnt the guideline of move analysis from the
course. (Subject #3)

However, Student#4 was not sure about his writing ability:

I’m not sure. It depends on whether other types of genres have similar move
analysis results'as the'e-mails that'we learnt from the eourse. (Student #4)

|
The students® attitudesstoward the additional information of the course were

triangulated with the qualitative data from thejéemi-structured interview.

According «t0 the findings from th-é semi-structure interview concerning the
benefits of the coursg, it was found-that th'g interviewees thought that they received
benefits from the course,especially they kneWz_how to write better and they could write
the required genres of engingers. The responégg are reported as follows:

| can write what |'maybe could not Writé_p_efore this. I think that I can apply

what I learnt to write other types of written'texts. (Interviewee #2)

I’m aware of the importance of writin'g".‘-' Before this, | don’t know that writing

was important for engineers. | also don’t know what genres engineers needed to

write. NOW--ean-write-ai-ihe-senience-tevel=—i-know-noW t0 write genres. | feel

more confident. (Interviewee #3)

As for coming across other genres when the interviewees work in the future,
they agreed that they could analyze other genres, because they had enough background

knowledge.  The foliowing statements are their responses:

I think | can write because | know quite enough to write different f genres and |
also practice a lot. | feel confident. (Interviewee#1)

| think'I:can‘analyze those genressmyself, but the results of the analysis. may not
be the same as what we do in the class. (Interviewee #2)

Based on the findings from the three sources (questionnaires, student logs, and
semi-structure interview), most of the students thought that this course was useful for

working as an engineer in the future. They learned how to write by remembering the
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move analysis results of each type of genre and became aware of the importance of

writing. However, some of them would like to have more content, vocabulary
knowledge, and samples of e-mails and reports. Also, they would like to recommend
this course to their friends. Furthermore, they thought that if they came across other
genres, they could also apply what they had learned from the course to writing in these
genres because of their improved writing ability:

7. Qualitative findings from the open-ended.guestion of the questionnaires

This part of the guestionnaire investigated additional students’ attitudes toward
the course. It was foundsthat most students liked the present course because they found
it to be useful. They theught that ihe course provided the eontent necessary and suitable
for engineering work andthishelped them see the writing situations of engineers. Also,
the students improved their wiiting ability after studying in the eourse. Examples of the
students’ views can beSeen‘in the foIIowinglgtlatements.

I like this coursesince | learnt many"tlhings from the course. (Student #11)

This course provides the things that \};/e need to know in order to write effectively

in working as engineers (Student #23). .«

This course is intergsting because it pn:évides us with background knowledge in
writing in engineering work. (Student #6) 77

The course is useful since we can use what.we learnt from the course in our
professional lives. (Student #18). o

| think that I have poor background knowledge in English, but after attending
this course Lthink that | can write better. However, Lstill need more practice.
(Student #19)

This course issvery good. This course. helps me to write texts required by

enginegrs; l.can say that.l can write better. and I learnt many useful things from

the-course. (Student #4)

Even though most of the students were satisfied with the present course, they
alsossuggested=improving .some=parts; of sthe eourse, by sadding more+voeabulary,
activities, andwritten sampleg, For€xample,

We need more vocabulary related to the work of engineers. (Students# 24, 21,
16, 2)

The teacher should provide more written samples since we can also learn from
studying samples. (Students #25, 9)

We prefer more varied activities. (Student #8)
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Students #14 and #13 also shared a similar thought to student #8, but they

suggested a sample of activity.

As for group activities, | would like to add role play as a part of the activity.
Each group should be set as a company. The group members work as engineers
in different positions and departments, but we need to write to each other. This
allows us to practice writing similar to real working situations. (Student #13)

The teacher should provide more varied agtivities. Role play activities are

recommended. This can be conducted by.assigning different students to work in

different positions; and they need to coniact eaehrother. (Student #14)

In addition, a student thought that the lesson offered.too many similar activities.

The course offerst00 many similar activities. (Student #24)

Finally, a student'Suggested changing groups because he thought that he would
like to learn more #rom other friends and to.make friends with other classmates.

| think that we should ¢hange grouég every two weeks. This would help us to

make friends withiour classmates who may come from different majors. (Student

#8) ™

In conclusion, the findings: from the open-ended question showed that the
students liked this course because of various_l,-_re_asons, while some of them suggested
adjusting things. They liked the course since the course was useful in terms of the
contents which they needed to know to work as ’eng-.ineers. That is, they felt they could
use what they learned from the-course in theirb"r(')“’feééional live. However, they thought
that it would be Detter if the course added more vocabulary, activities, and written
samples.

To answer Research Question 4, namely, the attitudes of students toward the
course, questionnaires were used to collect quantitative data. In addition, student logs
and semi-structured.interviews were used to gather gualitative data. The analysis of the
data was outlined based on six components. These were considered asgmportant factors
to form the course. They include the objectives and contents of the course, teaching
methodology and aetivities,-the teacher, evalvation criteriaswriting-achievement, and
additional information and suggestions: The findings from the questionnaire an the six
components indicated that the students were satisfied with the course, even though some
students might think that some parts of the course should be changed. Moreover, the

one open-ended question in the questionnaire, the student logs, and the semi-structured
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interviews revealed most students enjoyed the course. This could be seen from the

data which showed that they were satisfied with all six components of the course.
Although the data showed that most of the students were satisfied and enjoyed
the course, some of the students suggested changing some things. Some of them

preferred to have more lessons. also wanted to have some of the activities

adjusted at each teaching stage. the teacher should add games and

pictures into the lessons. ‘% r, most ¢ tudents would like to have more
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4.5 Summary report of the results

In order to design, implement, and determine the effectiveness of the English
writing course for engineers based on the GBA, quantitative and qualitative data were
collected from various research instruments. The results of the finding are summarized

according to each research question below.

1. What English writing skills ére needed by operational and managerial

engineers?

It was discovered from the needs analysis that an important problem area for
all groups of subjects, exceptfor managerial “engineers, was grammar.

The results from#the Supvey -also indicated  the. three genres most required for
engineers were enquiry es:mails, request e-mails, and reports.  These were used as the
content of the course. ;However, not all the}thFée types of genre exhibited problems in
writing among engineering students. The engﬁne(__ering students thought that minutes of
meeting, agendas, and reports were their most im'por(tant writing problems.

Also, the subjects rated the appropriatehéé§ of the relationship between readers and
writers, the relevance between the content and cdnte;(t:, logical knowledge, and appropriate
layout as important for writing- English. Moreover,. ‘a_"mong four groups of subjects, it was
found that appropriate layout was only one problem of knowledge in writing English in
engineering contexts.

As for opiniens about developing an English writing course for engineers, it was
reported that the couise should be developed based on 19 items-eonsisting of vocabulary
and grammar, using English. in teaching, using English more than Thai in teaching, doing
individual work; doing group work, doing pair-work; providing models of writing before
doing exercises, pointing out necessary engineering working situations in writing and then
asking students to search for contentito write themselves, editing writing of stheir own,
practicing” writiag frem real situations, “using commercial“texts as the materials, using
authentic materials, using transparencies, using VDOSs as a teachingaid, using Power-Point
presentation as a teaching aid, using E-learning as a teaching aid, using writing tests as an

evaluation, using portfolios as an evaluation, and using group activities as an evaluation.
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The results concerning the suggestion and expectation for the course revealed

that all groups of the subjects thought that the course would help students learn English
related to working as engineers in the future. They believed the content of the course
should cover different kinds of genres concerning the work of engineers and that the
lessons should focus on both the content and the grammar. As for the materials and
exercises, authentic situations and materials were.stggested. In addition, the developed
course should be able to help students” write” the required contents effectively and
appropriately.

As for the interview, sesults, it was, found that formal*and informal e-mails were
required in the enginegring community. The reasons for writing either formal or informal
e-mails were based on the staitis of the recipients, the relationship between recipients and
senders, the topics, and objectives, Writing formal or informal e-mails was evident in the
language they used in parts of ‘the e-mails}:,. nérhely, opening salutation, body, closing
salutation, and closing correspondence. Some. Thai engineers were aware of sentence
structure when they wrote e-mail to foreign er-{gm'iheé-‘rs Thus, they tried to use simple and
compound sentences in their writing to mlnlmlie their mistakes. In addition, most of the
engineers agreed that the decisionto use technlcal ter’ms semi-technical terms, and general
vocabulary depended on whom they  were talklng to and what the topics were.
Interestingly, most engineers thought that the formats of their writing were not important.
They simply used-the formats they preferred. It was also revealed that engineers had
different writing problems such as not enough vocabulary -and English background
knowledge. The results also showed that the writing contact persons in which most
engineers wrote encompassed suppliers, colleagues, and headquarters. Sociolinguistic
knowledge.in writing request and enquiry e-mails and reports‘were.therefore necessary for
appropriate communieation.” In‘additien, it was-found'that-the writing strategies or tactics
varied according to the individual purpose of writing. _The needs analysis. results were
translated into theicontent of the course.
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2. How can an English writing course based on the genre-based approach

be developed to enhance the English writing achievement of undergraduate
engineering students?

The course was designed based on the principles of ESP course design and GBA
course design. Burns and Joyee (1997 cited in Paitridge, 2004; Hyland, 2007) suggest the
following stages involved. in designing a genre-based€ourse:

1. identifying the overall contexts in which the language will be used;

2. developing course goals based onithe context.of use;

3. noting the seguencgof language events within the context;

4. listing the geare used inthis sequeﬁce;

5. outlining the sociolinguistic knowledge learners need to participate in the
context; ~

6. gathering and analyzing samples of F‘t:gxt?’s'; and

7. developingunits of work related to these genres and develop learning objectives
to be achieved. . P

The sixth stage, analyzing samples of té)ﬁ?s;was carried out based on the ESP genre
analysis concept (Swales, 1990; Bhatia, 1993) si@ tﬁi's course was aimed at developing an
English writing course for engineering student_s.:T_hé content focuses on the professional
contexts and issues,in-order to rbrepare enginee‘rihg ;tudents by equipping them with the
tools they need to wark-as-engineers-in-the-future: |

Moreover, this course created lessons based on the teaching and learning cycle
(Feez, 2002) which consists of the following Tive stages:

1. Building the context

2. Madellingand deconstructing the/text

3. Joint construetion-of the text

4. Independent construction of the text

5. Linkingwrelated-texts

Based on “the"needs analysis-results, ‘the concept of GBA course development
process and the concept of teaching and learning cycle, a 17-week course was created.
However, the real actual teaching writing contents developed based on the GBA was 12

weeks. This was because the first two weeks were used for introduction to the course and
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pre-test whereas the other three weeks were reserved for midterm exam, post-test and

report writing testing. Three genres were chosen as the contents of the course: writing
request e-mails, inquiry e-mails, and reports.

Request e-mail was taught as the first unit for five sessions and enquiry e-mail was
the second unit (3 sessions). Three sessions for.teaching enquiry e-mails were also suitable
because students were familiar with writing request e-mails that exhibited similar move
analysis results. The last unit was inves’figation reports (4 sessions) since their move
analysis was completely different from those two types of e-mails. The present course was
implemented with 25.engineeringstudents in the first semester of the 2009 academic year
at KMUTNB. After ihe course was imp‘emented, the next stage was examining the
effectiveness of the course.” The summary is explained in the next section.

3. What is the effectiveness of the Eng!ﬂishJ"\/\/riting course for engineers developed
based on the genre-based approach?

It was found that the writing course deQe-zl"opJéd based on the genre-based approach
was effective. This could be seen-from thé*'f)qst-f[est scores on the students’ writing
achievement which was higher tihan the pre-test s"cror-és" Also, it was discovered from the t-
test results that the students’ ertmg achlevement scores who were taught with the GBA
were significantly higher than those obtained in the pre -test (p< 0.05) after attending the
course with large effect.Based on the results of Research Question 3, the first hypothesis
of this study stating-the writing achievement scores In the post-test of the engineering
students who are taught with the GBA course wiil be higher than those obtained in the pre-

test was accepted.

4. What are‘the-attitudes of the‘students-toward an‘English writing course based
on the genre-based approach?

Based on the Ttesults of-ReSearch Question 4, it can be sumimarized that most of the
students'who were enrolled in-this ‘cCourse ‘were "satisfied’ with ‘this<coursein" six-aspects:
objectives and contents of the course, teaching methodology and activities, teacher, writing
achievement, assessment criteria, and additional information. This was because the

findings showed that the scores of the end-of-the course questionnaire survey were greater
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than 3.50. That is the second hypothesis of this study stating the scores of the end-of-

the-course questionnaire survey will be greater than 3.50 was accepted. However, it was

also found from the student logs and interview that they needed more content, samples of
- ‘

er the organization form (genre

analysis results) of genres ey J qanalysis exercises. Also,
they thought that tea: Citi ihro : ' ‘f- as for engineering students
since it was found thatthey cotild. r and knew organize their written work
systematically becausgof the/GBA: | :‘ also enjo L,”“w with the five teaching
stages, but some of dents did not pW  ~. use it seemed that they did not
learn from group work: : I 1 : - tha | e ., 2d many things from the
teacher. Finally, they fe ‘ Nore C i 1IN ing after a ~{. g the course.
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CHAPTER YV

SUMMARY, DISCUSSION OF THE RESULTS, AND
RECOMMENDATIONS

This final chapter encompasses a summary of the research, conclusions from the
findings, discussion of the results, and recommendations for future studies. It aims at
providing the overall picture of the experimeni=and. its findings in brief, including
practical and theoretical justifications for such oltcomes of teaching writing through the
genre-based approach (GBA): 1t.also elaborates on how the Tindings can contribute to
the improvements ofthe vuitingabilities of EFL learners in particular and on issues that

need further investigation.

5.1 Summary of the study findings"“'in accordance with the research

objectives ‘

This study has clear relevance at th“é national pelicy level and at the level of
KMUTNB. According /to the.‘policy of the ‘Higher Education Commission, all
undergraduate students have to study English and complete at least 12 credits. To
address this, the Language Department at KMUTN_"B has had to provide more elective
courses. More specifically, it has had to meet tﬁé requirement for more elective courses
for engineering students as most of the students '5t"T-<1MUTNB arg-engineering students.
These courses alserhave also helped the university meet the needs-0f the private sector,
scientists and engineers. In addition, this study was conduCted because of the
deficiency in writing instruction in preparing engineering students to work efficiently
and effectively as professional engineers after their graduation. Another objective of
this study;“therefore; was“torinvestigate theceffests jofiaj genresbased-English writing
course for engineers.on the writing.ability 'of (Thal undergraduate engineering students.
According to theories of writing instruction, there are many ways to teach writing, such
as the process-hased approach; the product<based approach, and thesCantent-based
approach, among others. " The GBA seems to be the most effective approach-to teach
writing to engineers because there is a close fit between key characteristics in engineers’
writing and the GBA. The written work of engineers has specific organization and
linguistic features, while teaching writing through the GBA refers to teaching students

how to use text structures and linguistic features to accomplish coherent and purposeful
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prose. Also, the GBA focuses on the relationship between the text and its contexts

and so instruction is modified to address the dynamic needs of engineers.

Research shows that teaching writing through the GBA is successful in
motivating students to study and in helping students improve the text of their writing to
achieve their communication goals (Henry and. Roseberry, 1998, 2001; Pang, 2002;
Udomyamokul, 2004; Emilia; 2005; Kongpech; 2006). While a few studies have shown
that English writing lessons for engineering students can also be developed and taught
through the GBA in Thailand, there are 8ven fewer studies demonstrating how this can
be done. Moreover, there is'norcomprehensive work specifically dealing with the
theory and method ofithe GBA as it relates to teaching writing to engineers in Thailand.

This study employed the one-gro“up pre-test-post-test research design which
compared the writing ability of the same group of subjects before and after the lessons.
The research procedures consisted of three phases: needs analysis, course development,
and determination of the effectiveness of the course. A summary of each phase along
with its findings is offered’below. ': v

5.1.1 To investigate the negds of Engjish writing skills for operational and
managerial engineers -'{"“ "

A needs analysis was conducted to detérmijﬁé the English writing skills needed
by operational engineers (110),~managerial =eh_girieers (17), ESP teachers (31), and
engineering students (354). These groups of subjects were .recruited by means of
purposive sampling: Questionnaires and engineer interview guestions were used as the
research instrumentS.. The questionnaires were distributed to the four groups of subjects
following which, the results were analyzed by using the SPSS program and content
analysis. The results 'of the questionnaire were divided into four parts: demographic
characteristics 'of the' subjects; English writing content required, situations in the
working cantexts of engineers, and related writing problems; opinions about developing
an English writing course for engineers; and suggestions and expectations-concerning
the course. Next, the gperational and managerial engineers were asked.the interview
questions in order to gather in-depth information about the writing contexts and
situations of engineers as they related to the three types of genres.

The needs analysis results showed that

1. The three types of texts that were in most demand were request e-mails,

enquiry e-mails, and reports.
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2. The subjects rated the appropriateness of the relationship between readers

and writers, the relevance between the content and context, logical knowledge, and
appropriate layout as important for writing English.

3. As for opinions about developing an English writing course for engineers, it
was reported that the course should be developed based on 19 items consisting of
vocabulary and grammar, using English in teaching, using English more than Thai in
teaching, doing individual work; doing group works doing pair work, providing models
of writing before doing exercises, pointing out necessary engineering working situations
in writing and then asking students to search for content to write themselves, editing
writing of their owngpractieing writing from real situations, using commercial texts as
the materials, using authentie¢ materials, usfng transparencies, using VDOs as a teaching
aid, using Power-Point presgntation.as a teaching aid, using E-learning as a teaching
aid, using writing tests as an evaluation, using portfolios as an evaluation, and using
group activities as an evaluation. ) .

5.1.2 To develop an English writing 'c:olut_se Pased on the GBA for
engineering |

The course development process wa.s'ibé§end on the principles of ESP course
design and stages in the development of the GéA '&)urse (Burns and Joyce, 1997 cited
in Paltridge, 2004; Hyland, 2007a). ; _

Burns andAJoyce (1997 cited in Paltridge, 2004; Hyland, 2007) suggest the
following stagestinvolved in designing a genre-based course:

1. identifying the overall contexts in which the language will be used;

2. developing course goals based on the context of use;

3. noting the sequénce of language events within the context;

4 listing the genre used'in this sequence;

5. autlining the sociolinguistic knowledge learners need to participate in the

context;

6. gathering'and analyzing samples of texts; and

7. developing units of work related to these genres and develop learning

objectives to be achieved.

The lesson plans (teaching procedures, activities, and materials) were created
according to the teaching and learning cycle consisting of five teaching stages (Feez,
2002; Hyland, 2007a) and the explicit teaching concept (Hyland, 2003a). The lessons
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were validated by three experts and then the request e-mail lesson was tried out in

order to examine the effectiveness of the lesson. The request e-mail writing lesson was
piloted with 38 third- and fourth-year engineering students who were registered in the
English for Work course for four sessions (three hours each) during the second semester
of the 2008 academic year at KMUTNB. The results of the Effectiveness Index: El (as
shown in page 105) of the piloted course and the attitude questionnaires showed that the
lesson was effective. However, some parts-of«the lesson were adjusted based on
suggestions from the students and on the teacher’s observations of the class.

5.1.3 To evaluate the.effeetiveness of the English writing course

To determinesits effectiveness, the course was taught to 25 fourth-, fifth-, and
sixth-year engineeringsstudents who were enrolled in the English for Engineers course
as an elective during the first semester of the 2009 academic year at KMUTNB. The
course was a 12-week course with three hours each session. A pre-test and a post-test
were provided to evaluate the writing achi;evefnent of the students at the end of the
course. It was found'that there was a statistica!ly _s_ignificant difference between the pre-
test and post-test scoreswith a large effect size‘as shown in Table 4.17. This means that
the writing ability of the students tmproved because of the GBA writing course.

5.1.4 To explore the “engineering students attitudes toward the English
writing course developed based-on the GBA

The attitudes of the students after attending the course were examined by using
attitude questionnaires, student logs, and student interview questions. The students
were asked to complete the questionnaires and student logs on the last session of
teaching. Then, three of the students were interviewed one day after the last session.

It was discovered-that the students had positive attitudes toward the course
because the scares of the end-of-the-course questionnaires survey were greater than 3.5.
Moreover,ithe results from the student logs and interviews also showed that the students
liked the course. That is, they were Ssatisfied with some*components of the'eourse such
as the content,.teaching methodolagy, and teacher.. However, some students stggested
that some parts of the course should be adjusted. For example, they would like to have
more contents and written samples. Providing more games, pictures, and vocabulary list
were suggested as well. In addition, it was also found that most of the students received
the gain score higher than the cut off score which was set at 60. This meant that they

passed this course.
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In sum, the evidence from the test scores and qualitative findings showed that

the course was effective because the students significantly improved their writing ability

with a large effect size and had positive attitudes toward the course.

5.2 Discussion of the findings

The discussion of this study Is organized insthree parts: needs analysis results,
effectiveness of the course, and attitudes toward ihe Couise.

1. Needs analysis results "

An important result.of the needs analysis was the types of genre or English
writing contents reguired #or engineers’ working context. The results showed that
operational and managerial engineers thohght that the three most important types of
genre for engineering work were reguest é-hﬁails, enquiry e-mails, and reports. It is
noteworthy that althoughOperational engineers do not work inthe administration team,
they shared the view of the managerial engfne;érs about the Important types of genres.
Likewise, it was found that ESP. teachers alsd'(savy.enquiry e-mails, memos, and reports
as the three most important types ofi genres, whsile enquiry e-mails, reports, and minutes
of meetings were the three types of genre r_no_st Jr]eeded in the view of engineering
students. This means that although-ESP teachers aﬁd engineering students do not have
direct experience as engineers, ey were hevertheless aware of the writing requirements
among their professional colleagues.  This might be because the engineering students
were fourth-, fifth#, and sixth-year students, so they may have'some experience in
engineering work from professional training when they were third year-students. As for
ESP teachers, they may have taught English courses relating to engineers for quite a
long time such. as English-for work and Technical English. With this reason, they might
have chances to.talk t0 engineers and their ex-students about engineering work. Thus,
they were familiar with the required genres in engineering work.

The. findings.of this study.are in, some way. similar.to. the results of Jiranapakul
who also conductedia needs analysis ameng Thai engineers in 1996. Acearding to the
findings of Jiranapakul’s work concerning the required types of writing-related
activities of engineers, the first three types of written work required by operational and
managerial engineers were business letters/faxes, reports, and office forms. However,

even though the results of this study were partly similar to those reported in
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Jiranapakakul’s needs analysis, Jiranapakul’s study is dated because the

technologically dynamic environment of engineering has adopted new forms.
Moreover, this study has also gone further in specifying the types of business writing
engineers need (request e-mails, enquiry e-mails, and reports). More specifically, this
study has focused on writing e-mails, whereas Jiranapakul’s work emphasized letters
and faxes. This might be because letters and faxeswere the channels that engineers
mainly used to communicate with each other ai'thetime of Jiranapakul’s study, while e-
mail is being the primary'mode of commUnication at present. Yet, it can be said that the
types of genre currently required by engineers at are still somewhat similar to the types
of genre required in"the past, with ‘the “important difference being that the “new”
technology of the Internet jaas enhanced electronic communication. Simply put, the
contents of written work' required by engineer at present have not changed much from
the past, but the form'has peenchanged due to new technologies.

In brief, the negds analysis highlightéd similar aspects of the required genres for
the work of engineers ameng ESP teachers, 'efhglingering students, operational engineers,
and managerial engineers. The resulis of thé fjeeas analysis were also similar in some
ways to Jiranapakul’s study. That ts, Jlranapakul S study and this study have identified
the same generic field, but this study dlsagrees_mth Jiranapakul’s study when it comes
to the genre forms (letters/ faxes-and e-mails).. =~

2. The effectiveness of the course developed based on the GBA

The statirstricfdifferences evident in the results of the comprarison of the pre-test
and post-test scores revealed that the students” writing ability increased after completing
the aforementioned English writing course for engineers. This meant that the English
writing course developed-based on the GBA was effective. One plausible explanation
of the increase in the students’ post-test scores is the-enabling characteristics of the

GBA pedagagy (explicit teaching and scaffolding), which are as follows:
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2.1 Effects of explicit teaching

Students’ writing ability is influenced by “explicit teaching,” a key concept of
the GBA pedagogy. That is, the GBA offers writers an explicit understanding of how
target texts are structured and why they are written in the way they are (Hyland, 2007a).
This is crucial because one of the difficulties faced by EFL students when asked to
produce an academic piece of writing is they often have an inadequate understanding of
how texts are organized to convey their communicative purposes (Hyland, 1990).
Based on the characteristics of explicit téaching, it can be said that studying target texts
based on the GBA allows students o see clearly the structure of the target texts and why
they are written thesway they are. This insight helps students make the appropriate
linguistic and rhetorical choices when they“have to produce work in various genres.

In this study, explicit teaching was employed in the first two prewriting stages of
the teaching and learning €ycle, namety, modeling and deconstructing the text and joint
construction.  Regarding the modeling and déconstructing stage, the students had to
identify the components of e-mails and repd(ts. _._The results of genre analysis of the
target texts were provided and explained. Thén the students analyzed the samples of
written text using a genre analysis form as a guudelme The form consisted of questions
relating to analyzing moves and steps, expressmns linguistic features, lexicon, and
sociolinguistic knowledge. At the-end of this stage, students also had to reread all the
samples of writtenitexts and summarize the characteristics of sociolinguistic knowledge
and details of linguistic features that they found in each move in the different writing
contexts and situations. Thinking about writing strategies in order to organize and write
the required genre effectively was also required at this stage. Next was a joint
construction stage in whichsan overhead projector was used to help the students become
aware of ‘structure, saciolinguistic -knowledge, and language points necessary in the
target genré. The teacher made think-aloud comments while planning and creating texts
on the overhead. After that, the students practiced writing both in groups‘and in pairs.
In addition, group review and peer review were encouraged before feedback from the
teacher.

In so doing, the students learned how to write effectively in the target genres by
encompassing sociolinguistic knowledge, organization, writing strategies, and linguistic
features. This was confirmed by the results from the questionnaires (see Table 4.19) and
the qualitative analysis of the student logs and student interviews. The students thought
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that they could write well because they had analyzed samples of genre before the

independent writing stage. They felt that by analyzing samples of genre, they were able
to understand and remember the genre analysis results. They also thought that genre
analysis activities were not difficult. In addition, they could write well because they
learned to choose appropriate language for the different purpose of each move and
different social contexts.

Other researchers_have reported similar findings to the findings of this study.
For example, Udomyamokkul (2004) investigated whether the use of the genre-based
approach, including explicit instruction of rhetorical patterns of English argumentative
discourse, was more or less effective In helping applied science and engineering
students gain controlsof agademic ‘argumentative genre than the effects of control
treatment which emphasized teaching of the writing process. It was found that the
students who were taughtwith the exphicit instruction received significantly higher gain
scores than those in the other group who Weré'-taught the writing process on the first
drafts” development™ Anether study conducted by Kongpetch (2006) investigated the
use of explicit teaching based on the GBA ‘i.nn feaching expository essay writing to
English major and minor students. it was agﬁih“fjound that the GBA had a significant
impact on the students” writing..Honsa and E-Clélri{ (2004) taught first-year Medical
students at Mahidol University-how io write-dpinion paragraph through explicit
teaching activities.A The results showed that the students couldwvrite well.

However, some scholars disagree with the explicit teaching concept. They argue
that explicit teaching leads to restrictive formulas that can block the creative thought of
writers. That is, explicit teaching may be taught as molds intd"which content is poured
rather than a way of making meaning (Dixon;1987; Raimes, 1991). Although Dixon
(1987) and Raimes (1991) argued that explicit teaching-may lead learners to restrictive
formulas and also block their creative thought in writing, it was believed by the
researcher of this study that explicit teaching was a useful concept for teaching writing
and that it was.appropriate for second language learners. This can be seen in the results
of the studies of Henry and Roseburry (1998); Pang (2002); Udomyamokkul (2004);
Emilia (2005); and Kongpetch (2006), who employed explicit teaching to teach second
and foreign language learners. It was found that the students improved their ability in
writing, and the students also enjoyed studying through the GBA. This means that
explicit teaching was a valuable concept in teaching writing to L2 learners. In this
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study, it was also found that explicit teaching was effective since the students were

able to write better. Most of the students agreed that they could write better because
they understood the important concepts that were necessary in writing genres. They
understood and remembered that information because of the activities they were
engaged in during the explicit teaching stage.

In conclusion, the English writing course developed based on the GBA was
effective because of the effects of explicit teaching*which allowed the students clearly
see the organization of ‘each genre rélating to engineering work, and then they
understood how to organize.different genres, including making them know how to
choose appropriate dinguistic features and vocabulary according to different writing
contexts.

2.2 GBA and scaffolding

Social consiructivism; the theory of learning proposed by Vygotsky, was
employed in this studys It focuses on Iearni‘ng"in a social context since contextualized
learning actually leads to cognitive development. Also, social constructivism focuses
on the construct of Zone of Proximal Developmeht (ZPD) that bridges the gap between
what is known and what can be known, and suggests that learning occurs in this zone
(Vygotsky, 1978). This means that a student learns to perform a task that he or she may
not normally be able to perform.alane; but mayb_e-p,ossmle under adult guidance or with
peer cooperation. Fherefore, what should be emphasized in teaching is the collaboration
between the teacher and students and between the students with low writing ability and
the students with Righ ability, including between two students with equal  writing
ability. The notion of ZPD is applied to pedagogy through the concept of scaffolding
(Bruner, 1990). Scaffolding means the temporary but essential assistance that supports
apprentice- learners «in acquiring new skills," cancepts, or 'levels of understanding
(Maybin, 2992 cited in Gibbons, 2006). The teacher takes the role to scaffold or
support students when they move toward their potentiallevel of performanee (Hyland,
2007a), As for the aspect of writing_skill, scaffolding can be defined. as praviding
supports to learners as they build their understanding of a text and their linguistic
competence to create their writing texts (Hyland, 2003a). Simply put, scaffolding is the
way that teachers are in the position to bring learners to the point where they can write

without assistance.



232
It is believed that when learning through the GBA, learners learn how to

write and will be subsequently able to write well because of scaffolding activities which
was employed in the five teaching stages (Hyland, 2003a; Gibbons, 2002). The
important idea underpinning scaffolding is that the novice L2 writers require greater
support during the early stages of working with an unfamiliar genre and less later.
Learners move toward their potential performance through appropriate input and
interaction with a teacher, who contributes what.ihe learners are initially unable to do
alone, scaffolds their progress by providing appropriate support (language and guidance
practice). When learners can.wriie their new genres, this support is gradually removed
(Hyland, 2003a).

The findings ia'this study have confirmed that students benefit from appropriate
use of scaffolding In waitingdinstruction. In this study, the concept of scaffolding was
employed in the five tgaching stages or the teaching and learning cycle. This
scaffolding was most evident at the early. stages" of teaching where the teacher supported
what the students could tsually not do alone (building the context, modeling and
deconstructing, and joint construction stages)‘ Therefore in the first teaching stage
(building the context), the Students were mtroduced to target genres by reading sample
texts and discussing with the_teacher and thelr classmates the important points
concerning the purpose of the sample texts, organization of certain types of genre, and
sociolinguistic knowledge used in the written samples. As/for the second stage
(modeling and decenstructing), genre analysis results of types of genre were provided.
The students analyzed the samples texts based on the questions in the genre analysis
form provided. The teacher needed to assist the students to analyze the texts and point
out linguistic features‘usédsin each move of the.Samples. The pedagogy related to this
stage and in the joint construction stage was previously explained in detail in the above
section on@ffect of explicit teaching. Next, the students practiced writing with pair and
group assignments. In addition, group review and peer review were emphasized before
feedback from.the teacher. This support was gradually reduced" until 'the 'students had
enough knowledge and skills to work individually.

Subsequently, the results revealed that scaffolding activities helped improve
writing ability. The students were able to write better after they were scaffolded with
practice activities in the five teaching stages (the teaching and learning cycle). The
students” writing skill showed remarkable improvement which was validated by the
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results of the post-test scores and attitude questionnaires (see Table 4.19: item 9,

mean = 4.21; item 12, mean = 4.32; item 15, mean = 4.52). This was also confirmed by
the results of the qualitative analysis of the student logs and student interviews where it
was discovered that the five teaching stages (the teaching and learning cycle) allowed
the students to write better and to enjoy learning. Moreover, the students pointed out
that they also learned a lot from the teachers Samples of the students’ attitudes are
presented in the following statements:

The five teaching stages are suitable for this course because the stages are clear

and are organized systematically. | (Student # 17)

I like this course heeause it starts from providing background knowledge and

then it providgs'morgidetalls aboutwriting genres. (Student # 13)

Teaching with the five teaching stages is fine because all stages develop the

writing ability siep by stepr All' activities and exercises are designed

appropriately. (Interviewee # 2)

However, the'analysis of student logs and interviews revealed that some students
preferred less scaffolding activities in teaching stége 2. They thought that they could
remember the results of the genre analysis p.ra\"/i'djed by the teacher at the beginning of
the second teaching stage, so they did not needﬂ to (ljo as many genre analysis exercises.
It may be possible that only-@ne-or two exerci‘s_es_Were enough. In addition, some of
them thought that'there were too many questions in the genre analysis guided form.
They suggested cutting out the questions about vocabulary and grammar points because
the teacher could highlight these two issues when she explained the questions relating to
distinguished linguistic features. Based on this information, it can be said that
scaffolding activities “and“exercises are useful-because they help improve students’
writing ability; but there are certain limitations. In particular,/the number of guided
questions 4n the genre analysis should be carefully considered. The language
proficiency level of the students is a major factor that‘helps teachers decide‘the quantity
of scaffolding activities to give to the students:

There is a wide body of research showing similar findings. For example,
Srirattanakul (1997) investigated the effect of scaffolding on students’ writing. The
results revealed that scaffolded guidance could improve students’ writing holistically.
As for the analytic effects, it was discovered that scaffolded guidance worked very well
with lower-level cognitive skills. Another study conducted by Liu and Chai (2009)
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explored the attitude of advance-level undergraduate EFL learners toward and

reaction to peer review and their correlation with the learners’ writing performance. It
was discovered that peer review was valuable because it helped them know more
grammar and reduced grammatical mistakes, and making them get a clearer picture of
others” English proficiency while assessing their own. It also helped them become
aware of what had been neglected such as organization of paragraphs, organization of
ideas, word usage, and clarity of writing. The findings from Liu and Chai revealed that
scaffolding through peer review benefited the students because they received
suggestions and comments frem_high ability students in terms of linguistic and non-
linguistic knowledgesstich as in.organization of paragraphs, vocabulary, and grammar.
Based on these suggestions and comments,“the students® writing ability improved.

In conclusion, the GBA English writing course for engineering students offered
engineering studenis the sscaffolding=rich f€arning environment in the five teaching
stages. These activities helped the studejntsa‘-know and understand how to write
effectively in the reqUired:genres. - :

3. Attitudes toward the course }

Based on the results of the question.ﬁzdife“, it was found that the mean of the
overall picture of the questionnatre was 4.12. 'lihisljri'.weant that most of the students were
satisfied with the course because-they agreed with _r_nnost questions in the questionnaires.
Evidence for positive attitudes toward the course was also supplied by the student logs
and interviews. The students had positive attitudes toward the course because of various
reasons, namely, increase in self-confidence, appropriate teaching methodology, helpful
activities and exercises, and suitable objectives and contents, which are discussed
below.

3.1'GBA promotes self-confidence

This 'study found that the students were satisfied with the course and had
positive attitudes toward it. One of the reasons for-this is the course ‘helped them
improve their. writing| ability and .that developed their | self-confidence in“writing.
According to Brown (2001), self-confidence is one of the principles of language
learning and teaching that influence second language acquisition. Self-confidence refers
to learners’ belief that they are able to accomplish a task (Brown, 2001). To increase

self-confidence in writing in English, students need systematic training. The present
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course provided tasks and activities that enabled the students to develop a sense of

self-confidence in writing in the target genres.

In this study, the students’ self-confidence increased as they learned and
practiced writing using the teaching and learning cycle. The first three teaching stages
provided prewriting exercises. Here, the students were provided with explicit teaching
and activities based on the scaffolding conceptasimentioned in items 2.1 and 2.2. It was
found that most students improved their individualassignments in each unit, except for
some students of low writing ability. This was also revealed from the results of the unit
test. For example, for“sociclinguistic knowledge,” the average scores rose from one to
four, and for “organization, it alsoincreased from one to four.

The students saw their improveme“nt and this encouraged them and gave them
confidence to continue writing in the target genres and other types of genre. That the
self-confidence of the students increased after attending the course was also confirmed
by the analysis of the attitude questionnaire}(séé Table 4.22), student logs, and student
interviews. It was discovered that most of the. s_ft_udents thought that they could write
better and they felt confident to work as-an enginéer in the future. They also felt more
confident in writing since they thought that they had learned to write. That is, they
understood and remembered the move pattern&m the types of genre they had studied,
including choosing appropriate: fanguage based-Qn the different social contexts, as
exemplified below:

| feel more confident to write because of understanding and remembering the

move patterns after attending the course. This helps me see clearly what kind of

information and organization we need to write. (Student# 24)

| feel more confident because |1 know.how to write and the organization of

writing genres. (Interviewee# 3)

| feel' more confident since | feel familiar with writing various genres and | know

how to write. Moreover, | also know which=one is correct or which one is

wrong: (Interviewee #.1)

Moreover, some students even stated that they liked writing in English after
attending this course. They found that they needed less time to complete writing each
assignment and they also thought that they would be able to apply what they had
learned from the course to write other genres later on when they encountered other
genres, as one said:
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I think I can write if | come across other genres because | know quite enough

to write different genres and I also practice a lot. | feel confident. (Interviewee #1)

Some research reported similar findings to this study. For example, Emilia
(2005) investigated the effectiveness of using a critical genre-based approach in
teaching academic English writing (argumentative) to student teachers in Indonesia. It
was found that the student teachers felt confident to write after attending the lessons
because they could assess the elarity, accuracy,andwrelevance of a text.

In brief, the English writing course developed based on the GBA increased the
engineering students™ self-confidence to write in English. This affective factor was
important since it afiects suecess'in learning language and will continue to influence the
students’ attitudes toward English when tHey encounter 1t in their professional lives as
engineers. 4

3.2 Appropuiate course gbjectivesand contents

According to the results of the attitude (Jq‘-uestionnaires, student logs, and student
interviews, it was found that'the students W'e:r.e satisfied with the course because the
objectives and contents of the course met theif reduirements to work as engineers (see
Table 4.18: item 1, mean = 4.60; ttem 5, mean = 4 36) They thought that this course
was useful, and that they could apply what they h’ad learned from the course to their
work in the future (see Table 4.23: item- 38, mean = 4.68). The following statements
offer samples of the positive responses of the students:

The objettives are suitable because we can use them in the future. (Student # 2)

The contents of the course are really useful since the contents are really

required in engineering work (Student # 11)

Some research’ has. reported similar “findings to this study. For example,
Vasavakul-(2006) developed an oral communication course for the customer services
staff at anfinternational bank. It was found that the staff wanted to learn and improve
their English as they recognized that English proficieney played a significant role for
their career advancement.  Thus;, the staff tended to pay more attention to ‘learning and
developing their English.  Moreover, Pattanaphichet (2009) developed an oral
communication course based on the competency-based approach for PR students at
Bangkok University. It was found that the students liked the course because the

contents of the course met their requirements to work as a PR after their graduation.
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In brief, most of the students were satisfied with this course since the course

contents and objectives met the requirements of the engineering students in order to
work as engineers in the future.

3.3 Appropriate teaching methodology

Teaching writing with the GBA resulted in students’ positive attitudes toward
the course. This was because the students” writing ability improved after studying with
the GBA teaching methodology. Explicit teaching and scaffolding are important
techniques underpinning the GBA teaching methodology.  These two techniques were
employed in the five teachingsstages (the teaching and learning cycle). The results of
the questionnaires..revealed that the students were satisfied with the teaching
methodology (Table 4:49: item 12, mean :“4.32; item 15, mean = 4.52; item 20, mean =
4.12; item 21, mean = 452; and item 22, mean = 4.22). The results were also similar to
the results from the student logs and interviews, as illustrated below:

Five teaching stages were suitable becé-use they helped me understand how to

write and enjoy learning. (Student # 9)

The five teaching stages were suitab‘_Je because these teaching stages and

activities help me understand the mov-éi'a,'nwal"ysis and remember it well. (Student

#13) e

Teaching with the five-teaching siages is _suitable. I like all of the activities and

exercises,..All of them help us see clearly how to write;, while some of them help

us review what we have learned, especially the genre analysis, the grammar

conclusion,  the move analysis review exercises, and writing strategy

brainstorming. These activities and exercises help™uUs remember the move

analysis results andswe can write. (Interviewee # 1)

Some research has reported similar findings to this study: Henry and Roseburry
(1998) examined how genre-based instruction and materials improved learners’ capacity
to produce effective tokens of the genre of tourist brochures. It was found that the
students enjoyed the approach since it differed from the methods employed“in their
secondary schools. Moreover, they indicated that the teaching method helped improve
their motivation to write by showing them clearly their progress in achieving the
purpose. Kongpetch (2006) also adopted the GBA in an exposition writing class at
Khon Kaen University. She concluded that the GBA had a significant impact on
students” writing. It was also found that her students liked the five teaching stages
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because they found that these teaching stages helped improve their writing ability.

The teaching stages that they liked most were the independent construction and
modeling text stages.

In brief, the students had positive attitudes toward the course because of reasons.
Most of them were satisfied with the contents and objectives of the course since the
contents and objectives of the course met the reguirements of the engineering students
in order to work as engineers in.the future. The siudents also liked this course because
they had a chance to improve their writing ability after attending the course and this
helped them gain “confidenee 0 write genres.  Also, they liked the teaching
methodology of this.eourse (five teaching stages: explicit teaching, scaffolding) because
they found that studying threugh the five téaching stages helped them write better. The
teaching stages were clear and helped'them understand how to write genres step by step.

Conclusion -

Based on the results,of the study, it Wasa‘-revealed that the English writing course
developed based on‘the genre-based approach:(.G_BA) was effective. This was because
of the explicit teaching and scaffolding cont;epts Also, the students had positive
attitudes toward the course. This was due to the fact that they found that their writing
ability had improved and, in turn, this promotedthe students self-confidence in writing
genres. In addition, the students-liked this course because of the appropriate teaching

methodology, objettives, and contents of the course.

5.3 Implications of the findings

Based on the findings of the study, it can be concluded that the English writing
course for_engineers developed based_on the*GBA was effective and the students
enjoyed studying the course. = Therefore, it is worthwhile to integrate the GBA into
English writing instruction. The followings are suggestions derived mainly from the
research. findings, including guidelines for teachers.and.ESL .course designers who wish
to implement the GBA in English: writing Instruction for engineers and other EFL

learners.
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1. Teachers

1.1 Use of scaffolding activities

It was found that the GBA is an effective method of teaching writing because it
helps the students promote their writing proficiency. This is because the GBA helps
students see the organization of writing genres.(genre analysis results). It also helps
students organize and conventionalize their writing based on the constraints of
professional communities, such as engineers; deetors, and journalists. In addition,
students can develop the ability to choose appropriate words and linguistic features and
expressions in order to be able o communicate In different contexts, with different
functions, and for different purpeses. /In order to apply the GBA, what teachers should
first take into consideration is the scaffolding concept, which is used as a ground theory
in designing the GBA teaching stages: the teaching and learning cycle, which consists
of five teaching stages.

It was found that using @ scaffelding a&ﬁvity was an effective way of teaching
writing because it stpported the students writing proficiency. This is, support from
teachers and peers helps students learn, and teacher’s guidance helps students go
beyond their actual capacity (Sutherfand, 1992) Emplrlcal research has demonstrated
the effectiveness of scaffolded classroom mteractlc)’n for language learning, suggesting
how language learners are able to-reach higher _Iev_els of performance than they would
have been on their own (e.g. Kowal and Swain, 1994; Donato, 2000; Ohta, 2000).
Scaffolding activities provide chances for students to learn together in the class with
teachers first, and then practice in groups with peers. In addition, feedback from
teachers during and at the end of the activities is a kind of scaffolded activity; in this
way, students can see their. problems and revise their work, and they can understand
how to write better.~ In addition, students may gain mere confidence'in writing from
scaffolding! activities. Thus, providing appropriate scaffolding activities is required.
Providing these activities needs to be undertaken duringsthe first (buildingthe context),
second (modeling and deconstructing the text), and third (joint construction) teaching
stages of the teaching and learning cycle. The most important scaffolding activities take
place during the second and third stages of the teaching and learning cycle. Students
need sufficient scaffolding from teachers and group members in order to help them
understand how to compose a given genre, be able to write better, and feel confident to
write individually during the fourth teaching stage. Confidence in writing can occur
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when the students had sufficient background knowledge in writing in the genres after

taking part in the scaffolding activities during the teaching stages (1-3). In addition,
students may also gain more confidence in writing when they see the improvement in
their writing ability from the teacher’s feedback during the fourth teaching stage
(independent writing). If they do not have enough scaffolding experience, they may not
understand how to follow the framework of genres, and cannot write well. Most of the
activities in these stages are group and class activiiies, so creating appropriate activities
for the class and in groups is necessary.

As for the first stage~of teaching, teachers should introduce students to the
general characteristies of genregs. . This can be presented in several ways, such as
providing samples of genresand asking questions regarding the content, organization of
writing, and relationship beiween readers and writers. The second teaching stage is
important because ieachers need to secaffold students in order to help them see and
understand important ,components  in Writing"-target genres, namely, genre analysis
results, linguistic features; sociolinguistics knowledge, the relationship between readers
and writers, and lexicon. EXplicit teaching aCtivities are required during this stage in
order to scaffold students s0 that they can understand this information. Udomyamokkul
(2004) mentions that, generally, L2 learners may haVe only limited competence in using
alien discourse forms to produce expected genr_e-s,,,‘and accessibility to such discourse
forms is hardly possible in the situation where English is not used widely outside the
classroom. Therefore, the learners need to be directly taught explicit knowledge of text
structure to enable them to shape their work to the convention of the target genres. In
so doing, teachers should show students how to analyze genres and have students
analyze genres themselves. to help them seé,~understand, and remember the genre
analysis results. Teachers also should teach them how te analyze linguistic features and
choose theappropriate sociolinguistics knowledge used in each move. Then, students
have to analyze linguistic features and sociolinguistics knowledge “themselves.
Providing these'scaffolded activities helps students undersStand Wwriters when, they use
different structures to express the expected functions of language. However, these
activities may be too complicated and difficult for some students who are not good in
English, and teachers should provide them with more support. In this study, most of the
students had low proficiency in English, and it was quite difficult for them to do some
explicit teaching activities. For this reason, the teacher helped them by providing
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analysis forms. What the students needed to do was to answer the questions in the

form.

In addition, another factor that should be taken into consideration during the
second teaching stage is familiarizing students with the results of the genre analysis to
enable them to remember them and use them automatically. Edward and Willis (2005)
have stated that the familiarity of students with.the.tasks they are working on makes
them more confident and more willing to become involved. Thus, once students
become familiarized with the characteristic text and language features of the task they
are expected to perform, they-increasingly progress to the point where they are able to
produce the written.tasks themselves (Udomyamokkul, 2004). Familiarizing students
with the genre analysis results can be conducted by providing them with exercises, such
as matching names of moves with parts of an e-mail and reordering parts of an e-mail.
The quantity of the exercisgs at this stage depends on the students’ background
knowledge of Englishs Another important ‘:thi"hg during the second teaching stage is
modeling from teachers = Students need clear and sufficient explanation from the
teacher when doing all activities and exercises -

As for the third teaghing stage, class work and group work are focused on. Class
work is the most important at the beginning of thls stage because teachers need to show
their students how to write genres-based-on the genre.analysis results that the students
learn during the second teaching stage. As a result, teachers should “scaffold students”
by showing them /how to plan, organize, write, and edit texts using think-aloud
techniques. Teachers should also write what they think on the board. Making think-
aloud comments while planning and creating texts provides students with valuable
insights into decision“made during text constiuction and with opportunities and tools
useful fortalking about language (Reppen, 1995). Based on this activity, students learn
how to organize, choose appropriate linguistic features and words, write, and edit texts
from the teachers. When students understand these-processes of writing, they can
duplicate what. the'teachers do and are able to write. After that, students practice
writing genres in groups and peers. Teachers should be careful at this stage not to
explain too quickly or move to the fourth teaching stage until they are sure that most of
the students know how to plan, organize, write and edit their written texts. This can be
determined from the number of mistakes in their written assignments. Another issue

that should be pointed out is feedback from the teachers because this is another factor
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that can help students feel more confident about writing independently during the

fourth stage since students typically improve the quality of their writing through
feedback.

1.2 Using group work activities

The findings of this study showed that one of the methods of helping students to
write better is by studying in groups—the students _felt comfortable practicing writing
with their peers. This_is confirmed by the eport of Storch (2005) concerning
collaborative writing. “1t"was found that collaborative writing or writing in pairs
produced shorter but better texts in'terms of task fulfillment, grammatical accuracy, and
complexity when compared o the quality. of individual writing work. Also, Watanabe
and Swain (2007) feund that collaborative writing activities helped improve the
students’ proficiency inawriting essays. This could be seen from the number of patterns
of pair interaction or Collaborative dialogs when they work together to produce written
texts. For this reason,teachers should proVidé‘- learners with opportunities to work in
groups to accomplish shared goals. Group'-y\./o_r.k can be employed during the first,
second, and third teaching stages of the teachihg and learning cycle. However, the most
important stages for emplaying group work.élir'e,' during the second and third teaching
stages. In the second teaching stage, students \'A/orllj<".collaboratively on explicit learning
activities such as genre analysis; -linguistic fe’"a_tur_és analysis, and grammar analysis.
Group work is impertant during this stage since it is difficult for.students to complete all
of these activities alone, especially if they have low proficiency in' English. Therefore,
they need to get help from peers and learn from each other. FOr these reasons, teachers
need to provide them with activities to have them work and learn together, the quantity
of activities and exercises‘depending upon the ‘students’ background knowledge.

As-for | the third teaching stage, students learn from geach other when they
practice writing in groups after teachers show them how to write genres through think-
aloud techniques. Students share ideas in organizing,*drafting, writing, “editing, and
choosing appropriate writing strategies, words, and structures. /As for editing, students
have chances to learn from editing their groups’ assignments and other groups’
assignments.  Another factor that teachers should take into consideration is the
component of group members because if the levels of proficiency of students are too
different, expert learners might feel reluctant to work with weaker peers. Sirithararat
(2007) confirms that different levels of proficiency of students is what teachers should
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keep in mind since expert students may not enjoy working with novice students.

Based on the results of this study, it was found that some of the students with a high
level of proficiency tended to feel bored and did not enjoy working in groups when
units 2 and 3 were implemented. Sometimes they were absent. They may have thought
that they understood the writing process fram unit 1 and that they could write well and
for this reason did not want to attend class to sit/dy other units. In this study, the teacher
talked to them directly to ask them to help their.group members. In contrast, weaker
peers might feel comfortable working with expert students. Kongpetch (2006), whose
English writing students Telt comioriable in studying in groups since it enabled them to
share ideas with friends. Therefore, they learned from each ather. In this study, it was
found that some of the studenis enjoyed studying with expert students because they
found that they learned many things from them, especially sentence structure,
grammatical pointsy background knewledge, and vocabulary. In addition, some
students do not know how 0 work in groups, and even do not like working in groups.
According to the restlts of this study, it was found that some of the students did not like
group work or pair work since they thought thé}t they did not learn a lot from the group
members. It was also found that students in sS}hé groups preferred studying alone, even
though they sat together in the group. Thié,is"l""“similar to the situation found by
Kongpetch (2006), whose English writing students-resisted her GBA teaching. She
found that asking: students to take a more active and collaborative role was not
successful during the third teaching stage (joint construction). This may be because
collaborative learning is not culturally “normal™ in the Thai educational context, so not
all students are usedto working in groups to accomplish a task (Byrd, 2009).

2. ESL course designers

2.1'Providing additional grammar and sociolinguistic knowledge lessons

Neéds assessment is a systematic and ongoing process of gathering information
about students’ needs and preferences, interpreting the*information, and ‘then making
coursedecisions based on the interpretation (Graves, .2000).  Therefore, a survey of
needs is deemed necessary if course designers would like to develop GBA courses to
benefit learners. For example, in this study, engineering students, ESP teachers, and
operational engineers indicated from the needs analysis (see Table 4.6) that the most
important problem area in writing was grammar. Although Thai students have
generally studied English for at least ten years before studying at the university level, it



244
seems that their English proficiency, especially grammatical knowledge, is not

enough to enable them to write well (Preecha  Sriruengrit, 2547; Naruephon
Aryurawattana, 2545). As a result, course designers or teachers who are interested in
developing a GBA writing course should help learners increase their grammatical
knowledge by providing them with additional grammar exercises. However, it is not
necessary to review all grammar points or structures. The distinguishing linguistic
features of each genre _and the areas in whichestudents make major grammatical
mistakes should be reviewed. In addition, not all learners need to attend the grammar
review sessions. Possibly,.a pre-test should be administered before the course
implementation. The'scores on.the pre-test and the performance in different grammar
areas can help teachersfocus on'specific grammatical problems. Extra grammar review
sessions can be arrangedionce a week.

It is worth noting that English writing In the community of engineers also
required sociolinguistigs knowledge, and a lack of sociolinguistic knowledge was part
of the students” problem (see Tables 4.19 and 4.20). Because of this, they used both
formal and informal styles in e-mails. Therefore' using appropriate language to show
the degree of formality in writing based on the relatlonshlp between the readers and
writers is necessary. As a result, course deS|gners as well as teachers should design
activities and exercises to help studenis see how: to use language appropriately based on
different social contexts.

Finally, eneof the results of the needs analysis revealed that engineers have to
write to people who use English to contact. Therefore, different cultural contexts
should also be emphasized in lessons. Written samples from different cultures should be
collected and analyzed. #Activities and exercises to help students practice writing to
people who are of different cultures should De created. | Cultural understanding was
significanttbecause people contact each other as cross communication at present. Also,
cultural understanding was necessary since it helped people communicate effectively.

2.2 Providing more vocabulary knowledge, contents, and written samples

The results from the student logs and interviews revealed that the students
needed more contents, vocabulary knowledge, and written samples. Thus, the course
designers should add one or two more contents into the course. This depends on the
language proficiency of the students and the number of teaching sessions. More
vocabulary exercises should be provided at the beginning of each unit or at the end of
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each unit. Providing a vocabulary list (technical and general vocabulary) related to

each writing topic is suggested as well. This was similar to Preecha Sriruengrit
(2549)’s study that developed an English Writing Instruction Model which applied
Vygotsky’s concept of Zone of Proximal Development (ZPD). One of the results
showed that the students would like the teacher to provide them with more vocabulary
exercises. They thought that they could not write Wwell because of deficient vocabulary
knowledge. Supanee Chinnawengs (2000) examined Writing abilities and problems of
English for Academic Purpose science Students and explored teaching methods and
learning strategies that'could enhance students” writing skills." It was found that English
teachers and studenis'agreed that teaching vocabulary at the beginning of each lesson
was useful and helped Improve writing ability. Nation (2002) have suggested three
ways to teach vocabulary invelving direct teaching, communication activities, and
linked skills activities. 1t seemed that'direct teaching method and linked skills activities
were suitable for GBAWriting courses because"s-tudents can see clearly the meanings of
words, and understand how to Use those words when the teacher explains words directly
to them. In addition, the students will learn how to use words from reading related texts
and then practicing writing based-on the topic from the reading texts. As for the written
samples of genres, providing mere samples Wlth VaTIOUS contexts and situations should
be beneficial because students could also study_lm_gwstlc features and structures from
the samples.

2.3 Informing important information

As reflected through the student log, some of the students showed that they were
tired with doing some activities, especially during stages two and three of teaching since
there were many activitiessthey needed to be‘involved in. Thus, it is crucial for the
teachers 10 ensure that students clearly understand five-issues, namely, the importance
and usefulfiess of the course to their professional life, the objectives of the course, the
nature of the genre-based approach, its similarities*to and differences” from the
approaches that the, students. have experienced in!previous English courses, “and the
activities being undertaken. After learning this information, students should be able to
see the benefits and the requirements of each activity which should motivate them to
study and try to complete all of the activities so that they can write better. This is similar
to the suggestions from previous studies (Kongpetch, 2006; Sirithararath, 2007), where
the authors have suggested that teachers should explain to students the benefits of using
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new teaching methods, course objectives, course goals, the similarities and

differences of approaches they have experienced, and the activities being undertaken at
the beginning of the course. If this information is not explained, students may short
shrift and they therefore may not see benefits of the course. Thus, they may not have
motivation to study courses and not want to attend classes, including not wanting to pay
attention to the activities both.in class and in groups.

Conclusion

The implication of this study canbe divided into two implications: implication
for teachers and for ESL ceurse designers. As for the implication to teachers,
employing scaffolding and.group activities in the lessons was vital. For ESL course
developers, it was Lmportant 10 make-use of the needs analysis results. That is,
additional grammar review sessions should be provided sinee 1t was found that most of
the students made major grammatical*mistakes in writing. Sociolinguistic knowledge,
more contents, vocabulary, and written samp'll-es were also necessary. In addition,
providing important'information about the usefulness of the course and the GBA were
suggested as well. Therefore, it i1s important for teachers and course designers to pay
attention to these factors when they-aim at erﬁ‘ﬁléying the GBA in their English writing
courses. =3

5.4 Recommendations for further research

1. The preséent study employed a one-group, pre-test post-test research design,
which is considered a weak design because of the lack of a control group, and this led to
uncontrolled-for threats to internal validity that may explain the results of the post-test.
Thus, an_experimental ‘study. with a controland experimental_group with random
sampling and 'assessment. should; be condugted in order to determine further the
effectiveness of the GBA in improving students’ writing ability.

2. Students’ writing scores.should be divided into three groups.according to their
writing ability:shigh;, middle,-and. low. /Fhen, a comparison of the writing achievement
ofistudents (pre-test and post-test scores) should be conducted in order to see the extent
to which each group improved its writing ability. Qualitative studies should also be
carried out with each group in order to explore further the effects of the course on the

individual factors, such as suitable activities for each group and attitudes and
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engagement toward the course so as to shed more light on the effects of the GBA

with different groups of students.

3. As peer review and providing feedback from teachers are among the most

important factors influencing the writing achievement of students, exploring students’
attitudes and reactions to peer review, and also.the teachers’ feedback, should be
conducted after the students have attended the present course. The results from the
exploration will shed light on students’ attitudes toward peer review, teacher feedback,
and types of feedback in«terms ofF whether they are valuable for students. With this
information, teachers .or" course designers. will be able to provide appropriate
characteristics of peer review and teacher feedback aceording to the preferences of
them. .

4. As needs analysis is the importa;r]tl initial stage in developing courses, it is
necessary to collect data from an approp"rliate sample size of subjects Therefore,
choosing an appropriate sample size of operéti_onal and managerial engineers, who were
the subjects in this study, was important; the greater the number of subjects, the greater
the reliability of the data. = Moreaver, the §u-6jects should be recruited by using the
random sampling method hecause - this method is more likely to guarantee
representativeness than other methods. Theref?fé, when the sample size is appropriate
and subjects are«recruited byVUSing the ran.d'o‘fﬁmsgirhpling method, it is possible to
generalize the resulis-ef-the-heeds-anatysis-to-other-groups-ofndividuals.

5. As it was found that the GBA is a valuable teaching method, it is interesting
to develop more English courses based on the GBA. In the case of engineering
students, speaking caourses for engineering students based on the GBA should be
developed. soi that/ engineering" students | can see what people’ in-the engineering
community communieate with each-ether. ‘In addition, 'more English courses developed
based on the GBA should be designed for students in other fields such,as. business,
medical, and tourist'students-because those stutients are also ESP students.. They should
know and understand language “skills that are"used by people who work “in“different
professional communities. Therefore, teachers should prepare them to meet the
professional requirements once they graduate.
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APPENDIX A
Questionnaire (for engineering students)

Questionnaire for engineering students
Part I: Demographic information
Instructions: Please fill in the information or put / in the space given.

1. Sex: L1 Male [ Female

2. Age: ......... years.old

3. Academic year ....eeu... Major «# [1'ME LI CE
LlEE [l CHE
] PE L11E

4. Educational bagkground: L1 Matthayom 6 | Vecational school [ others ...
5. Number of'yearsstudying English:

L] 3-5 years [ 6-10 years;u [] 11-15 years [ 15+ years
6. English | coursegrade. .........c... !English Ilcoursegrade .....................
7. Experience in writing English I:j‘.Ygs [ 1 No
8. Please rate yourability in English writing by filling'in / in the required space.
Writing — oo
ability T = a9

5 (very good): write effectively and fluently; use language correctly and
appropriately based on the required objectives, content, and social
context;-have-no-proplem-in-writing; able to-edit-and revise written
work by yourself

4 (good): write fluently with few mistakes; cover required information;
able'to edit and revise your writing; may have some problems in
writing such as word choice and grammar

3 (fair)"write fluently but with mistakes; sometimes make readers
confused; able to edit and revise your writing in"main-errors; have
problemsgin writing such as organization, word chaice; grammar,
spelling

2 (poor): write quite fltiently, but make readers confused sometimes; able
to editiand reviseyourworkimsimple errgrs;ihave manyproblems in
writing such.as organization, word chaice, searching for content,
spelling, and grammar

1 (very poor): cannot write; make readers misunderstand many times;
need written samples; always use a dictionary; cannot edit or revise
your work; have a lot of problems in writing such as using
inappropriate structure and language, cannot use language according to
the purpose of writing, have problems with word choice, or
organization, use language inappropriately for readers
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Part I1: Problem areas in writing English in general, types of genre in engineering
contexts, and problems in writing associated with types of genre in engineering
contexts

Instructions: Please put s in the space given

2 means not so impertant a problem
1 means no probler

2.1 Please identify probl

Problems in 19" , B. - % For researcher

1. Vocabulary

2. Grammar

3. Structure

4. Spelling

5. Punctuation

6. Writing procedures

6 4 Editing

7. Others

) contexts and
ineering contexts.

2.2 Please |dent|fy|mportafze€:éltiype 0

problemsk‘B_)_vrltlng associated W|th tye ,

Your problems in
writing

4 |3 |2 |1

7. agenda

8. informative note

9. others




267

2.3 Please identify importance of knowledge of writing English in engineering
contexts and Problems associated with knowledge of writing English in
engineering context

. — Problems of your
Importance Knowledge of writing English in .
engineering contexts erlEale ol wrTing
r}g English in
* 37/ engineering context
5 14 3 |2 / 5 14 3 |2 |1
L-Appropriateness in terms-ofrelatienship
between reader and wriier
2#Relevance between the contentand
context
34200 1€al knowledpe
4. Appropriate layout
Part I11:  Opinions abgut developing an English writing course for engineers

Instructions: Please put / in the space given

o

5 means strongly.agree = « hdd
4 means agree r

3 means neutral Al

2 means disagree o st
1 means strongly disagree —

Opinions about developing an English writi"i’fj‘éourse for

engineers

e

f'54321

1.

Focus on the objeetive:

5 of the course for engineering profession

. Focus on objectives of the course on academics

. Focus on vocabularyiand grammar

. Use Thai in teaching

. Use English in teaching

. Use English more than Tharin.teaching

. Use Thai‘more than-English inteaching

. Ask students to ‘do individual work

OO NO|OIBRW|IN

. Ask students to do group work

[HEN
o

. Ask students to do pair work

—
=

. Focus on seli=study,

=
N

. Provide models of 'writing before doing'exercises

[EEN
(05}

. Point out necessary engineer work situations in writing and ask
students to search for content to write themselves

14.

Edit their own writing and their friends’ writing

15.

Practice writing from real situations

16.

Use commercial texts as teaching materials

17.

Use real documents as teaching materials
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18. Use transparencies

19. Use VDO:s as a teaching aid

20. Use PowerPoint presentation as a teaching aid

21. Use E-learning as a teaching aid

22. Use exercises as an evaluation method

23. Use writing tests as an evaluation form

24. Use portfolios as an evaluation form = |
25. Use group activities as an evaluation f

Part 1V: Suggestions and ¢ Xpectations for an English writing course for Engineers

omments, expectation, and/or suggestion on the English
o | ‘

Instructions: Please give
ertl U 7' U

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

ﬂUEI’JVIEWl?WEﬂﬂ‘i
QW]MﬂiﬂJMWl’mmﬂU
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10.
11.

12.

13.

14.

15.

16:

269

APPENDIX B

Interview questions for engineer
What is the writing format you often use: letter format or e-mail format?
What are the criteria to choose between formal and informal e-mail?
How do you show whether the e-mail is formal or informal?
How do you use language to show therelationship between readers and writers
in different contexts? 3
If you have to write te-people who are in a higher status, or work in other
companies, what are'you@aware of?
If the reader is a foreigner, what do J‘you pay attention? And Is there any
differences between forelgners who are in America, Australia, Europe and Asia?
What kind of sentenges do you normally use in your writing/
What kinds'of vogabulary do you noqnaj_jy use (technical terms, semi technical
/

o

terms or general vogabulary)?
Is the format of wiriting important or erig'ineers?

What are writing problems of ‘Thai eh*él:flgers in your opinion?

What are engineer writing contexts andfgi}@a’r,ions for writing request e-mails and
enquiry e-mails? ~ -

What types of report wrltlng do you nomTaﬂ'y userand what are your writing

contexts and | situations?

What SOCIO|IHQUIS'[IC knowledge are you aware of When you write request e-
mails, enquwy e-mails, and reports?

What writing tactics or strategies do you use when you wrlte request e-mails,
enguiry.e-mails, and reports?

As a managerial engineer, what is yourexpectation on the writing quality of
engineers? What are their writing problems?

In.caseof newv engineers«(graduate fronaThai“institute); what"is their writing
competence?*What do'you want.from universities to prepare engineering

students to work in the future?
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APPENDIX C
Planning and designing test, test items, scoring scheme

1. Planning and designing test
Test specification information:

1.1 The purpose of the test

The test aims at examining ability in wriing English necessary for working as
an engineer (background, textual Jfunctional,.sociolinguistic, grammar, and word
choice knowledge) of-undergraduate engineering students who are enrolled in
the English Writing fer Engineers course. The test Is an achievement test in
order to determine whether students have achieved the objectives of the course.

1.2 Charactegistics of the test taktjérs

There are 25 stugents'who: are-enrolled in the English ' Writing for Engineers
course at KMUTNB{ They have passed the two fundamental courses: English |
and Il. Thege are pothmales and females.

1.3 Definitionsof the construct "'I
(1) Background knowledge/ toplc knowledge
Knowledge of how to provide information which is understandable,
logical, and reasonable based oﬁ the background knowledge of engineer
and following the,prompt provided ",
(2) Language knowledge/ language ability
a. Pragmatic knowiedge: Tf. .
- Funetional knowledge; -
Knowledge of how to state the purpoese @sing accurate forms in
_cach type of genre based on the-writtng situation.
- Sociolinguistic knowledge
Knowledge of how to state the purpose of writing using
appropriate forms in each type of genre based on writing
situations (e.g polite, formal, an informal).
b. Organizational knowledge;
= Textualrkknewledge
Knowledge* of = cohesion = and  knowledge of rhetorical
organization: e-mail components (opening salutation, body, and
closing salutation) and investigation report writing component
(background_of problem, containment, cause of problem, and
countermeasure)
-'Grammatical knowledge
Knowledge of mechanics, range of vocabulary, and word
choices (using appropriate vocabulary, general vocabulary and
technical vocabulary, based on the situations provided),
morpheme, and syntax
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1.4. Content of the test
(1) Organization of the test:
a. Number of task: 3 tasks (3 items) 60 points (20 each)
b. Task types: writing a request e-mail, a enquiry e-mail, and an investigation
report following prompts
c. Response format: writing in an e-mail form and a report form on separate
answer sheets

(2) Time allocation: 2 hours
(3) Length of input data: 3 pages

1.5 Grading criteria
Analytic scorings used as the grading criteria. The criteria cover the details
of construet: background knowledge, socielinguistic knowledge, textual and
functional knewledge; grammatical knowledge, and word choices. Details of
the scoring scheme aredllustrated below.

1.6 Scoring
(1) Scoring plan: Each task performance Is awarded separate scores
(2) Number of raters; Two (inter- [ater)
(3) Rater Selection: i
Rater no .1 '
- Qualifieation: M. A in Language and Culture for Communication,
Dipun AppliediLinguistics
- Experience: minimum 7 years in tgachlng courses relating to ESP
Rater no.Z2
- Qualification: PhD..in Applled nguustlcs
- Experience: minimum 8 years in teaching.courses relating to ESP

(4) Rater training: Assessors will be trained prior to i€st events.
(5) Rating procedure: Scores are marked on the answer.sheet. Assessors
work independently.
(6) Rating conditions: Both of the assessors will do their rating on the
photocopied version of the answer sheets.

1/7.Plan for evaluating the qualities'of good test practice:
Reliability: inter-rater (using correlation)
\alidity: construct and content validity can be checked with the objectives
of the lesson and:construct of the test by experts and the researcher
of the study,

1.8 Test task details
(1) Scores: 60 points (20 each)
(2) Purpose: To directly evaluate test takers’ ability to write request e-mails,
enquiry e-mails, and investigation reports
(3) Course Objective: objectives 1, 2, 3, and 4
(4) Item: 3 items (no. 1-3)
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Input
Prompt
Feature of context
Setting In a company in Thailand
Purpose To write a request e-mail to a supplier in the USA
Tone Explicit: formal
Language Standard English
Problem implicit: a machingds broken down
identification
Input data 4
Format Prompt
Vehicle of delivery _"Written
Expected Respense )
Format Wiritten

Response content
language

Clear, understandable, and appropriate content with
approepriate-request e-mail organization

Background Explanation ofia machine which is broken down
knowledge i

Level of comimon sifuation in engineering work
authenticity: ' -

situation 4/

i

Interaction between in;

g )

put-and response !

Reactivity Nen-reciprocal
Scope -~ -Narrow: based on prompt
Directness Moderately: must use information based on the prompt
e together with background knowledge in the
engineering field X
Input
Prompt
Feature of context
Setting In @ company in Thailand
Purpose To write- an enquiry e-mail to ask questions
Tone Explicit: informal
Languageé Standard English
Problem Explicit: asking questions-based ‘on-the prompt given
identification

Input data
Format Prompt
Vehicle of delivery Written




Item 3

Expected response
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Format

Written

Response content
language

appropriate enquiry e-mail organization

Clear, understandable, and appropriate content with

Background Technology knowledge

knowledge

Level of common situation in engineering work
authenticity:

situation

Interaction between in

utand response

Reactivity Non-reciprocal
Scope Narrow: based on prompt
Directness Narrow: must use information based on the prompt
n
Prompt
Feature of context —
Setting In @ campany in Thailand
Purpose T@ write én investigation report
Tone Explicit: formal™
Language Standard English™ ™
Problem Implicit:there iéﬂitain problem with a product
identification =N
it i
Input data — il
Format Prompt F A=
Vehicle of Written
delivery
Expected response
Format Written

Response content
language

appropriate investigation report organization

Clear, understandable, and appropriate content with

Background Explanation.of-the cause ofithe preblem and its
knowledge solution

Level of Fairy: common situation in engineering work
authenticity:

situation

Interaction between inhput andresponse

Reactivity Non-reciprocal
Scope Narrow: based on prompt
Directness Moderately: must use information based on the

prompt, with background knowledge in the
engineering field




1.9 Target Language Use (TLU) situations and tasks
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TLU situations TLU tasks Assessment(construct) Items
no.
1. Writing a 1. Writing a request e- | 1. Background knowledge 1
request e-mail to | mail to a supplier in | 2. Language knowledge
asupplierinthe | the USA to ask for 2.1 Grammar knowledge
USA their technical 2.2 Textual knowledge
suggestion to fix a 2:3 Eunctional knowledge
machine since the 2.4 Seeiolinguistic
machine.has broken knowledge
down v
2. Writing an 2. Writing anenquiry | 1. Background knowledge 2
enquiry e-mail e-mail'to,ask 2. Language knowledge
between two questions “ 2.1 Grammar knowledge
engineers 1 2.2 Textual knowledge
2.3 Functional knowledge
| 2.4 Sociolinguistic
|, knowledge
3. Writing an 3. \\riting an ., | 1,Background knowledge 3
investigation investigation report .~} 2. Language knowledge
report to the to the head of the [+ 2.1 Grammar knowledge
head of the department about a {1 2:2 Textual knowledge
department stain problem, its . 2.3 Functional knowledge
cause, and the* 2.4 Sociolinguistic
counternieasure _ knowledge

2. Test items 1-3

i i
i
i Ji-d™

o
d el

1. Situation: You-are an engineer at Amano in Thailand. Oné of your machines,
KBW257, has broken down, and production has stopped. You have to contact a
supplier in the JSA whom you have never contacted before:~

Instruction: Write an e-mail to a supplierinthe USA to request urgent technical
suggestion to fix the machine. Make sure you provide

e (etails of the machine’s problem (such'as which parts of machine, its noise,
speed, ‘etc.)

e what your have done so farto solve the problem.yourself

e |nformation to convince the recipient to take action immediately
Use the information provided belowto help you write‘the e-mail.

The Details of the 'machine.
PS serial number: jygf8741
Tap setting:

1.#**2697845
2. #***125836

Don’t write more than 100 words. (20 points)
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2. Situation: Your name is Piyapong. You are a product engineer for a
machinery company in Thailand. You are a friend of a regional application
engineer (Philip Andrew) who works in the same company in Malaysia. You
have known him for many years and is quite close to him. He regularly sends
your e-mails to ask you to test samples for him. Now you are testing the
samples of the latest project, and you have to send him back the results.

Instruction: Write an e-mail to Philip Andrew ta.tell him the current status of
your work and ask him questions using theinformation given below.

Information:
1. whether or not Philip.needs hardware attachiments for the samples requested
2. the place and location. te-send the samples
3. the number of pads for shear.iest data
4. ask one more question yeu think is important to this e-mail using your own idea

Dopgt'wriie morg tharn-I00 words. (20 points)

3. Situation: You are a process engineer. You_ work at a steel company in
Thailand (NSA). The customer(FMP) returned a product, hot roll steel sheet,

to your company because of a stain (maﬁ]@u) on it.

Instruction: Write an investigation report to your boss. Be sure to include:

e the information about the problem (stam) such as its color, size, and position
of the stain, roughness, eic:;

e its possible cause; and

e a way to solve the problem. Use the mformatlon below to help you find out the
cause of the problem andwrite the report.

NIJ 4

(1) The details “TIhe—product—(-a—hotrolﬁteel—slmt)‘— JI
Product: rold'iem coil number 1459823 and 1459862

Prod‘ct size =1.6*1219 mm

(2) The cause of the'stain can be one of the four stages of the’process of pickling
and oil coating a hat roll steel sheet (see no, 3 below). Think of a possible

cause ofthe stain and-a way: te;solveithe-problem based.on your
background knowledge. Don’t worry whether your solution i$ correct or not.

(3) The pracess of pickling and oil coating a hot roll steel sheet involves 4 stages
as follows:
1 Pickling*(by acid)
2./Rinsing (by water)
3. Drying (by blowing)
4. Coating (with oil)

Don’t write more than 100 words. (20 points)
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score | Background Textual Sociolinguistic | Word choices Grammatical
knowledge knowledge knowledge knowledge
and
Functional
knowledge
4 has relevant, | all necessary | has effective use of | shows
clear, moves are appropriate or | wide variety of | excellent
logical, and made; mostly lexical items; language use
complete demonstrate | appropriate word form (e.g. avariety
content based | knowledge of | language and mastery of sentence
on the function-of expression.for structures);
prompts the'required | the'purpose of contains no
provided move each move and major
expligitly writing grammatical
situations errors, but
e.g re gister, may contain
contexts and some minor
;Situations errors
3 is relevant misseg’some/ | has many Variety of has varied
and clear minor appropriate lexical items sentence
or/and ngeessary / -+ | languagesand | with some structures;
misses a few | moves, but the | .expressions for | problems but contains few
parts of the | textis still the purpose of not causing major
content based | logical and.+ «‘|‘each move and | comprehension | grammatical
on the clear, prwriting ¢ difficulties; errors and/ or
prompts demonstrates: J situations . good control of | several minor
provided agreat e.g register; f, word form errors
amount of contexts-and =+
knowledge of — situations = .
function-of the i &
. | required move
2 somewhat _. | misses a few | has rather alimited. contains
relevant,. | major limited ‘variety of several major
clear but™ - | necessary appropriate lexical items and minor
misses some | moves which | language and occasionally grammatical
parts of the <..| make the text | expression for causing. errors
content based | lack clear the purpose of comprehension
on the meaning, each move.and | problems;
prompts demonstrates (| wiriting maoderate word
quite limited | situations, form control
knowledge of | e.g register,
function of the |.contexts and
required move | situations
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1 is unclear
or/and
misses

prompts
provided

several parts
of the content
based on the

Few moves
are clearly
made,
demonstrate
limited or no
knowledge of

function of the

required m

AULININTNEINS

-i ‘

has very
limited
appropriate
language and
expressions for
the purpose of

H“xhi,}", v‘

Ilgl“or.

2.g registel

situations

a limited
variety of
lexical items;
poor word
form control

CoNtexts Nt

contains too
many major
and minor
grammatical
errors for clear
meaning

ARIAN TN INYAE
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APPENDIX D
Course Structure
Details of English writing for Engineers course
Goal
By the end of the course, students will be able to write request and enquiry e-
mails, including investigation reports with appropriate use of language.

1. Course objectives

By the end of the course, the students shoula-be able to:

1. write request e-mails appropriately in the engineering social contexts

2. write enquiry-e=mails.appropriately in the engineering social contexts

3. write investigation reports appropriately in the engineering social contexts
4. edit theiwown vaittentexis

2. Course structure

The English Writing for Engingers course is developed for undergraduate
engineering students at King Mongkut’s University of Technology North Bangkok. It is
an elective course undgr the English for specific purposes course. It is a 17-week course
which was taught three hours per week. It isa three credit course. The course structure
is as follows: :

Course title: English Writing for Englﬁeefs
Status: Elective course Y A
Students who passed-the fundamental courses, English I and 11, can
enroll in the course.
Pre-requisite: English I'and 1l
Credit: 3 (3-0)

3. Course-description

Forms, organization, and how to compose various types.of written engineering
texts. The topics include request e-mails, enquiry e-mails, and investigation reports.
Vocabulary relating to the-tepics and appropriate’use of language depending on levels
of formality.

4. Course contents

Thecourrse consists.ofthree units:writing regquest'esmails) enguiry,e-mails,
and investigation reports.

5. Writing achievement criteria (During and at the end of the course)

Unit test (formative tests)
Homework (pair work and individual work)
Final exam (summative test)

6. Lesson plans (See appendix E)



Learning objectives

Unit 1: Request E-mail Writing (5 sessmns7 |
By the end of this unit, the students should be able to:

1. write request e-mails appropriately in the engineeri

2. edit their writing texts

Lesson 1.1: Request E-mail Writing
Stage 1: Building the context
Note: CW is class work, GW is group work, IW

:

ey

279

"%ﬁ
x n

Duration Topic Language/ i er nance “ A Materials Assessment
skills Focus @HEP '
10 mins 1. Warm-Up - udents will bg able to | Class dis - 1. Showing their
1. thipk about'their -~ ‘ opinion
backgrou _a_tl:ig'g:, :
in terms te-maitlsf
Writing ""-""...T‘
20 mins 2. Introducing to Vocabulary, 1. identify-the = = ::‘r'- I nging the 1. Request e-mail 1. Identifying the
request e-mail Reading | : No.1 characteristics and

writing

ey —— L ————
‘-t-_llllll?‘l.ll.l.lllll_k'!-__..ﬂ L<ImMmine gl -h-

y,,——*' Y]

3. comprehend the

‘. message of request e-

UL TNANTNENT

vocabula

format of request
e-mail.

2. Guessing the
meaning of
vocabulary

3. Answering
comprehension
questions

ATl N A

6.2
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Teaching procedures: warm up

1. Teacher asks students questions:

e Have you ever seen or written a request e-mail before?

 How do you know whether it is a request e-mail?

2. Teacher writes down the stu " e board.

Teaching procedures: int

1. Students work in.groups to rearrange pal and answer
(4 E-mail No. \

comprehension.qt

2. Teacher elicit the language form,

showing the request fuict

ﬂ‘UEJ’JVIWITWEﬂﬂ‘S
ammmmumawmaﬂ



Lesson 1.2: Request E-mail Writing

Stage 2 Part I: Modeling and deconstructing

2

,-J

Duration Topic Language/skill 'F forman Mties Materials Assessment
Focus F AL/ NS

1.30 hrs Modeling part 1 | Reading, move tsawill'be able V \
analysis - ' N = AR N, '

1. identify a:_; | 1. Textua 1. Request e-mail 1. Identifying

ail writing Nos. 1A, 1B, and 2B | the
2. Exercise 1 : components
vocabulary of request e-

ge choices | lexico-grammar,

lang Lten
of polite, formal, and .~ forms "
informal Wwriting ' 3. Class discussion

4. identify'vocabulary in_ ~of sociolinguistic
vari Ma Bt ) edge W)

_fa Y, |
AL INEV TN

3. Move and Step list

4. Exercise2: request
expression

5. Exercise 3:
Vocabulary review

6. Exercise 4:
Grammar review

(past and present
participle)

mail

2. Analysing
moves

3. ldentifying
appropriate
language
choices

4. ldentifying
the meaning
of
vocabulary

5. Identifying
language
used in e-
mail

ARIANTU NI INYINY
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Teaching procedures: stage 2 part 1

1. Teacher shows the complete version of e-mail No.1 again on the projector and
asks the following questions. (# E-mail No. 1)
Questions:

e What is the relationship betweenithem? (colleague)

¢ Do you think Chokchai 1s senior, juniorer approximately equal to
Brandon?._(junior)

o What parts of the text indicate their relationship? (opening salutation,
Pleaseforfard” 4 4.4 L.\ )/ If Chokehal is a senior or equal, it should
use DeapChokehal or Hi Chokehai instead. If Chokchai is a senior, it
should usgimoge polite.requestform such as | would be grateful
if.... 4. 4 or Would you mi,hd .................

2. Teacher asks students to read the twdn,e-rhail samples and asks questions.

(# E-mail Nos. 1B, 2B) “

Questions; . “

e Can you guess what is the relafii;qship between the two engineers?

e Are they equal?How do you kn@yé 7

3. Teacher points out the differences betweé_n_’ }Yv,o,e-mails and explains that
knowing the relationship between readers ahd writers is necessary. It helps the
writers tq use appropriate fanguage. '

Teacher explains: These two e-mails are different in terms of the relationship
between theveader and the writer and this reflect the way they write. E-mail No.
1B shows that'theswriter knows the reader well. This can be seen from the
opening and-. closing “salutation; 'including ‘the closing, communication parts.
Reguest from in e-mail No. 2B is more polite than e-mail No. 1B.

4. Teacher asks students to match the name of eaghsmove of a request €-mail with
the e-mail component. (#E-mail No. 1A)

5. Teacher asks students to give their answer.

6. Teacher provides details of the body of e-mail request of engineers (list of move
analysis) (six moves and steps of each move: opening salutation, establishing
correspondence chain, introducing purpose, attaching documents, closing

correspondence, closing salutation). (# List of move analysis)
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7. Teacher points out the words ‘move’ and ‘step’ and their detail in e-mail No.

1A. (# E-mail No. 1A)
Teacher explains: According to the move analysis list, students will see

explicitly the organization of e-mail but it is not enough. Students need to be

3
AULININTNEINS
ARIANTAUNM TN



Lesson 2: Stage 2 Part 2: Modeling and Deconstructing

o
Duration Topic Language/ | Performaneeobjecires Activities Teaching Aids Assessment
skill Focus
3hrs Familiarization | Move Studeniswill besable to ‘
analysis \

1. analyze maoyes of 1. Move analysis | 1. Request e-mail 1. Analyzing
request gdmailwiiting! [ GV N0s.3, 4,5 moves
samples. 1 2. Move 2. Worksheet themselves.

2. recognizeand . familiarization Nos.1,2,3 2. Recognizing
familiagize themselves exercises €W 3. Exercise 1: moves of
with moveg of request* ‘| 3. Grammar introduction request e-mail
e-mail writing. review exercise | vocabulary writing.

3. identify Using (1 exercise for e-mail | 3. Identifying
language choices in“+ | 4. Vc')éz:ibulary no.3 language
each move'in terms.of . | review exercise | 4. Move choice in each
polite, formal, and e familiarization move in
informal situations. . | 5. Soeiolinguistic | exercises (2,3,4) terms of

i = knowledge 5. Exercise 5: polite, formal,
conclusion “Y | votabulary review | and informal
- =6-Writing——————-6-"Exercise 6: situations.

4. create their writing strategy grammar review 4. Creating
strategies in different | brainstorming | 7. Sociolinguistic logical and
request situations. e conclusion form reasonable

7. Grammar 8. Grammar writing
identification knowledge strategies.
5.identify language dramstorming concluston form 5. Identifying
knowledgeused in T 9. Exercise 8: grammar used
each move brainstorming in each move

284
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Teaching procedures: stage 2 part 2

1. Students are asked to do introduction vocabulary exercise for e-mail No. 3.
(# Vocabulary Exercise 1)

2. Students work together in groups to analyze moves of request e-mail sample
Nos. 3, 4, and 5. Use questions in the worksheet as a guideline to analyze
relationship between reader and writer, writing context, purpose of each move,
structural form: please..., sociolinguistic knewledge, writing strategy, and lexico-
grammar: vocabulary;.tense, (# Email Nos. 344, and.5 and Worksheet Nos. 1, 2,
and 3). '

3. Teacher providesthe correet answers for the three samples in e-mail Nos. 3, 4 and
5.

4. Teacher asks studepits to focus on language forms in each move in those emails.
Teacher explains the purpose of Using those language forms.

5. Teacher reviews grammar points which students can see from the result of the
analysis if necessary (passive voice, tensTés, modal, and if clause (fact)).

6. Students do more gxercises to familiarize themselves with six moves of request
e-mail. (# Exercises 2:4) = 4

7. Teacher asks students tofocus on languafgéf forms in each move in those emails.
Teacher explains the purpose of using thoéétlanguage forms.

8. Students are asked to conclude the charactérzi'sﬁtjs of moves.

9. Teacher asks students to do vocabulary re\ﬁiésw exercise 5 and grammar review
exercise 6. (# Exercises 5 and 6) T

10. Teacher asks'students to gather language (in terms of sociolinguistics knowledge)
in Move 1, Mové 3 step 1, and Move 5, and fill that information in the form given
(group work). (#Sociolinguistic conclusion form) The information is also divided
into formal and-informal forms.

11. Teacher providesrmore information of sogialinguistic knowledge in each move.

12. Teacher @sks students;to’conclude/grammar knowledge Used.in each move,
especially inimoves 2,13, and 4 from exercises and e-mail exploredpreviously.
(# Grammar conclusion form)

13, Teacher provides more.information about.grammar knowledge in each move.

14. Teacher asks students to.create possible writing tactics or reasons they can‘use in
order to make request provided stronger reasons according to various working
situations and conditions. (# Exercise 8)



Lesson 3.1: Stage 3: Joint Negotiation

y,

Duration | Topic Language/ | Pgifol m&\ -k_‘__’ﬁ Teaching Aids Assessment
skill Focus M \
1.5 hrs Joint Negotiation Writing, Editing | St B\"\,‘ \
Wi \ e- | 1. Request e-mail 1. Checking
\ -."'. k et R\: No.6 whether students
ps | 2. Editing checklist | can write a

3. Assituation for
writing

4, Controlled
writing exercises
Nos. 1 and 2

request e-mail
together in group
and in class

2. Checking
whether students
can edit a request
e-mail
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Teaching procedures: stage 3
1. Teacher shows a request e-mail sample and asks students to practice editing

together in class. (# E-mail No. 6)

2. Teacher asks students to practice
Exercises 1, 2)
3. Teacher asks students t

group outliﬂ I | m
6. Students exchange their work for group editing. (# E-mail writing checklist)
7. Each group rei’isﬂheir work and submits it to the teacher.

N ‘ﬂbﬁ‘ﬁ“w BIn3
QWWMﬂ‘iGM 1N1INYAY



Lesson 3.2 : Request e-mail writing
Stage 4: Independent Writing

Assessment

Duration Topic Language/ Teaching Aids
skill Focus

1.5hrs Independent writing | Writing,
Editing

: Tape script No.1
2. Situation Nos.2
and 3

‘3. Editing checklist

SR~

TR

b
A

1. Understanding
the conversation.

2. Writing a request
e-mail in pair
and individually

3. Editing a request
e-mail

ﬂ'lJEl’JVIEWI‘iWEI’]ﬂ‘i
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Teaching procedure: stage 4

1.

Students work in pairs to listen to a conversation and answer the comprehension
questions. The information from the conversation leads to writing e-mail

situation (# Tape script No. 1

Students write a request e-i ng the information from the conversation
and the prompt providec - brams outlining, receiving feedback
(from Teacher), re { in w‘t) editing their work (use

editing checkli 2Vising: peer editing with groups, revising their work,

(planning, ot
Each student g

tuation 3)
evise their writing.

\ ends to do cross-

Teacher gives them f alks about progress on their writing

AULININTNEINS
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Stage 5: Comparing

Duration Topic Language/
skill Focus
30 mins Comparing Comparing request

e-mails with other

types of written texts

card from the
second session)

Teaching Aids Assessment
1. Situation 1. Checking

| information whether

| (worksheet No.3, students can
wedding invitation | compare

moves between
writing request
e-mail and an
inviting
wedding card

AU INENINGINS
ARIANTU NI INYINY
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Teaching procedures: stage 5

1. Teacher talks about students’ writing work from the last session.
2. Teacher reviews details of move

riting request e-mail and then reviews

AULININTNEINS
AR TUNN NN Y
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APPENDIX F
Attitude questionnaire

Part I: Previous experience before attending the English for Engineers
course

1.1 What kind of English writing texts have you written before attending the English
for Engineers course?

Instruction: Please tick ('/).in the brackets:belew. You can choose more than
one type of genres.

( ) 1. diaries

( ) 2. journals

() 3. letters

( ) 4. summaries F

( ) 5. reflections'on assigned readings

( ) 6. short-answess to comprehenswn questlons
( ) 7. short messages

( ) 8. essays 4

( ) 9. others please specify..... ...

1.2 What is the length of the ertten work you: have written before attending this
course? ‘
. J

( ) 1. about 1 paragraph_{ ) 2. more tﬁﬁn‘ on_e paragraph () 3. an essay
1.3 What did you feel about Englishwriting beﬁe attendmg this course?

( ) 1. 1 really liked it because ..........

( ) 2.1 liked it because .......

( ) 3. I wrote it because it had to write and sometimes I \Was forced to write.
( ) 4. 1did not like much because .............

( ) 5. 1did not like it at all because .........".

1.4 Was writing English difficult before attending this course?

1. very difficult
2. difficult

3. not so difficult
4

)
)
)
) 4. not difficult at all

(
(
(
(

Part Il: Attitude after attending the English for Engineers course
Instruction: Please tick ( 7 ) in the blanks in each item.

Score 5 means strongly agree
Score 4 means agree

Score 3 means neutral

Score 2 means disagree

Score 1 means strongly disagree
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Content

Level of attitude

5

4

3

2

1

Objectives and contents of the course

1. Course objectives are suitable.

2. Contents of the course in general are interesting.

3. The difficulty level of the contents of the course suits my
English background knowledge.

4. Contents of the course in general are suitable for.ihe teaching
session (3 units for twelvesessions)

5. Contents of the course'meet my expectation.

6. Contents of the course®matchrthe objectives of the course.

7. The content of the course can imprave my writing ability in
order to work as.an engineerin the future,

Teaching methodology and activities — —

8. There is a wide variety of activities and exe'rcises

9. Activities and exercisés inach unit can merove my writing
ability in each typeof genre. i

10. Activities and exercises of each unit in gerrei:al are suitable.

11. Activities and exercises of each unit are suntj{b_le for my
English background knowledge. e 4y

12. The teaching method of having students anahtze samples of

written texts and then asking students to pradtrce writing in
class, in pair, imgroups, and individually are suitable.

13. | like studying w&fnends inagroup.

14. | learn and improve my writing ability through studying in a 7

group.

A

15. Studying through-analyzing samples of genre before the
independent writing stage helps me to write well.

16. | learnshowito writelfrom pairwerk.

17. | feel uncomfertable whan studying in a group.

18. | like the'stage of independent writing.

19, | think that practieing-writing.ina class ismecessary:

20. | can write because | understand andfemember the genre
analysis results.

21. Awareness of the relationship between the reader and the
writer helps me use language appropriately.

22. Practicing thinking and using writing strategies are useful

because it helps the writer plan writing organization and its
details appropriately.
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23. This course provides enough opportunities to write.

24. This course is learner-centered because students learn by
doing activities and exercises themselves.

25. | like the way that the teacher provides broad instruction

because students are free to create the details of what they want
to communicate.

26. The stage of genre analysis is difficult.

Teacher

27. The course contents and teaching aids are prepared suitably.

28. Her teaching methodology helps students understand the
lessons easily.

29. Teacher is friendly.and hasa geod relationship with students

Evaluation B

30. Explaining the evaluation criteria before evaluatlng writing
achievement is suitable. i -

31. The evaluation criteria are clear an(}suita{;'lle

32. Editing our own writing and our frlends wrltrng Is suitable.

Writing achievement i
33. After attending this course, | stillithink tha_it' English writing is
very difficult. ‘ A/

=

34. | think that I can write English better.

J

35. | feel confident in working as-an-engineer m—_the f'uture

36. 1’m sure that | will face difficulty in writing in the future.

Additional comments and suggestions

37.1’d love to reCommend-this-course-to-my-friends=———————

38. | think that this course is useful for working as an engineer in |
the future.

39. | think that it is good if we have group changing after each
unit.

40. When.hcome across other'genres, | think that I'can apply

what | learn fromethis course to'write different types of genre.

Part 111: Attitudes and suggestion about the'course

Instruction: Wiite your attitudes and suggestion about the course.
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APPENDIX G
Student logs

Instruction: Write down your attitudes and suggestions for the English for
Engineers course in response to the items below.

1. S /f/)o they need to be improved? How?
2. ' |mproved') How?
e —
——
3. of 1 '.r, M) suitable? Do they
need to be im d@* How? / uestionnai s 8-26)
4. Which teaching activities do you |i not like.a teaching stage?
5. Ve analysis suitable for
engineering st
6. eaking, explanation and
what should she items 27-29)
7 be improved? How?
A Y - _
8. How do you feel about Wrrt’ n§1n E'ng ' _'r"* is course? Do you

36)

9. Doyou j ident in wr 6)
10. Overall, w I do you like about this course? What are‘m outstanding aspects
of this course? l‘,To verify items 1- 40)

ﬁﬂﬂﬂ%ﬂ PERHAT
AR AINIUNNRIINYIAE
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10.

11.

12.

13.

14.

15.
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APPENDIX H
Interview Questions

Are the objectives of each lesson suitable? Do they need to be improved? How?
Which one do you like most or least? Why? (To verify questionnaire item 1)

Are the course contents suitable? Do they.need to be improved? How?
(To verify questionnaire items 2-7)

. Is the difficulty level of the course suitabie? (Fo verify questionnaire item 3)

Do you think teaching through thé GBA SUits the engineering context and
engineering students? \Why?4f not, what are the obstacles? What is better than
this? (To verify guestioanaire items 8-26)

Do you think thatfive ieaching stages are suitable? Do they need to be
improved? \Wihat areitheproblems? Which activities do you like most or least?
(To verify questionnaire items 8-26) «

Do you thinkthat you have learned-how to write from group work? How about
the teacher; howsmuch haveyou Iearned from her? (To verify questionnaire
items 8-26)

Do we need to change the‘group at the 'e_.nd'of each unit? If not, when should we

change it? (To verify.guestionnaire items 8-26)
il

What are the strengths and weaknesses of the teacher?
(To verify questionnaire items 27-29) '

Are the evaluation criteria-suitable? Which_gnes do we need to improve? Why?
(To verifysguestionnaire items 30-32)

Is it suitablestotinform the students-about the'evaluationeriteria before doing the
test? (To"verify questionnaire items 30)

After attending the course, do you still think that writing iIs difficult?
(To verify questionnaire item 33)

Hasyour writing ability improved?. What genres.can.you.writeawell at present?
(TG verify questionnaire items 33-35)

Do'you feel more confident about writing in English? How? Why?
(To verify questionnaire itemi35)

What are the benefits of this course? What should be improved?
(To verify questionnaire item-1-40)

If you come across other genres when you are working in the future, do you
think you can analyze those genres yourself? Will you write those genres?

(To verify questionnaire question 33-36)
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APPENDIX |
Normal Distribution

Pretest

: Cumulative
Frequen | ¥y lid Percent Percent

Valid 8

3.8 3.8
7.7
11.5
15.4
19.2
23.1
26.9
30.8
34.6
38.5
50.0
53.8
61.5
65.4
69.2
73.1
76.9
80.8
84.6
88.5
92.3
96.2
'_—_—7.==.7.:; 100.0
N ‘

One-Sample Kolmogorov-Smirnov Test

13
15
17
17

Std Deviation
Most Extreme Absolute 171 QS
Kolmogorov-Smirnov Z .869 |
Asymp. Sig. (2-tailed) 436

a. Test distribution is Normal.
b. calculated from data.
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APPENDIX J

Summarizing of lexico-grammatical features (investigation report, request e-mail,
and enquiry e-mail)

1. Investigation report
Move 1 Step 1 (Statement of the pro identifying information)

1. A informed B of — 7 _
e.g. Customer inforine Yj/ oil stain pr AAA pickling material.

2. Passive voice
e.g. Aistorn.
A is stuck.

3. Present simple |
e.g. Aisbigger tha
A are out © r

1Jrl ‘

4. A informed B that sentence. ‘.g‘ “' r

e.g. A informed B that ‘ eyWr‘

5. They found that sentence. i —‘.‘."’a‘_’ A
e.g. We founl at th axceeded the max

6. Noun 3
e.g. Mistake on shipmi

Fl
7. Present perfect'f!%se
e.g. AAA has beenfnmed of a rust probItﬂoccurrlng on___

LeX|con ,

e

1. Words for |dent|fy|ng problem
Adjectives: e.g out of order, defectlvg short

AR I NNANYNA Y

2iVerbs introducing identifying problem
e.g find, inform
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Move 1 Step 2 (Statement of the problem: providing information)
Grammar or linguistic features

Present simple tense
e.g. The problem coil number is 12587

Lexicon

Verbs explaining information
Verbs: verb to be ( is, are, was, were)

Move 2 Step 1 (Investigation process: ideptifying the-eause of problem)

Grammar or linguistiefeatures

1. Xis/was causeddby Noun.
e.g. The problem of dark surface is cau§ed by the different heat level.

2. The possible rogi€auge is Noun. =
e.g. The possibleiroot gause Is Interference between the carpet sock and the pivot.

¥

3. X may result from Noun. - J
e.g. The problem may result from some é_[_e,qse_i drops.

4. The root cause seems to be Noun.~ = =
e.g. The root cause seems to be'the over consumption of current.

5. It can be concluded that the root cause o]"problem is Noun.

e.g. It can be concluded that the root cause of the problem is the damage of
containers. .‘

6. Past S|mple tense A

e.g. The operators did not check the spring of the Jector p|n Dy... Therefore, they
did not see that the Jector spring was cut.

7. Theproblem-were-resulted from

8. The root cause'is that sentence.
e.g. The root cause is that the working area is not planned properly.

9./ Noun is the'cause of the prablem.

Lexicon

Words for identifying cause

Nouns: e.g root cause, cause of problem, possible root cause

Verbs: e.g was caused by....., result from...., root cause seems to be.....,
to be resulted from
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Move 2 Step 2 (Investigation process: investigation in action)

Grammar or linguistic features

1. AAA has investigated by Noun.
e.g. AAA has investigated the surface by using scanning.

2. Present simple tense
e.g Operators check work pieces and there are no mistakes.

3. Past simple tense
e.g. An operator did not.eheck KC and recordsthe results on the card.

The scale layer could not be removed by pickling with acid.

A investigated the eatise.of the problem by :

Lexicon

Verbs denoting investigation process

Verbs: e.g check, inspecty investigate

Move 3 Step 1 (Countermeasure: permanent Coynpermeasure)

Grammar or linguistic features ¥,

i

1. Present perfect tense il
e.g. AAA has increased the coating oil. ‘

2. Future simple tense
e.g AAA wilnstall a pressure swiatch and an alarmesystens

3. Modal
e.g. The working area must be arranged better as follows:

4. The permanent actiensis that sentence.
e.g. The permanent action is that the supplier will Increase

5. Instruction form
e.g. check.all the process.again.

Lexicon

Words for countermeasure
Verbs: e.g change, decrease, prevent, follow, explain
Nouns: permanent countermeasure, measure, permanent action




Move 3 Step 2 (Countermeasure: immediate countermeasure)

Grammar or linguistic features

301

1. A, B, C were done as the intermediate countermeasure after the problem was
found.
e.g. Resorting, rechecking and reworking were done as the intermediate
countermeasure after the problem was found.

2. Present continuous tense
e.g. We are installing some fuses into the board to protect the sockets from
over current.

3. Future simple tense
e.g. The pipe will'be changed as soon as pessible.
1

4. Containment action: instruction form

5. The intermediate gountermeasure was dé_ne with Noun.
e.g. The intermediate Countermeasure was done with 100 % check at GM.

v
&

Lexicon

Words for intermediateé countermeasuie

4

. . . o L
Nouns: containment, intermediate-cotintermeasure:
Verbs: change, replace, send ' :

g

2. Request e-mails
Move 1 (Openingsalutation)
Lexicon :

Opening address: e.g/Dear sir, Hello, Dear Mr. ... ....

Move 2 step 1 (Establishing correspondence chain: referring.to previous events or
contacts)
Grammar or linguistic features

Past simpletense
€ig. As disctissediinithe meeting lastweek,
Referring to'your:mail dated ,

Regarding the request from :
You visited the AAA booth and discussed about
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Lexicon

Phrases referring to previous events
e.g As discussed, Referring to, Regard to, With reference to

Verbs: e.g discuss, request

Move 2 step 2 (Establishing correspondence chain: introducing themselves)

Present simple tense

e.g. My name is . | werk as an-engineer for in the
department of

Move 3 step 1 (IntredtCingspurposes: requesting)
Grammar or linguistigifeatures |

Please + verb 1

Could you please +.verb 1 i

| was wondering if

I need your help with

I would like you to

Lexicon — =

Words for requesting o
Verbs: con#irm, send, provide, decide, check, forward
Modal (shew politeness): could, would, would like

Move 3 step 2 (Introducing purposes: providing information) =
Grammar or linguistic features

Present simple tense
e.g. Our designer needs the information today.

Present perfect tense
e.g. I'have recommended that shop floor change the hardware.

Future simple tense
e.g. Weawill visit again.

Modal
e.g. AAA would like to work on developing a new product called super roof.
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Lexicon

Words showing requesting
Coordinating conjunction: e.g because, since

Move 4 (Attaching document)

More information is in the attached file
This attached file is '
More information is attachec

For more information,pleas lttai men ‘.‘
Move 5 (Closing corres _g‘(/t/)‘\\\\

I”’m waiting for youireply

If you have any question, pleasg dg ri ,,: itz " "
Your early reply will be appreciated. \
Feel free for any ques 'y | , \ ‘, N

Enquiry e-mails

The linguistic features ana sig .:P.lf" Qf? qu 1ails are similar to that of request e-

mails, except for move 3 step 1 (Intraducing p

I

)ses: asking questions) concerning

asking questions based on Asking questions need

various forms of tense and structure. With these reasons, the linguistic features analysis
results of enqui ‘ al ‘the-same as the analysis

results of linguistic features of reque: addition thm are no specific forms

and structures of asklng questions. It depends on situations and contexts.

ﬂﬁﬂ’)ﬂﬂﬂﬁﬂﬂ'ﬂﬂ‘ﬁ
QW']Z‘NﬂiﬂJ UAIAINYA Y
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Appendix K

Independent t-test results showing the inter-rater reliability of the pre-test and
post-test

Item 1

Teacher X
Teacher Y

p < 0.05

Item 2

Teacher X
Teacher Y

p <0.05

Item 3

Teacher X

' N \C :
Teacher Y ' Mm 7‘ \\\ 3.

p <0.05 ﬁ

' B

X

-
4
A |

ﬂUEJ’JVIWI?WEHﬂ‘i
QW]NT]‘T@NNW]’JWB’IQB
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Independent t-test results showing the inter-rater reliability of the test used in the

pilot teaching

Teacher X
Teacher Y

0.76

p < 0.05

AULININTNEINS

AN TUNMNINGINY
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Appendix M

Inter-rater reliability of the student logs using independent t-test

Teacher X
Teacher Y

p < 0.05

AULININTNEINS
AN TUNMNINGINY
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Appendix N

Inter-rater reliability of the interviews using Sign test

Frequencies

. N
GTeacherY - GTe ; ifferences? 2
‘ ' f cesP 0
Tiess / 16
Total = . : 18
a. . eac -
GTeacherx
c.G i
e
ig. a

AULININTNEINS
AR TUNN NN Y
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