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CHAPTER |
INTRODUCTION

1.1 Background of the study

Writing is one of the most challenging of the four main language skills; it is a
difficult activity for most people, both in their mother tongue and in a foreign
language. The rationale behind its difficulty is that writing in a second language does
not only use a process similar to writing in a first language, but it also requires a
certain level of language proficiency in order to master the writing (Silva, 1993;
Weigle, 2002). Additionally, the difficulty of the writing skill is due to the ways that
the writer generates ideas which require choice of proper vocabulary and sentence
structure, as well as paragraph organization to create a readable text (Richard &
Renandya, 2002). Several researchers in Thailand have investigated what causes the
problem of weak English writing ability among Thai students. The results revealed
that English writing is problematic because it requires knowledge of grammatical
rules, vocabulary and a writing structure, all different from their first language; thus
writing becomes a difficult skill for second language students, including Thai students
(Ka-kan-dee & Kaur, 2014; Pawapatcharaudom, 2007; Pinyosunun, Jivaketu, &
Sittiprapaporn, 2009; Watcharapunyawong & Usaha, 2013). Therefore, writing is a
difficult skill for foreign language students, including Thais.

Many EFL studies indicate the causes that make English writing among EFL
students a problem. Al-Khasawneh (2010) states that the teaching method and the
environment are the main causes of weaknesses in English writing. The teacher’s lack
of motivation and interest is another cause that affects the students. Also, the use of
L1 in the classroom and the lack of writing practice are an issue. Rabab’ah (2003)
affirms that EFL students have a limited vocabulary; therefore students end up
repeating the same words over and over, hindering their creativity. Adas and Bakir
(2013) support the theory that EFL students only employ the present tense in their

writing. Also, the ill-structured sentences used in their writing make it tough to



understand. Importantly, students are unwilling to share their writing with their peers
or they do not get suitable feedback from their peers.

Writing is a problem not only in a Thai EFL context but also in a global EFL
context. The common problems in English writing that the researchers have found are
lexical limitation, grammatical errors, teaching and learning techniques, language use
in the classroom, and students’ readiness in sharing their works and expressing their
ideas in their writing (Bennui, 2008; Thep-Ackrapong, 2006). Besides that, students
have a difficulty in transferring the ideas in their native language into the target
language (Widodo, 2006).

However, not only is the English writing skill a problem but thinking skills are
also an ability that Thai students lack. The main problems with regard to thinking
skills among Thai students are based on the students’ behaviors in learning, the
friendly characteristics of Thai students and the habit of being the follower. More
importantly, the main barrier has been the Thai curriculum, which has put less effort
into promoting students’ thinking (Kaowiwattanakul, 2012). According to the study
related to thinking skills by Buranapatana (2006), the learning environment of the
Thai classroom is restricted to the role that students are passive receivers. Teaching
and learning activities are set as a routine and promote repetitious methods of
transferring knowledge. Thus, the students have limited opportunity to train their
analytical thinking as well as their critical thinking skills.

Since thinking, especially critical thinking, skills are not new features in Thai
education, one way to solve this problem suggested by the Office of National
Education (2000, p. 17) is “to give the students to think, do, check, and verify results
for application in real life. They must become self-reliant, so they are able to seek
knowledge themselves and use the knowledge gained creatively for the public
benefit.” Also, the Office of Higher Education (2013) states that the role of education
should focus more on strengthening critical thinking skills than memorization, and on
developing more practical working skills than learning theories. Importantly, the
Office of the National Educational Commission (2003) suggests the solution of the
critical thinking problem by stressing it in the National Education Act 1999, as
stipulated in section 24 that:



“In organizing the learning process, educational institutions and agencies
concerned shall provide training in thinking process, management, how to
face various situations and the application of knowledge for obviating and
solving problems; organize activities for students to draw from authentic
experience; drill in practical work for complete mastery; enable students to
think critically and acquire the reading habit and continuous thirst for
knowledge”

The aforementioned data showed the evidence that the problem has been
acknowledged by the education people and the government. It is indicated that Thai
students should acquire the skills and master the processes of critical thinking.

The thinking process is one of the skills that need to be improved in the Thai
educational system, alongside collaborative learning skills and the skill to use English
(Wongsothorn, Hiranburana, & Chinnawongs, 2002). One of the suggested ways to
improve Thai schools, recommended by Thailand Development Research Institute
(TDRI), is that “students must learn the skills and knowledge necessary to live and
work in the 21st century. The ability to think for themselves, critical thinking, and
team building are what was needed to include in the Thai educational system”
(Tangkitvanich, 2013, p. 3). The Office of the Higher Education Commission (2013)
underlines the role of educational institutions in placing more emphasis on
strengthening critical thinking skills than memorization and in developing more
practical working skills than learning theories. The aforementioned issues show that
teaching language skills is not sufficient; thinking skills should be focused on in the
language classroom as well as other skills.

Writing and thinking are skills that go together; that is when people write,
people think about what they have to write. According to Harris (1989); Langer and
Applebee (1987); Menary (2007); and Stanovich (1986), writing can help establish
acts of thinking. It is an intellectual tool that can change the way people think.
Klimova (2013) suggests that students use thinking processes when they compose a
text. It can be demonstrated in the following ways according to Bloom’s Taxonomy
cited in Klimova (2013): (1) collecting information is one of the lower thinking skills
under the categories of knowledge, (2) describing the background of the topic is also

one of the lower thinking skills, namely: knowledge and comprehension, (3)



identifying and comparing arguments is one of the higher lower-thinking skills under
the categories of comprehension and analysis, and (4) formulating and verifying
conclusions are synthesis and evaluation skills that are among the higher-order
thinking skills. Therefore, in order to create an effective English writing classroom,
the course should implement the development of the students’ thinking skills along
with the writing practice. In Thailand, both writing ability and thinking skills are
problematic in English language learning in terms of the students’ abilities and the
educational system. The mentioned skills are very important for Thai educators to
take into consideration.

The students majoring in English at Srinakharinwirot University are a group
that is expected to have a high proficiency in English language skills. Due to the many
entrance requirements for this university, such as the ONET scores (Ordinary
National Education Test) that must be higher than 65 points out of a hundred, the
submission of a portfolio proving the ability of mastering the English language and a
face-to face interview in English, the students are expected to have a good command
of English at B1 level based on the Common European framework. Due to their high
ability in English language, this group of students is also expected to be able to write
in English and also to be able think logically, critically and creatively by showing
perfectly their thinking ability in their paragraphs.

The preliminary writing survey with thirty First year English major students
asked the students to compose a persuasive paragraph to investigate their writing
ability. The results showed that the students composed the paragraph using the
narrative techniques rather than stating their opinion. This showed that the students
tend to have the ability to finish a paragraph without the awareness of the genres of
their paragraph. Also, more than a half of the students wrote a paragraph without the
paragraph organization. Outstandingly, many students tended not to express what they
think about the issues into their paragraph but they only gave general information
toward the issues given. Lastly, the language functions such as the transitional and
tenses were spotted as another problem proved by the errors made on these tasks.
Additionally, the data from the preliminary interview showed that the students still
faced problems in English writing. Even though they could recognize the structure

and mechanics of many tenses whilst knowing lots of vocabulary, most of them



claimed that they were not confident in using the grammar and the vocabulary that
they knew in writing a proper paragraph. They also said that they were afraid of using
the new vocabulary and structures in their writing. Some students said that they were
confused about how to organize sentences and how to apply the proper tense into their
paragraph.

The survey results confirmed that the writing is not just the product from
combining grammar and vocabulary together but it is an ability that involves the
strategies. Hence, the approach that should be proposed to polish the students writing
together with facilitating them with the thinking skills activity is the genre-based
approach.

In a Thai context, the genre-based approach seems to be an appropriate
approach to teaching writing to Thai students who use English as a second language.
Many researchers have conducted studies related to genre-based writing in Thailand,
where they found that the genre-based approach can improve students’ writing, and
can also be successfully implemented in a foreign language context (Kongpetch,
2003; Krisnachinda, 2006; Payaprom, 2012).

Therefore, a genre-based approach seems to be the applicable method to
improve the aforementioned problems. The genre-based approach has its
effectiveness in that it is explicit, systematic, need-based, supportive, empowering,
critical and consciousness-raising (Hyland, 2013). Also, the genre-teaching learning-
cycle key stages are namely contextualizing, modeling, negotiating, constructing, and
connecting, which involve the thinking process to help the students complete the
writing task (Feez, 1998; Hyland, 2003, 2014). The term “genre-based writing” is not
new, and it has been defined by many experts. Genre refers to abstract, socially-
recognized ways of using language (Hyland, 2003, p. 21). “It is a term of grouping
text together representing how writers typically use language in response to a
recurring situation” (Hyland, 2014, p. 4). The genre-based writing approach is a way
of writing that emphasizes the use of appropriate language with different types of
written text and a recurring situation, which is a situation where specific written
communication takes place (Matsuda & Silva, 2010; Swales, 1990; Thornbury, 2006).
Paltridge (2001) mentions that the implementation of genre based approach can be

done by getting the students to compose a text on basic of purpose, organization and



audience. A genre represents a group of texts that share a communicative purpose by
sharing similar discourse structures and using language in a similar way. Thus, this
concept is important in teaching writing, where the teacher should be aware of
teaching the students when, what, and how they should write a text. A focus on genre
in the second language writing classroom helps the students to explore the discourse
community and a form of writing that is valuable to them in terms of application in
their lives.

The notion of move in each genre of writing also served as a significant tool
that helps to enhance the writing ability of the students. The notion of moves
identifies the textual regularities in each genre of writing and also it describes the
functions the text realizes in the relationship to the overall task (Connor, Davis, & De
Rycker, 1995). Ding (2007) mentions that in genre studies move analysis is useful
because moves are related to semantic and functional units of texts that can be
identified by their communicative purposes and linguistic boundaries. In other words,
improving the students’ writing by emphasizing on the move analysis is helpful since
it helps the students realize the consistencies and the function of the text in each
specific genre.

In addition, a genre-based approach not only encourages the students to
improve their writing but also facilitates the students’ thinking. As Fisher (1998)
affirms, thinking skills enable students to turn their experience into learning by
focusing on ‘knowing how’, rather than ‘knowing what’. Genre-based learning can
foster the students’ critical thinking skills, because the approach asks students to
analyze the text’s organization and composition strategies (Wongchareunsuk, 2001).
According to Lassiter (2014), genre pedagogy in the classroom allows the teacher to
ensure that the students will be able to think critically about the writing situations
they will encounter in the future. Also, it allows the students to understand the
practical knowledge necessary for survival in the communities. Kay and Dudley-
Evans (1998) mentions that the genre approaches encourage students to participate in
the world around them. Also, it allows the students to become more flexible in their
thinking and to realize how authors organize their writings. According to Feez (1998),
a genre-based approach encourages the students to write a composition with a clear

purpose, audience and organization in mind; meaning that the students are



encouraged to think about why they are writing a composition, who they are writing
for, and constructing their writing with clear organization. The previously-mentioned
studies on the genre-based approach revealed that a genre-based method supports the
students in being able to think critically and in developing their ideas. Additionally, a
genre-based approach was proven to help the students to think in a more flexible and
practical way. It was also proven that this approach encourages the students to think
and also enhances the students’ thinking critical skills. Therefore, to enhance the
students’ thinking skill through the genre-based approach, the Bloom’s revised
taxonomy of cognitive domain is implemented. This domain of the Bloom’s
taxonomy consists of remembering, understanding, applying, analyzing, evaluating
and creating (Anderson et al., 2001). The application of Bloom’s taxonomy is done
by applying key words and uses types of questions that can establish and encourage
critical thinking at higher levels into the teaching learning stages of a genre-based
cycle.

In helping the students get a chance of exposure to various types of genre, the
implementation of technology in blended-learning environments is the kind of
support that teachers should take into their consideration. There are many advantages
of incorporating technological tools into the proposed genre-based approach.

Firstly, word processing and applications to do the language revision for the
writing draft. Next, the students can employ presentation programs for their essay
outline or presentation. Lastly, the students can use internet resources to generate
ideas and develop them to complete the paragraph. Also, feedback can be done
through email (Widodo, 2006). Therefore, the genre-based writing instruction that is
integrated with such resources can be implemented in the context of blended learning
environment.

The term ‘blended learning’ has been defined by many experts with various
definitions. Driscoll (2002) presents four different concepts for this term, where the
term can be explained as: (1) the incorporation of web-based technology to
accomplish an educational goal, (2) the combination of the pedagogical approaches
(e.g. constructivism, behaviorism, cognitivism) to produce an optimal learning
outcome, with or without instructional technology, (3) the combination of any form of
instructional technology with face-to-face instructor-led training, and (4) the



combination of instructional technology with actual job tasks. Many researchers are
agreed that blended learning is the integration of the face-to-face classroom with
computer-mediated instruction (Bonk & Graham, 2006; P. Sharma & Barrett, 2007).
In summary, blended learning is learning which combines face-to-face instruction
with online instruction (Bonk & Graham, 2006; Driscoll, 2002; Heinze & Proctor,
2004; Kerrs & De Witt, 2010; Oliver & Trigwell, 2005).

Blended-learning is significant since it reduces the time spent in the traditional
classroom but does not eliminate it; it meets the students’ flexible time requirements
and also offers more choice for content delivery (Allan, 2006; Garnham & Kaleta,
2002; Singh, 2003). Also, pedagogical richness, access to knowledge, social
interaction, personal agency, cost effectiveness, and ease of revision are the reasons
that teachers should apply blended learning in the classroom (Osguthorpe & Graham,
2003). Blended learning should be implemented in language learning since it
enhances pedagogy, can be accessed anywhere and anytime and increases cost-
effectiveness (Stien & Graham, 2014). Blended learning also allows the students to
manage their learning and have opportunities to interact with other people through
real world tasks and tools. Dudeney and Hockly (2007) states that technology offers
the students chances to assess and practice their language through various authentic
tasks and materials. Therefore, with the appropriate technology-based materials, e.g.
applications, websites, or social networks, the genre-based approaches would
specifically help Thai students to improve their English writing ability and thinking
skills.

Technology specifically the internet is a huge part of the society and people’s
lifestyle. The higher-order thinking skills could be improved by using the computer,
since computer and technological tools are reasonable as a resource to engage a
student in a problem solving and critical thinking skills (Hopson, Simms, & Knezek,
2001). Technology, itself, does not lead to transferable thinking skill but it is a
support and resource in which thinking skills are taught, applied and learnt and also
the students’ thinking skills are specifically enhanced when teachers integrate
technology into the collaborative-learning classroom (Wegerif, 2002). Wegerif and
Dawes (2004) mentions that “programming is a good example of the use of the
computer” and the thinking skills that result from programming are diagnostic



thinking skills such as: problem-solving, planning, reasoning, and reflecting. By
integrating technology in learning, students are developing the skills such as
collaboration, and skills in problem solving and critical thinking. Churches (2008)
describes that technology could be used to enhance or support a learning experience.
He also presented Bloom’s digital taxonomy, which aims to merge and integrate
Information and Communication Technologies into the classroom and the lives of the
students, in order to improve the students’ lower-order thinking skills and higher-
order thinking skills.

In conclusion, the application of technology as a tool in blended learning
environments, in the genre-based writing class, is beneficial since it provides the
students with online authentic texts and resources, as well as technological products
that support the students in every writing process. Besides the development of English
writing ability, the technology also encourages the students to think. Computers will
not teach thinking skills directly, however, the students will be encouraged to think
critically and creatively. Wegerif (2002) states that “teaching thinking skill is
promoted by the technology-driven.” Additionally, the teacher of a genre-based
writing class should focus not only on helping students to write better, but also on
encouraging the students to make use of technological products, in order to facilitate
the students’ writing and thinking in more interesting and interactive ways.

Therefore, this study aims to develop a technology-enhanced, genre-based
writing instruction module to enhance Thai students’ English thinking skills and
writing ability. Technology as a tool in blended learning environments provides the
students with opportunities for exposure to various authentic texts in different genres
that help the students improve their writing. Genre-based writing places emphasis on
the writers’ response to a rhetorical situation through processes that not only improve
the students’ writing but also thinking skills. By knowing the purposes of the writing
tasks and being able to apply language appropriately in each genre, by the use of
technology the students will be able to improve their thinking and writing effectively.

This present study is different from other genre-based writing studies for two
main reasons. Firstly, most of the previous genre-based approaches to English writing
were constructed using the application of paper-based tools and materials. However,
this study is constructed by utilizing technology as a tool in a blended learning
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environment. Secondly, the genre-based approach is known as the proper approach in

improving second language students’ writing ability, as many researchers have proved

its effectiveness in facilitating the students’ writing. However, this present course is

developed to not only improve the students’ writing abilities but also their thinking

skills. Hence, the researcher proposes a genre-based writing instructional module in

blended learning environment (GWIMBLE) as to improve students writing ability and

thinking skills since it empowers the thinking process while presenting a way to write

a text in the recurring situation.

1.2 Research questions

To what extent does a genre-based writing instructional module in a

blended learning environment improve Thai students’ writing ability?

To what extent does a genre-based writing instructional module in a

blended learning environment improve Thai students’ thinking skills?
Are there any relationships between writing ability and thinking skills?

What is the students’ attitude toward a genre-based writing instructional

module in a blended learning environment?

1.3 Objectives of the study

The purposes of this study are:

1.

To develop a genre-based writing instructional module in a blended

learning environment.

To investigate the students’ writing ability after implementing the genre-

based writing instructional module in a blended learning environment.

To investigate the students’ thinking skills after implementing the genre-

based writing instructional module in a blended learning environment.

To investigate the relationship between writing ability and thinking skills.
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5. To investigate the students’ attitude toward using genre-based writing

instructional module in a blended learning environment.

1.4 Statements of hypothesis

Based on the reviews of literature (Feez, 1998; Hyland, 2003, 2014; Lassiter,
2014; Swales, 1990), it can be concluded that teaching English second language
writing based on the genre-approach is able to improve the students’ writing abilities
and thinking skills. Thus, the hypotheses of this study are as follows:

1. The writing scores in the post-test of the students who are taking the genre-
based writing instruction module in blended learning environment course will
be significantly higher than those obtained in the pre-test.

2. The thinking scores in the post-test of the students who are taking the genre-
based writing instruction module in blended learning environment course will
be significantly higher than those obtained in the pre-test.

3. There is a positive relationship between students’ writing ability post-test

scores and thinking skills post-test scores.

1.5 Scope of the study

The present study was carried out using a mixed-method research design. It
aimed at investigating the use of the genre-based writing instruction module in a
blended learning environment to develop writing ability and thinking skills of the EFL
students. The study sample consisted of thirty-five first year students majoring in
English from the Faculty of Humanities at Srinakharinwirot University. The
independent variable was the genre-based writing instruction module in a blended
learning environment. The dependent variables were writing ability and thinking
skills of the students and their opinion toward the lessons. Quantitative data collection
was conducted using the GWIMBLE pre-test and post-test and the attitudes’
guestionnaire, while the qualitative data was collected by means of stimulated recall,
attitude questionnaire, and focus group interview. Quantitative data was analyzed by
t-test, whereas qualitative data was analyzed by means of content analysis.
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1.6 Definition of terms

16.1

1.6.2

Writing instruction is an instruction in which the students are asked to
construct a paragraph of text in English with the appropriate focus either on
language structure, text function, creative expression, writing process, or
content (Hyland, 2003). In this study, writing instruction refers to the 15-week
training that aimed to enhance the first year English major students at
Srinakharinwirot University students writing ability in writing a paragraph of
four genres, namely procedure, description, narrative and exposition through
face-to-face activities and online tasks. The approach employed in this study is
the genre-based approach in the blended learning environment. Additionally,
12 lessons were given to the students to enhance their writing ability and also
to improve their thinking skills based on the revised Bloom’s taxonomy
through classroom writing activities and tasks, and peer evaluation both in

class and online.

Genre-based writing instruction is English writing instruction that applies
the genre-based approach, which is the grouping of text that represents how
writers typically use language in response to a recurring situation (Hyland,
2014). In this study, the teaching and learning of writing is focused on the
three stages of genre-based teaching and learning cycle in four genres:
procedure, description, narrative, and exposition in the blended-learning
environment. Each genre was taught for three weeks by following the stages
of modeling the text, collaborative writing, and self-writing (Hyland, 2013;
Martin & Rose, 2005; Widodo, 2006). Also, the students were asked to
compose their paragraph at the end of each stage of genre-based teaching and
learning cycle and evaluate their own works and their peers’ works both face-
to-face in the classroom and also the online classroom via Facebook group. By
focusing on the stages of modeling the text, collaborative writing, and self-
writing, the students were able to write a paragraph using correct organization
with the appropriate choices of vocabulary and grammar. What’s more, the

students were able to evaluate their own work and their peers’ works.



1.6.3

1.6.4

13

Blended learning environment refers to an instructional method of the study
which combines a face-to-face (F2F) classroom component with an online
learning component (Heinze & Proctor, 2004). In this study, the students are
required to work both collaboratively and individually in face-to-face and
online instruction, in order to improve the students’ thinking skills and writing
ability through 12 lessons of four units. In this study, the face-to-face is
conducted by allowing the students to model the text in each genre and
practice writing collaboratively. While in the online session, the students’ are
asked to conduct the paragraph individually as participating on the peer review

of the peers’ paper.

Genre-based writing instructional module in a blended-learning
environment refers to a course that aims to apply technology in teaching
writing with a genre-based approach in order improve the students’ writing
ability and thinking skills. In this study, the classroom was divided into two
parts; face-to-face instruction and online instruction (Heinze & Proctor, 2004)
combined with the genre-based teaching and learning cycle (Hyland, 2013;
Martin & Rose, 2005; Widodo, 2006). Also, the application of the Bloom’s
revised taxonomy was implemented in the writing activity. Therefore, the
genre-based writing instructional module in a blended learning environment
referred to 3 stages of instructional model of genre analysis: (1) the
participants participated in a class to learn paragraph organization and features
individually and in groups through activities such as classroom discussion
and in-class exercises, (2) after each class, the participants were to access to
the  Facebook group so  called EN 131 GWIMBLE
(https://www.facebook.com/groups/653280801507993/) in order to compose
their paragraph based on the tasks given by the teacher and published their
works. Also, the students were asked to evaluate and give feedback to their
peers both with guided questions and without questions, and (3) at the end of
each lesson (genre), the students were asked to compose the text in accordance

with the tasks and also apply the online application such as EMAZE or Story
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1.6.6
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bird to produce the final draft of their paragraph in order to share their finished

works online.

Writing ability refers to skill to produce grammatically accurate sentences,
connect and punctuate the sentences, select and maintain an appropriate style
of writing, signal the direction that the message is taking, and anticipate the
reader’s likely questions (Thornbury, 2006). In this study, writing ability
refers to the ability to construct a paragraph systematically in four genres,
namely; procedure, description, narrative, and exposition in a blended learning
environment classroom. The students were made to write individually and
write with the class through the writing processes, namely outlining, writing a
first draft, revising and editing the work and writing a final draft. The expected
writing ability of the students included the ability to write a clear topic
sentence, compose a paragraph in the logical order, provide content
appropriate to each genre and situation given, employ the correct used of
grammar and vocabulary and conclude a paragraph with a suitable concluding

sentence.

Thinking skills refers to the ability to think in mindful ways to achieve
certain purposes which include the processes of remembering, questioning,
forming concepts, planning, reasoning, imagining, solving problems, making
decisions and judgments, or translating thoughts into words (Fisher, 1998).
According to Bloom’s revised taxonomy, thinking skills can be classified into
lower-thinking and higher-order thinking through the stages of remembering,
understanding, applying, analyzing and creating (Anderson et al., 2001). In
this study, thinking ability refers to the students’ ability to think when they
write in procedure, description, narrative, and exposition while completing the
tasks applied in the instructional model of genre analysis (Hyland, 2013;
Martin & Rose, 2005; Widodo, 2006)., meaning that the participants were
employing their lower thinking skills, namely remembering and understanding
skills through the modeling the text stage. They were engaged with the higher

order thinking skills such as applying, analyzing and evaluating skills while
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they worked on the collaborative stage. Last, the remembering, understanding,
applying, analyzing, evaluating and creating skills were used while the
participants were working on the self-writing stage. Importantly, the students
would show memory of previously learned content, rhetoric and paragraph
organization using acquired knowledge, facts, writing techniques and
language mechanics to examine and break information into parts by
identifying motives, causes, relationships, presenting and or defending opinion
by making judgments about information and compiling, generating, or
viewing information, ideas or products together in a different way by

combining elements in new patterns in their paragraph.

1.6.7 Undergraduate students refer to the students of the University. In this study,
the students refer to the first year students majoring in English, Faculty of
Humanities, Srinakharinwirot University, who enrolled for EN 131 Basic
Writing course in the first semester of academic year 2016. One of the
qualifications of the English major students is that their ONET scores

(Ordinary National Education Test) have to be higher than 50 points out of a

hundred; therefore, the students are expected to have a good command of

English. Also, these students were all expected to be spending time studying

English for at least 12 years in school based on the Ministry of Education

requirement.

1.7 Significance of the study

The study aimed at enhancing the students’ thinking skills and writing ability
through a genre-based instructional module in a blended learning environment. The
findings of the study are useful to provide solutions to the unsatisfactory level of the
genre-based writing instruction in blended learning environment.

In terms of theoretical contributions, this study would serve as a springboard
for English writing instruction as an innovative model focusing on genre-based
writing in the blended learning environment in terms of applying the technology as a

tool to enhance the students’ single paragraph writing. Additionally, the GWIMBLE



16

model could be utilized as an alternative teaching model to develop writing ability
alongside with thinking skills of the undergraduate students in Thailand. Therefore, it
IS expected that the findings of the study may provide a practical method of applying
technology to the English writing classroom in order to improve the students’ writing
and thinking skills. Also, it could serve as a ground theory to make the theory become
more solid.

Next, in pedagogical field, the finding of this study could contribute to English
language teaching in Thailand and other English as a Foreign Language context by
providing a basic guideline to design other English writing and thinking courses based
on a genre-based approach and blended learning. With a few adjustments, it could be
implemented to other writing courses. Since the model instruction of this study was
designed as a 15-week English writing course, a few adjustments in terms of time, the
proportion of the face-to-face activity and online activity, the tasks and the level of
paragraph writing could be made. Moreover, the findings of the study not only
provide significance for the development of writing and thinking skills, but they may
also contribute to the instruction of other language skills, other instructional approach,
or in other subjects.

Last, regarding the significance of the research, the findings may reveal ways
in which the study could be undertaken in the classroom where either a genre-based
approach or blended learning environment are employed to promote the writing
ability of Thai undergraduate students. Also, it is hoped that the findings of the study
may shed some light for other researchers to conduct further studies on the genre-
based approach and blended learning of the other language skills including listening,
speaking, and reading for undergraduate students. Therefore, the data gathered in this
study would facilitate a grounded understanding on implementation of a genre-based
in blended learning environment to promote writing and thinking skills among the

undergraduate students in Thai university.
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CHAPTER II
LITERATURE REVIEW

In order to develop a genre-based instructional module in a blended learning

environment, a review of literature was conducted consisting of the four major areas

of the study which are second language writing, thinking skills, genre-based approach
and blended learning. This paper presents the literature review on the mentioned

topics.

2.1 Second Language Writing

The term «writing» has been defined by many experts. The general idea of it is

the art of putting text together to convey an idea that the writer intends to

communicate.

According to Matsuda and Silva (2010), writing can be described as both the
written text, which is the combination of letters that resemble the sound that people
make, and the act of constructing the written text. Nunan (2003) describes writing as a
physical act of committing words and ideas to some medium. On the other hand, it is
the mental work of formulating an idea, expressing it in an appropriate way, and
organizing it into a comprehensible paragraph. Also, Byrne (1991) states that writing
is the act of forming the symbols which have to be arranged to form words, and
arranging the words to form sentences. In reality, however, people produce a
sequence of sentences arranged in a particular order and link them together in certain
way in order to form a text. Therefore, writing is not just putting the alphabet together
in order to imitate the sound. As a writer, writing requires certain skills, e.g. outlining,
planning, and organizing the idea, in order to create paragraphs that will be
understood by the readers.

Furthermore, writing is a productive skill that involves a hierarchy of sub-
skills that range from the mechanical through to the ability to organize a written text.
Therefore, writers need to have an extensive knowledge base, meaning that writers

need to have knowledge of connected discourse. Knowing only the vocabulary and
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grammar is not enough, writers need to be able to produce grammatically accurate
sentences, connect and punctuate these sentences, select and maintain an appropriate
style, signal the direction that the message is taking, and anticipate the reader’s likely
questions so as to be able to structure the message accordingly (Thornbury, 2006).

By the same token, Matsuda and Silva (2010) mention that the writing process
involves a series of highly complex cognitive activities that take place in response to a
rhetorical situation — a complex web of relationships between the elements of writing,
including the writer, the reader, the text and reality. Writers are not only presenting
their view of reality but also constructing their discursive identity, which may affect
the way the text is read and responded to.

Consequently, it can be concluded that writing is a complex skill for most
people since writing is not just grouping the alphabets on a piece of paper, but it
requires planning skills — outlining and organizing ideas — as well as writing abilities
including grammar proficiency, discourse competence, sociolinguistic competence,
and strategic competence. Moreover, the writers need to be aware of a rhetorical

situation which defines what to write, how to write and who will read.

2.1.1 First language and second language differences

Unlike writing in general, there are some distinctions between writing in a
mother tongue and writing in a foreign language. Silva (1993) argues that “L2 writing
is strategically, rhetorically, and linguistically different in important ways from the L1
writing.” Silva (1993) also notes that the L2 writer tends to write fewer words, make
more errors, use more simple structure, and receive lower evaluation. Focusing on the
discourse level, it appears that the L2 texts use a different pattern of organization that
is also stylistically different from L1 texts.

In addition, Hyland (2003) suggests the distinctions between the L1 and L2
writer that affect proficiency in L2 writing are as follows:

(1) Individual difference
It refers to linguistic, social, and psychological factors that play a role in the

students’ successful acquisition of a second language. Students at the same level are
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different in their learning backgrounds, their attitudes, and their personalities,
affecting how quickly, and how well, they learn to write in a second language.
(2) Language and strategy difference

Unlike the L1 writer who has a vocabulary of several thousand words, and is
able to handle grammar easily, second language students have difficulty in adequately
expressing themselves in English.

(3) Cultural difference

Cultures help shape students’background understanding, or schema
knowledge, and impact on how they write. Culture can have an impact on the way
students write.

Therefore, writing in a second language is a challenging task for L2 writers.
That is because L1 and L2 writers are diverse in terms of their linguistic backgrounds,
their social circles, their audiences, their attitudes, and their personalities. Moreover,
L1 and L2 writers are dissimilar in terms of their languages, cultures, and their
strategies as well.

In the researcher’s opinion, there is the gap between the ability to write in L1
and L2 due to the students’ knowledge of the lexis and grammar. The students know
the words and the structures, but they may not know how to construct writing using
the language knowledge properly and correctly. Also, students with low confidence
in using new words and structures in their writing are limited in their writing ability.

Due to the differences between L1 writing and L2 writing, it is crucial to know

the language knowledge in writing.

2.1.2 Language knowledge in writing

The knowledge of writing is grounded information for the instructor and the
course designer to apply in their writing classroom. Also, the information is also
significant for the English language writing students in terms of their guidelines of
writing a text. Therefore, many experts have discussed on this topic.

To begin, Johnson (2005) summarizes the critical areas of knowledge that are

involved in second language writing, which are:
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(1) Language knowledge
Writers need to have fluent access to linguistic resources (e.g. vocabulary),
grammatical knowledge, and orthography. Writers also need to have knowledge of
how language functions in discourse (e.g. knowledge of organizational structures) and
society (e.g. functional uses of written language and the constraints of formality). The
area of language knowledge provides the most outstanding distinction between first
and second language writers.
(2) Topic knowledge
Writing flows easily on a topic that is familiar. Topic knowledge has been

proved to affect the quality of revision in both children and adults.

(3) Genre knowledge
Genre is important in writing for a specific purpose, in the way that writers

should know something about the genre that they write in. Since different genres are

dissimilar in terms of vocabulary, grammatical patterns, and formatting, these
differences therefore affect the choice of vocabulary and sentence structure in the
writing.

(4) Audience knowledge

Writers need to know something about the readers of their writing. It is

important because it takes into account of what the reader wants to know, which

vocabulary should be used, and what the readers attitude toward the topic is likely to
be.

(5) Task schemas

A task schema is information that is stored in the part of the long-term memory
which specifies how to carry out a task. It includes information about the task's goals,
the process required to accomplish the task, and how the task will be evaluated.

(6) Metacognition

Metacognition is «a kind of higher-order thinking that involves the active

management of the cognitive processes engaged in a task .
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Additionally, Grabe and Kaplan (1997) and Weigle (2002) provide the
taxonomy of language knowledge relevant to writing. This particular knowledge is
useful in terms of designing and scoring writing tasks for assessment. The language
knowledge can be divided into three types as shown in Table 1.

Table 1: The language knowledge
Linguistic It includes knowledge of structural elements of the

knowledge language, for example:

A. Knowledge of written code e.g. orthography,

spelling, punctuation, and formatting

B. Knowledge of phonology and morphology e.g.

sound, syllabus, morpheme structure

C. Vocabulary e.g.interpersonal, formal and
technical, topic-specific, non-literal and
metaphoric

D. Syntactic/structural knowledge e.g. basic

syntactic patterns, preferred formal writing
structures, tropes and figures of expression,

metaphors;similes

E. Awareness of differences across languages
F. Awareness of relative proficiency in different

languages and registers

Discourse knowledge | It refers to the knowledge of the way in which cohesive

text is constructed, for example:

A. Knowledge of cohesion and syntactic
parallelism
B. Knowledge of informational structuring

(topicccomment, theme)

C. Knowledge of semantic relations across

clauses
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D. Knowledge of recognizing main topic

Knowledge of genre structure and genre
constraints

Knowledge of organizing schemes top-level
discourse structure)

Knowledge of inference

Knowledge of differences in features of
discourse structuring across languages and
cultures

Awareness of different proficiency levels of
discourse skills in different languages

Sociolinguistic

knowledge

It includes knowledge of appropriate language use in

society, for example:

A
B.

Functional uses of written language
Application and interpretable violation of
Gricean maxims
Register and situational parameters

a. Age of writer

b. Language use by writer

c. Proficiency in language used

d. Audience considerations

e. Relative statuses of interactants (power/
politeness)

f. Degree of formality

g. Degree of distance detachment/
involvement)

h. Topic of interaction

i. Means of writing (pen/pencil, computer,
dictation, shorthand)

j. Means of transmission (single
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page/bookread aloud/printed)

D. Awareness of sociolinguistic differences
across languages and cultures

E. Self-awareness of roles of register and

situational parameters

According to Canale and Swain (1980), writers need to have the following
competences: grammatical competence — knowledge of grammar, vocabulary, and
language systems; discourse competence — a knowledge of genres and the rhetorical
patterns that create them; sociolinguistic competence — the ability to use language
appropriately in different contexts, understand readers, and adopt an appropriate
authorial attitude; and strategic competence —the ability to use a variety of
communicative strategies.

Based on the abovementioned information, L2 writers need to have knowledge
in language, topic, genre, readers, task, and metacognition, in order to compose the
text. Additionally, an awareness of discourse and sociolinguistics is also needed.
Knowing this information is useful for the teachers in terms of second language
instruction; for example, designing appropriate courses for L2 writers, and conducting
the language assessment.

However, the competences do not identify the writers’ problems in second
language writing, thus the problems of second language writing are another issue that

the writing teacher needs to be concerned about.

2.1.3 The problems of second language writing

Writing is one of the most problematic language skills; it is a difficult activity
for most people, both in their mother tongue and in a foreign language. Weigle (2002)
states that second language was defined as control over the linguistic elements of
second language, that is, “second language writers use the same writing processes in
their second language as in their first, and expertise in writing can transfer from the
first to the second language, given at least a certain level of language proficiency” (p.

35). Silva (1993) reviews the differences between first and second language writing
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and found that in a second language, writing tended to be “more constrained, more
difficult, and less effective” than writing in the first language.

According to Byrne (1991), the problems that cause weak writing abilities
are explained as the following:

(1) Psychological problems

Difficulties in writing occur since the writers have to write on their own. The
writers have no chance to interact or to get feedback.

(2) Linguistic problems

When people speak, incomplete and ungrammatical utterances usually pass
unnoticed. In writing, writers have to compensate for the absence of these features
and the writer needs to be sure that the text he produces can be interpreted on its own.

(3) Cognitive problems

Writing is learned through a process of instruction. People have to master the
written form of the language, to learn the structure that is less used in speech, and to
learn how to organize an idea that is able to be understood by the reader.

Moreover, Matsuda and Silva (2010) argue that writing is a complex
phenomenon because writers have to negotiate the elements of writer, reader, text,
and reality, and construct written discourse accordingly. Writers need to develop and
use various strategies to manage this complex. Understanding the strategic aspect of
writing is important for the writing teacher because it enables them to teach “writing”,
not to teach “about writing”. The writers also identify and develop writing by
focusing on one of these elements: exploring or discovering what the writer already
knows (focus on writer), looking for dissonance or conflict in the community (focus
on reader), examining reality through reading (focus on reality), or choosing a form of
writing (focus on text).

In conclusion, writing is a challenging skill for the second language writer
since there are many factors that cause difficulties when the second-language writer
writes in English. Writing in a second language is problematic because the writers
have to write on their own and they must be sure that what they write is meaningful
for their reader. Also, the writer must be sure that they will not make any mistakes in
terms of the language structure; this may cause the problems in terms of

interpretation.
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2.1.4 Second Language Writing Instruction

2.1.4.1 The pedagogical purposes of teaching second language

writing
According to the aforementioned research, it has been shown that writing
skills are difficult to acquire. As a second language writing teacher, the purpose of
writing should be obvious. Therefore, Byrne (1991) proposes that the pedagogical
purposes of writing are discussed as follow:

(1) The introduction and practice of writing facilitates the provision of
different styles and needs by the teacher. For instance, the student who
feels unconfident to speak in their second language may feel secure when
they write in their second language.

(2) The tangible evidence of writing helps the students to observe their
progress in their second language writing.

(3) Giving students a chance to explore more than one language skill appears
to be more effective. While the teacher concentrates on the aural-oral
skills, the teacher could also integrate writing skills into the classroom.

(4) Writing provides various classroom activities which give students a break
from oral work, and it also creates out-of-class activities.

(5) Formal and informal testing is needed for teaching writing.

Additionally, second language teachers need to know how to teach second
language writing. In order to tackle the problems of teaching and learning second
language writing, the teacher should follow the following solutions:

(1) Language teachers should make the second language students aware of
why they should write in English. Explaining the function of writing as
self-expression and communication before having the students practice
writing, along with exploring the students’ intrinsic motivations and
extrinsic motivations for writing, will help the teacher design a meaningful
task for the students (Grabe & Kaplan, 1997; Kellog, 1994; Ur, 1996).

(2) The process approach, which can be summarized as a process of planning,

writing, and reviewing, is what the teacher should emphasize when
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teaching writing. It is obvious that the teacher should provide input before
asking the students to write, help the students to develop writing styles
appropriate for specific contexts, and make the student aware of how the
context of language can influence their writing (Grabe & Kaplan, 1997).

In sum, knowing the purposes of teaching second language writing will help
the teacher to apply the best techniques to teach the students. Also, it will give a
chance for the students to evaluate their writing progress. By applying the appropriate
focus and approach to the second language writing classroom, it might help the

students to enhance their writing successfully.

2.1.4.2 The focus on second language writing

A number of research studies help the teacher to understand the rationale, to
recognize the problems and to develop the second language writing classroom.
Hyland (2003) argues that it is helpful if the teacher of second language writing
organize the second language writing around the focuses below:

(1) Focus on language structure

The basis of writing teaching is emphasized by a four-stage process, namely:
familiarization (Students learn grammar and vocabulary through the text), controlled
writing (Students operate fixed patterns), guided writing (Students reproduce model
texts), and free writing (Students apply the patterns they have developed to write text
in various genres).

(2) Focus on text function

By introducing the idea that particular language forms perform certain
communicative functions, the students can be taught the functions that are relevant to
their needs.

(3) Focus on creative expression

Fostering second language students’ expressive abilities and encouraging the
students to find their own voices in producing spontaneous writing can be done in a

classroom that is organized around the students’ schemata, experiences, and opinions.
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(4) Focus on writing process

The writer is the producer of the text. The writing process model most widely
accepted by L2 writing teachers is the ‘planning—writing—reviewing’ framework that
sees writing as a non-linear, exploratory, and generative process.

(5) Focus on content

Content tells the students what to write about. It involves a set of themes or
topics of interest that establish a coherence and purpose for the course, or set out the
sequence of key areas of subject matter that the students will address.

(6) Focus on genre

Genre orientation looks beyond the subject content, composing processes and
forms to see writing as an attempt to communicate with the reader. The central belief
of genre is that writers do not just write but they write to achieve some purpose.

In conclusion, the appropriate focus either on language structure, text function,
creative expression, writing process, or content, might help the teachers to find ways
to support their teaching. Also, the writing instruction will be more effective if the
teacher can apply the appropriate approach to their classroom.

In this study, writing was used as a productive skill in the written form in the
four genres; namely procedure, descriptive, narrative, and expository. The students
expressed their ideas or knowledge using their writing ability and their thinking skills
in each specific situation. That is because in real life, the writers have to face various
types of writing challenges in various circumstances; therefore, they need to be able to
choose the appropriate words and grammar structures, together with the text

organization in their writing in order to communicate with the reader successfully.

2.1.5 Related studies on second language writing

Thailand is one of the countries that use English as a second language, and
many researchers in the field of second language writing have investigated the writing
problems among Thai University students. The findings are similar in the way that
they all found English language writing is a challenging skill for Thai students.

Wongsothorn (1993) conducted research aimed to study the levels of unitary
and integrative English skills, and the knowledge of language components among
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high school and University students in Thailand. She found that ninth grade students
were weak in the skills of using English in the sound modality and the graphic
modality, needing improvement, especially in the skills of reading and writing.
Twelfth grade students had a medium level of English skills in the sound modality,
needing improvement, while their skills in the graphic modality were rather weak,
with writing skills especially needing improvement. Also, university students had
medium-level skills in both the sound and the graphic modalities, needing
improvement, especially in the skills of writing and reading-writing (integrative skill),
which were very weak. Thus, the findings proved that the writing skills of Thai
students at the secondary level, high school level, and university level are less
proficient.

Pawapatcharaudom (2007) investigated English language learning problems
and the learning strategies used to solve them, in order to achieve the target goal of
Thai students in an international program at Mahidol University. The researcher found
that the most serious English problem reported by this group of students was writing
skills. Pawapatcharaudom discusses the fact that that writing is a productive skill.
Therefore, it is too complicated for the Thai students to acquire since it involves not
just the graphic representation of speech, but the development and presentation of
thoughts in a structured way. Pawapatcharaudom found that the students were unable
to write an essay within a limited time, unable to write an academic paper in English,
unable to use grammatical rules perfectly in writing any papers, and unable develop a
suitable structure for the content.

According to the previous studies related to the Thai students’ writing
abilities, Thai students make errors in terms of grammar, word choice, and sentence
structure. However, there are more errors that the Thai students made.

Thep-Ackrapong (2006) studied the overall patterns or errors found in Thai
EFL students’ written products. The results showed that there were two major sources
of errors that are at the rhetorical level, and the sentential level. At the rhetorical level,
the Thai rhetorical pattern and the authority of the text are major influences on the
inaccurate writing of Thai writer. At the sentential level, the differences in the
concepts of Thai and English language cause the grammatical errors among Thai

writers.
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Bennui (2008) analyzed and described the features of L1 interference in
paragraph writing by the English-minor students who enrolled in the Basic Writing
course at Thaksin University. The findings showed that among the syntactic
interference, grammar errors seemed to be the most continual problem. Thai students
often create inter language sentence structures; their English sentences are mixed with
Thai grammar rules such as word order and modification. The mistakes also occur
because many English grammar elements are not found in Thai such as articles,
indefinite determiners, and verb-tense. Moreover, the students’ English sentences
were also inevitably influenced by Thai sentences.

Bootchuy (2008) observed the extent to which Thai graduate students
transferred their Thai into academic English in terms of ill-formed sentences, and
found out the different error types that occur. The errors that the researcher found are
the omission of subjects, objects, and complements; using adjectives as main verbs;
omission of transitive verbs before direct objects; phrasal verb errors; using serial
verbs constructions; redundancy of two conjunctions; lack of subordinators;
misplacement of modifiers and quantifiers; disordering of compound nouns; run-on
sentences; fragments; and word by word translation.

Pinyosunun et al. (2009) examined and found causes of problems in using
English, in 929 international graduate students of four private universities in Thailand.
In the case of writing, the results of this study show that subject writing proficiency
was low. The writing errors included sentence arrangement, the use of punctuation,
and grammatical structure.

Watcharapunyawong and Usaha (2013) analyzed writing errors caused by the
interference of the Thai language, regarded as the first language (L1), in three writing
genres, namely narration, description, and comparison/contrast. The results revealed
that the first-language interference errors fell into 16 categories: verb tense, word
choice, sentence structure, article, preposition, modal/auxiliary, singular/plural form,
fragment, verb form, pronoun, run-on sentence, infinitive/gerund, transition, subject-
verb agreement, parallel structure, and comparison structure. From the results, it can
be seen that each writing genre had a different frequency of errors, which could be
used to claim that when teaching writing, the genre also had an impact on L1 error

categories.
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Ka-kan-dee and Kaur (2014) examined the difficulties that Thai EFL English
major students experienced when writing argumentative essays. They found that the
main difficulties faced by Thai EFL English major students were ‘“vocabulary,
grammar structure, structure of argumentative writing, providing solid evidence, time
constraints, organized idea, fulfilling task demand, understanding the questions, L1
transfer and translating, writing the thesis statement, interpreting the questions,
pacing, evaluating, topic choice and length.” Additionally, the students experienced
various difficulties ranging from ‘finding solid evidence to support the thesis
statement’ to ‘how to write a good thesis statement to convince readers’. These
difficulties were prominent barriers to writing argumentative essays in the Thai
context.

From the findings above, it can be concluded that writing has become the most
difficult skill for Thai students at every level. That is because writing requires
knowledge of the grammatical rules, the vocabulary, and the structure of writing.
Additionally, the students have difficulties in finding the evidence to support their
writing, and also they are unable to apply the proper structure that is appropriate to
their writing content. Therefore, the teacher should place emphasis on the
grammatical rules that are appropriate to each writing genre. Also, practice at the
‘writing in sentences’ level should be considered.

The literature shows that there are many researches on the problem of Thai
students’ writing ability and ways to solve the problems. Somehow, the research on
the use of technology to improve writing skills in Thailand is still limited. Thus, an
appropriate knowledge of writing instruction, a suitable teaching approach and the
implementation of technology in the EFL writing classroom might be the proper way

to help improve Thai students” writing ability.

2.2 Genre-based approach

2.2.1 Genre

The terms genre has been defined by many experts with the basic ideas that it
is the set of language and structures that the writers use to create the text in each

specific purpose. To start with, Yasuda (2011) defines genre as “systemic functional
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linguistics (SFL), which sees language as a resource for making meaning in a
particular context of use rather than as a set of fixed rules and structures”.
Additionally, Hyland (2014) defines the terms “genre” as the grouping of text
representing how writers typically use language in response to a recurring situation. A
genre represents a group of texts that share a communicative purpose by sharing
similar discourse structures and by using the language in a similar way. Genre is the
knowledge that responds to a particular rhetorical situation —a particular social and
material condition under which written expression and communication take place.
Therefore, genre means the category of text that share the same text

organization, language features, and the communicative purpose.

2.2.2 Genre-based writing

The term “genre-based writing” is not new, and it has been defined by many
experts.

First, genre-based writing has provided a powerful way of understanding
situated language use since it is the way of grouping together texts that have similar
purposes, structures, and contexts (Hyland, 2003). To make it clearer, Swales (1990)
supports that genre and community need to be together in order to exhibit how
meanings are socially constructed in writing. Meaning that genre is not only the
collection of the text but it is the knowledge that we have developed through a similar
experience in order to see how the texts help construct the specific contexts.

Genre knowledge functions as scaffolding that assists writers in managing the
complexity of writing, and assists readers in interpreting the text (Matsuda & Silva,
2010). Also, Thornbury (2006) mentions that genre analysis attempts to show the
structure of the particular text-types that are shaped by the purposes they serve in
specific social and cultural contexts. A genre-based approach rejects a process
approach to teaching writing; nevertheless, it starts with model texts that are subjected
to analysis and replication.

Additionally, genre is not only the types of writing but also a community-
based resource where the reader and the writer with the same focus could share their
ideas and knowledge. Hyland (2015, p. 33) affirms that “genre is the interface
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between individual and community: the ways that academics who, at the same time as
they construct their texts, also construct themselves as competent disciplinary
members who have something worthwhile to say within their framework of
understanding and values.” He also mentions that genres are “community resources
that allow users to create and read text with some assurance that they know what are
they dealing with”. Since the discipline is a community language that helps join
writer, readers, and text together (Hyland, 2015), the writers not only construct the
text but also construct themselves as disciplinary members.

In summary, a genre-based writing approach is a way of writing that
emphasizes on the use of appropriate language in different types of writing text and
recurring situations. This concept is important in teaching writing because the writing
teacher should be aware of teaching the students when, what, and how they will write.
In addition, in order to facilitate the students to be the members of the writing
community, it is crucial for the writing teacher to know the types and the teaching and

learning cycle of genre analysis.

2.2.3 Types of genre

Writing genres are categorized into many types, and each type of genres has
its own purposes of usage and the move structures.

To begin, Hyland (2014) provides examples of genres in seven types as shown
in Table 2.

Table 2: Types of genres

Genre Purpose Example
Recount To provide information about a | Personal letters, police reports,
situation, to present the experience | insurance claims, incident
in its original sequence. reports
Procedure | To give instructions or to show | Instruction manuals, science
how to do something. reports, cookbooks, DI'Y
books
Narrative To entertain Dby giving the | Novels, short stories
character’s information and
experience
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Description

To define, classify, or generalize
about the factual events

Travel brochures, novels,
product details

Report

To present factual information by
classifying and describing their
characteristics.

Brochures, government and
business reports

Explanation

To give reasons for a state of
affairs or a judgment.

News reports, textbooks

Exposition

To give arguments for the purpose
of an idea

Editorials, essays,
commentaries, forum

Similarly, Derewianka (1990) has identified six main types of genre which

according to their primary social purposes include:

1. Narratives: telling a story, usually to entertain;

o a ~ w D

Recount: telling what happened;

Information reports: providing factual information;
Instruction: telling the listeners or readers what to do;
Explanation: explaining why or how something happens; and

Expository texts: presenting or arguing a viewpoint.

Beers and Nagy (2011) state that students are implicitly required to distinguish

among narrative, descriptive, and the persuasive genres that include explanation,

persuasion, and compare/contrast since they were in the primary grades. Therefore,

the four genres, namely narratives, descriptive, procedural, and persuasive that will be

taught in this course are benefit for the students not only in their further courses

required in their study program, but it is the genres that are common for the students’

daily life and what they have implicitly known and have experienced.

Knowing the characteristics of each genre that they have to write will help the

students to get the clear image of the paragraph they have to write better. Thus, in

order to help the students to get the better understanding of the function and the

relationship of the text that they have to compose, the move analysis is crucial in

terms of the implementation as one of the lesson’s activity.
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2.2.4 Move analysis

Kanoksilapatham (2005) mentions that “move analysis, as articulated by
Swales, represents academic RAs in terms of hierarchically organized text made up of
distinct sections; each section can be subdivided into moves, and each move can be
broken into steps.” Thus, the move is different from the step, and it can be said that
there are steps in each move as mentioned by many researchers. Bhatia (1993)
defines the word “move” as “discriminative elements of generic structure” Also, Yang
and Allison (2003) mention that “move” focuses on the function and purpose of a
segment of text at a more general level; while “step” provides a more detailed
rhetorical means of realizing the function of a move.”

As mentioned earlier that this study focused four genres of writing, namely
description, narrative, procedure and exposition, thus, the move structure of each

genre is presented in Table 3.

Table 3: Move structure of the descriptive genre, narrative genre, procedural genre,
and persuasive genre.

Genre Definition Move-structure

Description A text that explains the idea, | 1 |ntroduction — it introduces
place, person, and thing by
listing characteristics,

features, and example.

the thing, people, or place
that the writer will describe

together with the writer’s
opinion about it.

2. Information - it gives

background information
about the thing, people, or
place and may describe the

writers’ feeling about the

items. It also describes how
the item looks, smells, feels,
sounds, and tastes.

3.Conclusion - it restates the

ideas in the topic sentence
using different words
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Narrative

A story text which is a
fiction.

1. Orientation — the starting

point of the story usually
tells when and where the
story begins

2. Complication - the events

that start the action and
involves the character into

the problem.

3. Resolution - it tells how
the problem is solved.

4. Ending - it tells what has

come from the experience.

Procedure

A text that tells how to do
something

1. Goal - it tells what the
procedure aimed to explain.

2. Needs - it describes what
is needed to complete the
procedure.

3. Steps - it describes the
step-by-step how to complete
the procedure.

4. Check — it tells how to
check if the procedure
worked.

Exposition

A text used to persuade
others and also criticize and

review ideas and actions.

1. Overview — it tells a brief
statement of the writer’s
view about the main topic.

2. Reasons — it tells the
points that support the
writer’s view.

3. Conclusions - it is the
parts that summing the ideas

up.
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Form the above table, it can be said that each type of paragraph is consisted of

diverse moves. Raising the students> awareness to these differences would benefit the
students to get the clear idea of the paragraph that they were asked to compose better.

This study requires the students to write a paragraph of 150-200 words where
they will be asked to write a recipe in a cookbook, describe a place in their institution,

tell an urban legend of their University, and state their opinion toward a given issue.

The teacher’s goals are to make the key features of each genre silent and request the
students to explore the key vocabulary, grammatical and rhetorical features of the

samples provided by the teacher. Then, the students will be able to construct their own
paragraph based on the samples.

Moreover, the move structure in a paragraph of the sample genre and in the
paragraph that the student will be asked to write will share the same move structure of
paragraph essay so that are topic sentence move, supporting details, and conclusion so
tthe students will explore the above mentioned move of each specific genres and the

steps through the tasks. The move structure of a paragraph essay is presented in Table

4.

Table 4: Move structure of a paragraph essay (Savage & Shafiei, 2012)
Move Example
Topic sentence move Procedure: If you are serious about managing your time better,

you should follow this procedure.

Description: | have an ancient abacus from my mothers village.
Narrative: When | was thirteen, | had a great surprise.
Exposition: In my opinion, the internet is the most valuable tool
we have today for assessing information.

Supporting details move | Procedure: Next, make a schedule that you can follow.
Description: My abacus has a wooden frame, beads, and ten
metal bars.

Narrative: My voice was trembling, but I could control it.
Exposition: In addition, you can find scholarly information on
almost any topic you want to study.

Concluding sentence Procedure: If you follow these steps, you will have a happier
move and more organized life.

Description: With an abacus, my children touch the beads can
see why the answer is correct.

Narrative: That was the most delicious sandwich | ever ate.
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Exposition: In today’s world the more you know the better off
you are; the internet may very well hold the key to success.

Knowing the types and the moves of genres may be the gateway for the

students to get a clear idea of what and how they have to write. Therefore, this course

is designed to provide the students with linguistic knowledge in the following genres,

namely: procedural, descriptive, narrative, and persuasive; through the implication of

technology as a tool in the blended learning environment, in order to shape the

students into effective writers. The course will provide the students with broad guides
to further their writing.

In order to help the writing to be more effective, the genre teaching and
learning cycle is a process that the students can use to develop the text and also to

understand the text better.

2.2.5 Genre analysis

The concept of genre-analysis or the exploration of the use of the language has
been delineated by many scholars. First, genre analysis is a developing multi-
disciplinary approach to the study of text drawing from studies in linguistics. It is a
branch of discourse analysis that explores the specific used of language (Hyland,
2014). According to Bradford-Watts (2003), genre-analysis is focused on the common

patterns of grammar usage, key vocabulary, and text structure in a particular text
types. Hyland (1992) states that genre-analysis is the study of how the language is

used in each specific context. Moreover, Bhatia (1991) explains that genre-analysis is
«a framework which reveals not only the utilizable form-function correlations but also

contributes significantly to our understanding of the cognitive structuring of
information in specific areas of language use, which may help the ESP practitioners to
devise appropriate activities potentially significant for the achievement of desired

communicative outcomes in specialized academic or occupation area.”
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According to Hyland (2003), genre analysis is applied to find the link between
the linguistic features of genre and the action they perform. Henry and Roseberry
(2001) utter that the aim of a genre analysis is to identify the moves and strategies of a
genre, the acceptable order and the key linguistic features. Also, Hyland (2014) states
that “genre analysis is a powerful tool to help teacher uncover connections between
language and types of texts and between form and functions, enabling us to offer
students information and activities that raise their awareness of genres and perhaps
make them better writers.” Additionally, Kanoksilapatham (2007, p. 2) points out two
typical characteristics of genre-analysis as explained below:

A. Move analysis (top-down approach)
1. Rhetorical organization / structural organization
2. Two levels of analysis: move and step status of a move/step: obligatory
and optional
3. Sequence of moves (opening and closing moves)
4. Cycle of moves
B. Linguistics features (bottom-up approach)
1. A cluster of linguistic features (e.g. grammatical and lexical features
and constructions) co-occurring to perform a communicative function
2. A move can be a phrase, a sentence, a group of sentences, or even a
paragraph

3. Commonly used features in each move

In brief, the genre analysis is the study of the language used in the text that

also illuminates the process of communication in each particular genre. Hence, it is a
useful strategy that the L2 writing teacher should apply in the classroom. However,
the knowledge of the processes to conduct and the activities genre-analysis is crucial.
In order to conduct the genre-analysis in the L2 writing class, it is very
important for the teacher to know the steps of genre-analysis. Many experts have
proposed the steps and the activities of the genre-analysis that helps the teachers to get

the better idea on applying the genre-analysis into the classroom. Hyland (2014)
proposes the steps of the genre analysis as the following:
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1. Identify how text is constructed in terms of functional stages or moves.

2. Identify the features that characterize text and their communicative
purposes.

3. Observe the understanding of the writer and the reader in each particular
genre.

4. Learn how the genre relates to users’ activities

5. Explain the selection of language in terms of social, cultural, and
psychological context, and

6. Provide insight for language teaching

According to Bhatia (1993), the steps of genre analysis that aim to emphasize
the important of the texts in contexts and pay attention to the reflection on what is
happening during analysis are as follows:

1. Select the text that represent each genre that the teacher intends to teach;

2. Put the text in a situational context i.e. use the reader-s background

knowledge and text clues to understand where the genre is used, who uses

it, and why it is written in the particular way.
3. Identify how the texts are structured and written.
4. Refine the situation analysis to more clearly identify users- goals, who are

the writer and the reader, the network of surrounding text, and the context
in which the genre is used;

5. Compare the text with other similar genre related texts to ensure that it
represents the genre;

6. Study the institutional context in which the genre is used to better
understand the conventions that text users often follow;

7. Analyze the language at the linguistics level (looking at common
vocabulary and grammar, types of cohesion, move structure, and soon ),

8. Gather information from specialist information to confirm your findings

and to add the psychological reality to the analysis.
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Table 5 shows the relationship of the steps of genre based analysis based on

Bhatia (1993) and Hyland (2014). Also, the conclusion of the genre-analysis of this

study is presented.

Table 5: The steps of genre-based analysis

Steps of genre analysis

Steps of genre analysis

Genre analysis of this

2. Put the text in a situational
context

3. Identify how the texts are
structured and written.

(Bhatia, 1993) (Hyland, 2014) study
1. Select the text that 1. 1dentify how text is 1. Select the text and
represent each genre constructed in terms of identify the text

functional stages or moves

construction.

4 Refine the situation

analysis to more clearly
identify users’ goals

2.ldentify the features that

characterize text and their
communicative purposes

3. Observe the understanding
of the writer and the reader in
each particular genre.

2. Identify the moves of
the text, the language
features of the text, and
the purpose of the text.

5. Compare the text with
other similar genre related
texts to ensure that it
represents the genre

4_Learn how the genre
relates to users: activities

3. Compare the text with

other texts in the similar
genre.

6. Study the institutional
context in which the genre is
used to better understand the
conventions that text users
often follow

7.Analyze the language at
the linguistics level

5. Explain the selection of
language in terms of social,
cultural, and psychological
context.

4. Study the use of the
language in linguistic
level, sociolinguistic level
and psychological level.

8. Gather information from
specialist information to
confirm your findings and to
add the psychological reality
to the analysis.

6. Provide insight for
language teaching

5. Apply the finding into
the pedagogical context.

Activities are also other important factors to conduct the genre-based writing

classroom. Therefore, Miller (2011) suggests a range of activities of the genre

analysis that the teacher might use as follows:

(1) Genre and context awareness activities

This activity asks students to focus mainly on the purpose of the

communication and the people involved. Types of activities could include noticing
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how language becomes formal or informal depending on the audience. The sample
activity is to discuss about the appropriateness of when people should send email or
SMS.

(2) Genre and discourse awareness activities

This activity focus on how genres are structured in different ways, using
different moves to achieve the communicative purpose. The types of activities could
be comparing the authentic text form the same genre for example; the recipe, and
discovery what they have in common in terms of structure.

(3) Genre and language awareness activities

This activity focus on the ways different lexico-grammatical structures and
patterns are used in different genres to achieve the communicative purpose. The
activities include examining an authentic text, highlighting the part of speech, and
discuss their use. Also, comparing the texts from the same genre and discuss what
tense they use and why is could be possible.

Due to the steps of genre-analysis and the activities, L2 teachers are able to
construct the genre-analysis by selecting the text, grouping the text in the situational
context and text-type, analyzing the situation and the linguistics in the text, relate the
genre to the users, activities (context, discourse, and language), and also provide the

insight for language teaching.

2.2.6 The Genre-Based Instruction

Since genre-based approach placed great emphasis on the relationship between
text-genres and their contexts (Hyon, 1996), nowadays, genre-based approaches have
become the main alternative to process approach of writing instruction. Also, the
emphasize of the genre-based approach is based on the importance of exploring the
social and cultural context of language use and its look looks beyond subject content,
composing processes and linguistic forms in order to view a text as a tool in a form of
writing text that communicate with readers (Tuan, 2011). Lastly, the explicit teaching
of the linguistic of each genre is the main focus the genre-based approach in teaching
the L2 novice student (Christie, 1990).
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To make this approach become possible in explicit teaching of the genre-based
approach, the genre teaching and learning cycle need to be employed. The genre
teaching and learning cycle comprises of three phrases namely, modeling of a
“sample expert” text, joint-negotiation of text with teacher and peers, and construction
of text by individual student (Cope & Kalantzis, 1993). The objective of this cycle is
to allow the students to use genre flexibly. It allows students to enter any stage of the
genre.

The three phases of the teaching and learning cycle by Martin and Rose (2005,
p. 252) is explained in Table 6.

Table 6: Teaching and learning cycle (Martin & Rose, 2005, p. 252)
The phases of the teaching Purposes

and learning cycle

Deconstruction In this phase, the teacher introduces the model text in the

specific genre that students are expected to write. Then, the

teacher guides the students to deconstruct model text through
demonstration and modeling, which is followed by discussing
the purposes, text structures and language features of the

particular genre.

Joint construction In this phase, the teacher shares responsibility with students

for writing in the same genre. Teacher and students work
together to co-construct texts that are similar to the model text
that they already learned. Students start applying the linguistic

features of the specific genre that they are learning.

Independent construction | In this phase, students work independently to construct their

own text in the particular genre. The teacher is expected to

scaffold and guide the students.

Furthermore, Hyland (2003, 2014) states that genre-based writing instruction
places emphasis on teacher-supported learning and peer interaction, which compose

the five stages of the teaching and learning cycle shown in Table 7.
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Table 7: The teaching and learning cycle (Hyland, 2003, 2014)

Stages of teaching
and learning cycle

Purposes

Activities

Developing the context
(Contextualizing)

In this stage the teacher
has to raise the students’
awareness of the
institutional and the
social purpose of genre.
Therefore, the students
are introduced to the
social context of the
genre to learn the use of
each genre in the general
context, to learn its
social purpose, and the
immediate context of the
situation.

Present and discuss the context
through pictures, films, site visits,
realia, guest speakers, excursions
etc.

Provide the students with
analytical tasks

Discuss the cross-cultural
comparison between the target
context and the home context
Explore register features of
sample texts in each genre to raise
student awareness of the context
Engage students in simulations,
role plays, or activities that focus
on aspects of the target culture

Modeling and
deconstructing the text
Modeling)

It is an important
scaffolding activity that
involves the discussion
of the grammatical and
rhetorical features of
each genre. The purpose
of this stage is to raise
the students’ awareness

of each genre.

Text-level tasks:

o Naming stages and
identifying their purposes

o Sequencing, rearranging,
and matching

o Comparing texts
Identifying different and
similar simple texts as
particular genres

Language tasks:

o Reorganizing the
paragraph

o Completing gapped
sentences

o Substituting a feature e.g.

tense, modality, voice,
topic sentence)

o Collecting examples of a
language feature

o Working in groups to
correct errors

Joint construction of the
text (Negotiating

Teacher and students
work together to
construct a whole
example of the genre,
with the teacher-
supported practice in the
genre.

Teacher-led whole class
construction on the board
Collecting information through
research and interviewing
Small-group construction of texts
for presentation to the whole class
Completing unfinished or skeletal
texts
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Creating a parallel text following a
given model

Creating a text using visual or
audio stimulus

Editing a completed text
Negotiating an
information,opinion gap

Independent construction
of the text (Constructing,

The purpose of this stage
is for the students to
apply what they have
learned and write a text
independently-monitored

by the teacher.

Practice a range of pre-writing
activities e.g. brainstorming, free
writing, cubing, etc.

Outline and draft a text based on
pre-writing activities

Revise a draft in response to
others: comments

Proofread and edit a draft for
grammar and rhetorical structure
Read and respond to the
ideas/language of anothers draft

Research, write, and revise a
whole text

Linking related text/
Comparing text
(Connecting,

This final stage provides
opportunities for
students to investigate
how their studies on
genre are related to other
texts that occur in the
same or similar context,
or in other genres they
have studied.

Comparing the use of genre across
different disciplines, or cultures
Studying how the information
changes when written for different
readers or purposes

Transforming texts for different
media

Researching other genres used in
the same situation

Comparing written and spoken
genres

Interviewing the text user

In addition, Derewianka (1990) summarized the teaching — learning cycle and
suggests that there are two main teaching-learning cycles in standard genre-based

writing teaching: writing with the class and writing independently.
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Table 8: The teaching — learning cycle (Derewianka, 1990)

Writing with the class

Stages in the teaching and
learning cycle

Purposes

Building knowledge of the
field genre)

Activating students’ schema is essential
for enabling students to know something
about the topic that they will write on, so
that they are able to develop it easily
into a complete essay. Schema activation
encourages students to determine a
purpose, organization and readership.

Exploring the genre

This activity provides the students with
input about the organization of the text
that they are going to write. Teachers
encourage the students to focus on the
grammatical features employed in the
text.

Joint text construction

Teacher becomes a co-writer with his/her
students to shows the students the way
to write a text using a certain text-type
along with a particular organizational
pattern. Teacher also reinforces the use
of generic structures and grammatical
features in the meantime.

Writing independently

Building knowledge of a
similar field

This stage is similar to the building of
genre in the writing-with-the-class phase.
In this case, there are two main activities
that the students need to go through.
These are forming a small group, and
brainstorming and outlining ideas.

Drafting, revising, and
conferencing

After the students have outlined their
ideas and the outline is approved, the
students have to rework their outline
according to the text organization in
each particular genre. After that, students
revise the essay on the basis of the peer
and teacher feedback given in the essay
conference.

Editing and publishing

Teacher encourages students to check
minor mistakes related to grammar,
spelling, punctuation etc. Then, the
students are required to submit their
revised essays and publish their works.

Table 9 shows the correlation between the three teaching and learning cycle

models. It reveals that there is a relationship between the three teaching and learning
cycles developed by Hyland (2013), Martin and Rose (2005), and Widodo (2006). It
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shows that writing can occur in two ways, which are writing with the class, and

writing independently.

Table 9: The teaching and learning cycle models

Instruction

Martin and Rose
(2005)

Hyland (2013)

Widodo (2006)

Deconstruction:

Teacher introduces the
model text that the
students have to write,
and discusses the purpose,
structures and language
features of the specific

Setting the context:
Teacher and students
explore the purpose and
the setting of the
particular genre.

Building knowledge of
field:

Teacher activates the
students’ schema about
the topic that they will
write on.

Building the context:

Exploring the genre:

Writing with | genre. i
the class Teacher and students Teacher provides
analyze the language students with input
features of the particular about the purpose,
genre. organization and
audience of the text.
Joint construction: Joint construction: Joint text construction:
Teacher and students co- Teacher and students Teacher encourages the
construct the text by work together to construct | students to write with
imitating the model text. a whole example of genre. | her/his help to prepare
the students for writing
cooperatively.
Independent Independent construction | Building knowledge of
construction: Students of the text: a similar field:
work independently to Students apply what they | Students form a group
write the text in the have learnt in their to brainstorm the
specific genre. individual writing in an outline of their writing.
activity which is Drafting, revising, and
monitored by the teacher. conferencing:
Writing Students create their
independently draft through the stages
of revising and
discussing.
Editing and

Publishing: Students
rework their writing by
checking the language
features and text
organization, and then
submit and publish the
work.

Comparing:

Students investigate how
the given genre that they
have been studying is
related to other texts that
share a similar context.
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To sum up, in writing with the class, the ranges of the instruction are based on
deconstruction and modeling the genre text. Hyland (2013), Martin and Rose (2005),
and Widodo (2006) are all agreed that during this stage, the students are required to
do the genre-analysis by modeling the text in order to notice the purposes of the text,
the grammar structures and language features. Additionally, the joint construction is
another important step of writing with the class, since it allows students to construct
the text based on the model. It can be said that it is the stage of collaborative writing.

The idea of the collaborative writing is allied with the study of Vygotsky
(1978) which mentions that social interaction plays a significant role in the students’
cognitive development. It is believed that working in a community where the member
is the group of students who have and learn similar knowledge could help them
develop their learning. According to Hyland (2013); Martin and Rose (2005) and
Widodo (2006), the collaborative writing is the stage which the students were asked to
co-construct the text by mimicking the model text, and to prepare the students for
writing individually. Storch (2005) states that collaborative writing can help improve
the proficiency of the text in terms of tasks’ fulfillment, grammatical accuracy, and
complexity. Hirvela (1999) confirms that that collaborative writing provides chances
to the students to become a member of a community where they can use each other as
assistance and support. In this study, peer review or peer feedback was implemented
as one of the strategies to enhance the students’ writing as well as thinking skills in
the collaborative learning environment. Farrah (2012) states that peer evaluation
functioned as an approach that enhances the students writing ability in terms of
increasing the students” motivation to write and to learn how to treat writing as a
collaborative social activity.

In writing independently, the students are assigned to compose their writing
according to the genre. As mentioned by Vygotsky (1978) that “Every function in the
child’s cultural development appears twice: first, on the social level, and later, on the
individual level; first, between people and then inside the child”. Hence, in this stage,
the students need to write the text independently through the processes of outlining,
drafting, revising, editing, and publishing that are monitored by the teacher (Hyland,
2013; Martin & Rose, 2005; Widodo, 2006).
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Additionally, Hyland (2013) states that after the students publish their work,
the next step of writing independently is that the students should investigate the
relationship of the studied genre with other texts that occur in the same or similar
context.

From the aforementioned teaching and learning cycle, the instructional model

of genre analysis is shown in Table 10.

Table 10: Instructional model of genre analysis

Instructional model of genre analysis
(Hyland, 2013; Martin & Rose, 2005; Widodo, 2006)

1. Modeling the specific text: To explore the purpose

Writing with the and the language features of the text.

class 2. Collaborative writing: To co-construct the text by
imitating the model text, and to prepare the students
for writing individually.

Writing 3. Selfwriting: To compose and monitor the text

independently

independently.

Therefore, the genre-based writing approach is a way of writing that places
emphasis on the use of appropriate language in different types of written text and
recurring situations, which are the situations where the specific writing
communication takes place. This concept is important in teaching writing because the
teacher should be aware of teaching the students when, what, and how to write the
text.

For this study, the model of instruction was designed under the teaching and
learning cycle of genre-based instruction. The students were asked to compose the
paragraph in four genres that are procedural writing, descriptive writing, narrative
writing, and persuasive writing since these four genres are appropriate to the present
level of students and their further writing. During the lesson, the students would get
through the three stages namely: (1) modeling the text — that the students were asked
to do the genre analysis in order to learn the paragraph organization, moves, and

language features, (2) collaborative writing — that the students were asked to
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constructed the text together, and (3) self-writing — that the students would apply the

knowledge from the previous stages to construct their paragraph individually.

2.2.7 Related studies on the genre-based writing approach

There has been a great deal of research relating to a genre-based approach
which can be divided into the studies of genre-based writing as to improve the
students’ academic writing and the studies of genre-based approach in Thailand.
Many studies believe that genre-based approach was able to promote the EFL
students’ academic writing. Thus, many studies put the awareness on applying this
approach in teaching writing as follows.

Emilia (2005) studied the effects of using critical genre-based approach
(GBA) in teaching English writing to the EFL students in the state university using a
qualitative research design. The findings showed that the students’ argumentative
writing ability improved in terms of having a clear schematic structure, using of
evidence to support the argument, and using various linguistic resources. Also, the
study proved that GBA could enhance the students’ critical thinking skills and critical
literacy.

Yusuda (2011) conducted the study to investigate how the EFL writers
develop their genre awareness, linguistic knowledge, and writing competence in
genre-based writing course through email-writing task with 70 undergraduate students
in Japan. The results revealed that the students improve their genre awareness and
perceptions.

Chen and Su (2012) investigated the genre-based approach instruction to teach
summary writing to Forty-one students in Taiwan. The students were asked to
summarize a simplified version of The Adventure of Tom Sawyer. They found that
genre-based approach was effective in improving the students summarizing
performance in terms of the content, vocabulary and language use.

Flowerdew (2000) conducted the study to investigate the use of genre-based
framework for the teaching of the organizational structure of academic writing. The
results revealed that there is the occurrence between the generic move structure and

problem-solving pattern.



50

The abovementioned studies showed that genre-based approach has been used
in order to solve the writing problems in the EFL students. It could be said that
writing might be able to promote by the use of this approach.

In Thailand, the theory of the genre-based writing approach is quite popular.
Many researchers have conducted studies on the genre-based approach with the aim
of investigating its effectiveness on second language writing among Thai students.

With the belief that genre-based learning can enhance the students writing
ability, Krisnachinda (2006) conducted a case study on a genre-based approach to
teaching writing in a tertiary context, in Thailand, in order to examine how the genre-
based approach to teaching affects the the students ability in the ‘writing a recount’
genre, and to investigate the students attitude toward the genre-based approach. The
findings proved that the students became better in the ‘writing a recount’ genre and
showed a positive attitude towards the genre-based approach. The researcher also
claimed that the genre-based approach was an appropriate teaching approach.

Another study on the effects of genre-based writing on the students writing
ability belongs to Kongpetch (2003). Kongpetch conducted the study on the
implication of the genre-based approach on the teaching of English writing, with 45
third year English majors, in Khon Kaen University. The focused genre was the
exposition genre. The students were taught explicitly based on the systematic
functional linguistic theory, and the genre-based approach that required the students to
write text, paragraph, and clause. The results of the research showed that the genre-
based approch has positive effects on the students expository writing. It was
suggested by the researcher that the genre-based approach should be implemented in
the Thai English language learning context.

Payaprom (2012) was also interested in the effects of a genre-based writing
approach on Thai students’ writing ability. Payaprom studied the effects of the genre-
based approach on Thai students’ English literacy development, and explored the
students’ attitudes towards the teaching programs. The subjects of this study were
fourteen third-year students majoring in English. The results showed that the genre-
based approaach had a positive impact on students’ English writing. The students also

showed a positive attitude toward the approach.
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In the field of English for Specific Purposes, Changpueng (2009) conducted
research on genre-based course development for engineering students. The aims of the
study were to investigate the students’ needs of English writing skills, to develop the
genre-based approach for the students, and to explore the effectiveness of the course
and the students attitude toward the genre-based English writing course. The results
showed that the most required genre were request emails, enquiry emails and
investigation reports. The data from the pre-test and post-test, as well as the
interviews, proved that the course was effective. The data from the attitude
questionnaire and student log showed that the students had a positive attitude toward
the course.

To summarize, the number of studies proved that the genre-based approach is
effective in terms of enhancing the students writing ability. Also, the students have a
positive attitude toward learning through this approach. However, the studies were
mainly focused on improving the students’ writing ability and investigating the
students’ attitude to the paper-based materials. The focus on other skills is also
limited. Therefore, this study is to be conducted to apply technological tools in a
blended learning environment, to enhance the students’ writing ability as well as
thinking skills.

2.3 Genre-based learning and thinking

Many experts conformed that genre-based not only enhance the students’
writing ability but also improve the students’ thinking skills. First, genre-based
learning can foster the students’ critical thinking skills because the approach asks the
students to analyze the text’s organization and carry out composition strategies
(Wongchareunsuk, 2001). Also, genre-based approach has its effectiveness in that it is
explicit, systematic, need-based, supportive, empowering, and critical and
consciousness raising (Hyland, 2013). Additionally, the genre-based teaching learning
cycle key stages, namely; contextualizing, modeling, negotiating, constructing, and
connecting, involve the thinking process to help the students complete the written task
(Hyland, 2003, 2014). According to Lassiter (2014), genre pedagogy in the classroom
offers the teacher the chance to ensure that the students will be able to think critically
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about the writing situations they will encounter in the future. Also, it allows the
students to understand the practical knowledge necessary for survival in the
communities.

Schleppegrell (2004) discusses the genre of analytic exposition, which includes
the commitment to a central organizing idea, as well as the ability to develop this idea
through the use of supporting information. Kay and Dudley-Evans (1998) mentions
that the genre approaches encourage students to participate in the world around them.
Also, it allows the students to become more flexible in their thinking and to realize
how authors organize their writings. According to Feez (1998), a genre-based
approach encourages the students to write a composition with a clear purpose,
audience and organization in mind; meaning that the students are encouraged to think
about why they are writing a composition, who they are writing for, and how to
construct their writing with clear organization.

From the previously-mentioned studies on the genre-based approach, it was
revealed that a genre-based approach supports the students in being able to think
critically and to develop their idea. Additionally, a genre-based approach helps the
students to think in a more flexible and practical way. It has been proven that this
approach encourages the students to think and also enhance the students thinking
skills.

2.4. Thinking skill

The term “thinking” has been explained by many experts. Fisher (1998) states
that the term thinking skill means the human capacity to think in conscious ways to
achieve certain purposes. Such processes include remembering, questioning, forming
concepts, planning, reasoning, imagining, solving problems, making decisions and
judgments, or translating thoughts into words. According to Department of Education
Department of Education and Employment (1999), the national curriculum in England
has been revised to include thinking skills in its rationale, under the belief that
thinking skills are essential in learning how-to-learn. The list of thinking skills in the

curriculum contains: information processing, reasoning, enquiring, creative thinking
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and evaluating. Johnson and Siegel (2010) give examples of the general taxonomy of

thinking skills, as shown below:
Examples of the different kinds of thinking are: sequencing and ordering
information; sorting, classifying, grouping; analyzing, identifying part/whole
relationships, comparing and contrasting; making predictions and
hypothesizing; drawing conclusions, giving reasons for conclusions;
distinguishing fact from opinion; determining bias and checking the reliability
of evidence; generating new ideas and brainstorming; relating cause and
effect, designing a fair test; defining and clarifying problems, thinking up
different solutions, setting up goals and sub-goals; testing solutions and
evaluating outcomes; planning and monitoring progress towards a goal,
revising plans; making decisions, setting priorities, weighing up pros and cons
(p. 32-33).

The well-known classification of ‘thinking’ was elaborated on by
Dr. Benjamin Bloom, under the title of Bloom’s taxonomy. Bloom’s taxonomy of
thinking divided cognition into lower-order thinking and higher-order thinking,
conceptualizing them into a hierarchical ranking of thinking levels. At the first level,
the thinker operates a concrete level of “knowledge ”. Then, the individual is able to
“comprehend” what the facts are about. At the next level, the individual is able to
“apply” what they have learned from the facts and subsequent comprehension. After
that, ‘thinking’ allows the thinker to “analyze” what they know by classifying,
categorizing, discriminating, or defecting information. Next, the first highest level of
higher-order thinking is “synthesis ”. The thinker is able to put ideas together, propose
plans, form solutions and create new information. Last, the other higher-order
thinking is “evaluation”. At this level, the thinker is able to make choices, select,
evaluate and make judgments about information and situations (Bloom, 1956).

In order to think systematically, it is necessary to know the taxonomy of
cognitive thinking, as well as the elements of thinking that are also necessary to
consider, since they will help the students to think more effectively.

In 1990, a group of cognitive psychologists restructured Bloom’s Taxonomy,
reflecting relevance to the 21% century. The six levels in the revised taxonomy
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include, remembering, understanding, applying, analyzing, evaluating, and creating
(Wang, 2012). Anderson et al. (2001) provides the verbs which are necessary in
analyzing the lower-order thinking skills and higher-order thinking skills as presented
in the Table 11.

Table 11: Revised Bloom’s Taxonomy

Classification

Definition
(Anderson et al.,, 2001; Jansen,
Booth, & Smith, 2009)

Verbs

Remembering

Retrieve, recognize, and recall
relevant knowledge e.g. facts, terms,
basic concepts and answers from
long-term memory

choose, define, find, how, label,
list, match, name, omit, recall,
relate,

select, show, spell, tell, what,
when, where, which, who, why

Understanding

Demonstrate understanding of facts
and ideas by organizing, comparing,
translating, interpreting, giving
descriptions, and stating main ideas.

classify, compare, contrast,
demonstrate, explain, extend,
illustrate, infer, interpret,
outline, relate, rephrase, show,
summarize, translate

making judgments about
information validity of ideas, or
quality of work based on a set of
criteria  and standards through
checking and critiquing.

Applying Solve problems in new situations by | apply, build, choose, construct,
applying acquired knowledge, fact, | develop, experiment with,
techniques, and rules through identify, interview, make use
executing or implementing. of, model, organize, plan,

select, solve, utilize

Analyzing Examine and break material into Analyze, assume, categorize,
constituent parts, determining how | classify, compare, conclusion,
the parts relate to one another and to | contrast, discover, dissect,
an overall structure or purpose distinguish, divide, examine,
through differentiating, organizing, | function, inference, inspect,
and attributing. Make inferences and | list, motive, relationships,
find evidence to support simplify,
genera"zation_ survey, take part in, test for,

theme

Evaluating Present and defend opinion by | Agree, appraise, assess,

Award, choose, compare,
conclude, criteria, criticize,
decide,

deduct, defend, determine,
disprove,

estimate, evaluate,

explain, importance,
influence, interpret, judge,
justify, mark,

measure, opinion, perceive ,
prioritize, prove, rate,
recommend, rule on, select,
support




55

Creating Compile elements together to form a | adapt, build, change, choose,
coherent or functional whole; | combine, compile, compose,
reorganize elements into a new | construct, create, delete, design,
pattern or  structure through | develop, discuss, elaborate,
generating, planning, or producing. | estimate,

formulate, happen, imagine,
improve, invent, make up,
maximize, minimize, modify,
original, originate, plan,
predict, propose, solution,
solve, suppose, test,

theory

As mentioned by Anderson et al. (2001, p. 309) that the Bloom’s taxonomy
provided the framework of the hierarchy of the six major categories of the Cognitive
Process Dimension that ordered in terms of increasing complexity. It could be
summarized that the Bloom’s taxonomy acts as the steps that the students have to
master the lowest stage or the least complex stage of the hierarchy before moving to
the higher one. As mentioned by Churches (2008) that before students can create, they
must have remembered, understood, applied, analyzed, and evaluated.

Klimova (2013) suggests that students use thinking processes when they
compose the text. It can be demonstrated in the following ways according to Bloom’s
Taxonomy, cited in Klimova (2013): (1) collecting information is one of the lower
thinking skills under the category of knowledge, (2) describing the background of the
topic is also one of the lower thinking skills, namely: knowledge and comprehension,
(3) identifying and comparing arguments is one of the higher lower-thinking skills
under the categories of comprehension and analysis, and (4) formulating and verifying
conclusions are synthesis and evaluation skills that are among the higher-order
thinking skills. Mayer (2002) supports that the revised Bloom’s taxonomy is based on
a broader vision of learning that not only includes acquiring knowledge but also

includes being able to apply knowledge in various new situations.

2.4.1 Writing and thinking skills

Writing and thinking are skills that go together. That is when people write,
people think about what they have to write. Also, when people write, they will think.
According to Vygotsky (1978), Harris (1989) and Menary (2007) claim that writing
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can help establish acts of thinking; it is an intellectual tool that can change the way
people think. Harris (1989) presents two ideas regarding thinking and writing. The
first is “to regard writing as a useful way to perceive language rather than an active
and powerful cultural agency of its own right.” Second, “the mental differences
between literacy and non-literacy have to do with memory (p.102).”

Additionally, there are some researches that study the connection between
thinking and writing skills. Langer and Applebee (1987, p. 7) observe that “process-
oriented approaches to writing instruction, such as guiding students through
brainstorming, journaling, and reviewing peers' work, have been relatively ineffective

in helping students to think and write more clearly”. Wood and Kurzel (2008) state

that peer assessment and peer review is the authentic approach to assess the students’

achievement as well as contributes to develop the students’ critical thinking, and self-
evaluation. Min (2006) mentions that peer review feedback have a positively impact

on the EFL students’ draft revision and the quality of the writing text. It is to say that,
the peer review is the activity that is crucial in developing the students’ writing
ability.

Stanovich (1986) states that the writing assignments improved students who
had stronger critical-thinking skills in the first place. In other words, students who
start with better thinking skills increase their writing abilities at a faster rate than
students who start with weaker thinking skills.

Flower and Hayes (1981, p. 366), present the cognitive process theory on four
key points:

1. The process of writing is best understood as a set of distinctive thinking
processes which writers orchestrate or organize during the act of
composing.

2. These processes have a hierarchical, highly-embedded organization in
which any given process can be embedded within any other.

3. The act of composing is a goal-directed thinking process itself, guided by
the writer's own growing network of goals.

4. Writers create their own goals in two key ways: by generating both high-

level goals and supporting sub-goals, which embody the writer's
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developing sense of purpose, and then, at times, by changing major goals

or even establishing entirely new ones based on what has been learned in

the act of writing.

It can be concluded that writing and thinking have a connection where they

collaborate with each other. That is because thinking is writing. Thus, in order to be

able to write meaningfully, the students need to be able to think effectively.

Due to the aforementioned information, the implementation of teaching

writing in each genre will be used to improve the students’ thinking skills through

each stage of the instruction. The students will be stimulated their thinking skills

according to Bloom’s taxonomy from remembering to creating using writing activities

and blended learning. The revised Bloom’s Taxonomy will also be applied in writing

the lesson objectives and the thinking assessment rubric. The revised Bloom’s

taxonomy is presented in Table 12.

Table 12: The implication of the revised Bloom’s taxonomy action verbs in the
writing prompts and classroom activities

Categories of

Meaning and action verbs

The sample prompts and

revised Bloom’s (Krathwohl, 2002) activities

taxonomy

Remember Retrieving relevant Can you give more examples of
knowledge from long-term narrative writing?
memory.
Verbs: choose, define,
describe, give example

Understand Determining the meaning of | How does the writer organize the
instruction messages, story?
including oral, written, and
graphic communication.
Verbs: discuss, explain, tell,
summarize

Apply Carrying out or using a In your paragraph you should
procedure in a given include:
situation. - Sequence words to tell the
Verbs: apply, plan, model order of events
- The sensory and emotional
details
Analyze Breaking material into parts | Surf the internet to find

and detecting how the parts
relate to one another and to
an overall structure or

information about the university,
for example: the university history,

the university building, the
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purpose. university staff, and etc.
Verbs: compare, survey
Evaluate Making judgments based on | Tell someone what you learned

criteria and standards. from that experience.
Verbs: evaluate, justify, tell
why

Create Putting elements together to Write a narrative paragraph of 200
form a novel coherent whole | words telling the story of an urban
or make an original product. | legend about the classroom.
Verbs: design, construct,
compose

Based on the previous information, it shows that thinking is a skill that goes
together with writing. Also, the level and element of thinking are topics that have
been discussed. However, thinking skills are also one of the problems in English
language teaching in Thailand. Many researchers have conducted research to
investigate the problems with thinking skills among Thai students, as mentioned in
the following topic.

For this study, the students’ thinking skills that were aimed to developed were
based on the six elements of Bloom’s revised taxonomy namely: remembering,
understanding, applying, analyzing, evaluating, and creating. The thinking instruction
was conducted together with the writing instruction. To be precise, the students were
practiced to employ their lower-order thinking skills and higher-order thinking skills

when they composed the paragraph in each genre.

2.4.2 Related studies on thinking

From the scores on the Programme for International Assessment (PISA) test,
it can be seen that Thai students achieve the lowest scores in East Asia. The most
common rationale behind those results is mainly because Thai educational systems
put their emphasis on the time that the students spend in the classroom while other
countries, such as Singapore, adopt the “teach less, and learn more” approach,
succeeding in applying it in Singaporean schools. Importantly, the reason that lies
behind the unsuccessfulness is the lack of accountability. The solution to the
mentioned problems is to apply a system of accountability to the Thai education

system. The Thailand Development Research Institute (TDRI) suggested five ways to
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improve Thai schools, one of which is that students must learn the skills and
knowledge necessary to live and work in the 21st century. The ability to think for
themselves, critical thinking, and team building are what needs to be emphasized in
the Thai educational system (Tangkitvanich, 2013).
Kaowiwattanakul (2012) addresses the factors that affect the level of success
in thinking critically among Thai students. There are three main factors, as follows:
1. The strong Thai culture of serenity, gratitude, and social harmony among
the Thai people has become the weak point in terms of learning. Wallace
(2003) mentions that a good Thai person is a follower, conservative,

patriotic, friendly, hospitable and yielding. Those characteristics will limit
the range of thinking among Thai people.

2. The Thai educational system is the main barrier to developing the students’
critical thinking. Due to the belief that the parent should be the role model

of their children, and that the teachers have the responsibility to tell the

students what is right or wrong, the development of the students’ thinking
is affected since they hardly have a chance to think on their own.

3. The school curriculum does not make an effort to promote critical thinking
among students. Even though they have changed the educational systems
from teacher-centered systems to student-centered systems, the large
number of the students in each classroom means they cannot succeed. With
a lot of students in one class, it is hard to assess every student. Also,

students have limited chances to express their ideas.

With the belief that culture could affect the students’ thinking skills, Jersabek
(2010) conducted research in order to compare the study behaviors of Thai students
and Western students. The MOODLE learning Platform was applied to support the
students’ interaction. The results show that Thai students are open to the student-
centered approach, instigating discussions, brainstorming and using mind-mapping.

The research also found that even though the students are eager and willing to
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embrace critical thinking and creative techniques, they still find it difficult to do
within their cultural boundaries.

Based on the above-mentioned study and associated factors, it shows that the
main problem that limits the Thai students’ ability is culture. Therefore, it is possible
that the educational systems should be adapted and made compatible with Thai
culture. Then, it will help the Thai students to improve their thinking skills.

Education is not only crucial for the future of the Thai students but also
Thailand. Thus, to help improve the teaching and learning system in Thailand,
educational reforms need to be adapted. The required knowledge and skills in the
Educational reforms aim to develop Thai students’ skills to have a high proficiency in
using foreign languages, and to have characteristics which are necessary in a
competitive world. Among the crucial skills needed by Thai students are thinking
skills.

The decentralized Thai curriculum includes lessons that emphasize thinking
skills, the student-centered approach, and school-based standards, with the purpose of
fostering the students to think creatively and critically (Foley, 2005; Jantrasakul,
2004). According to Office of the National Education Commission (2000), it is said
that “students must be given an opportunity to think, do, check, and verify results for
application in real life. They must become self-reliant so they are able to seek
knowledge themselves and use the knowledge gained creatively for the public
benefit”. Moreover, Office of the Higher Education Commission (2013) underlines
the role of educational institutions in placing more emphasis on strengthening critical
thinking skills than memorization and on developing more practical working skills
than learning theories.

Additionally, there are many researches in Thailand that have studied the
various approaches that aim to develop Thai students’ thinking skills.

Boonphadung and Unnanantn (2015) conducted research to compare the
teachers’ and students’ critical thinking skills before and after implementing the
Millers’ model activities, and also investigated the students’ opinions. They found
that the learning activities used for the four steps of Miller’s Model (Knows, Knows
how, Shows how and Does) helped enable critical thinking in the sampling group.
Moreover, Miller’s Model helped the sampling group see the prospect of using
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knowledge, and then, fortify their knowledge application in the real world. In terms of
student satisfaction, the students had a positive attitude toward learning through the
Miller’s Model activities, and their impressions caused them to be more autonomous
students and more assertive in sharing ideas.

Phrakhruvisitpattanaporn and Piromjitrapong (2012) investigated the teaching
methods used to develop Thai students’ critical thinking. The aims of this study were
to study the teaching methods used to develop students’ critical thinking, and to study
the effectiveness of those teaching methods. The teaching approach toward critical
thinking consisted of four components: (1) the principles, (2) the objectives, (3)
learning and teaching activities, (4) instructional evaluation of the teaching method. In
the process, there were three main parts, that is, introduction, presentation and
conclusion. In planning the lessons, they considered five components which define
critical thinking: (1) ability to define the problem, (2) ability to choose the
information concerning the problems, (3) ability of being aware of the preliminary
agreement, (4) ability to determine and choose a hypothesis and (5) ability to
reasonably draw a conclusion. On completion, the results showed that the teaching
method used to develop critical thinking proved a suitable one in developing an
ability to critically think in five ways, among the subjects who studied in the
Ecclesiastical School. The method could improve the students’ critical thinking
ability.

In summary, Thai students lack the ability to think for themselves and think
critically because of the culture of seniority and social harmony, the Thai educational
system and the large size of the classroom. The Ministry of Education recognizes the
problem and has adjusted the curriculum so that it aims to develop the Thai students’
thinking skills, both in the Basic Core Curriculum and the Higher Education Plan.
However, the teacher in each classroom is also the most important person in
facilitating the students’ development of thinking skills.

Based on the aforementioned issues, weak writing ability and thinking skills
therefore cause major difficulties in learning language. Thus, it is the teacher’s
responsibility to apply applicable strategies and approaches in their English language

classroom, and the genre-based approach seems to be an appropriate teaching and
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learning approach that helps the teacher to improve writing ability and thinking skills

at the same time.

2.5 Blended learning

The term blended-learning has been used for at least 20 years in the business
environment. First, Sharma (2010, p. 456) defines the terms blended learning as “a
course designed to allow workers to both continue in the workplace and study”.
Sharma and Barrett (2007) supports blended learning as a situation where the
employee can continue working full -time and take a training course at the same time.
Driscoll (2002) explains that the training means a web-based platform, videos, CD-
ROMs, and paper-based manuals. Blended learning was adopted as a way of saving
cost. Due to the benefits of blended-learning in the workplace, it is also applicable in
the world of language learning and teaching.

In the world of education, the term “blended learning” has been defined by
many experts. The Department for Education and Training provides a definition of
blended learning as “learning which combines online and face-to-face approaches”
(DET, 2003). Oliver and Trigwell (2005, p. 17) state that blended learning is “the
integrated combination of traditional learning with web-based online approaches.”
Kerrs and De Witt (2010) describe blended learning as all combinations of face-to-
face learning with technology-based learning, with the belief that traditional education
can be supplemented with the use of technology. Stien and Graham (2014) define it as
a combination of onsite and online experiences, with the aim of producing effective,
efficient and flexible learning. Additionally, Obiedat et al. (2014) state that flexibility
and time management of blended learning is noticed as one of the main advantage of
blended learning.

Driscoll (2002, p. 1) sees blended learning primarily as a strategy to help start
e-learning in the institute: “Blended learning allows organizations to gradually move
students from traditional classrooms to e-learning in small steps, making change
easier to accept”. Bonk and Graham (2006) state that the blended learning classroom
is a classroom that integrates a face-to-face classroom with computer-mediated

instruction. Moreover, Sharma and Barrett (2007) mention that blended learning
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refers to a language course which combines a face-to-face (F2F) classroom
component with an appropriate use of technology, for example: Internet, CD-ROMs,
chat, email, blogs, and wikis. Heinze and Proctor (2004) introduce the model of
blended learning that shows a flexible time allocation between the face-to-face

classroom and the web-based classroom.

Figure 1: Blended learning model by Heinze and Proctor (2004)
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Therefore, it can be concluded that the term ‘blended learning’ can refer to a
combination of the face-to-face classroom with the online classroom, in order to help
learning become more successful. However, the term ‘blended learning:is defined
differently among many researchers.

Blended-learning is the combination of web-based technology in order to
accomplish an educational goal (Driscoll, 2002; P. Sharma & Barrett, 2007; Valiathan,
2002).

Blended learning is the combination of pedagogical approaches ceg.
constructivism, behaviorism, cognitivism’)to produce an optimal learning outcome
with or without instructional technology (Driscoll, 2002; P. Sharma & Barrett, 2007)
Lastly, it is skill-driven learning that combines self-paced learning with the instructor-s
support in order to develop the skills (Valiathan, 2002).

From the definition of blended learning, it can be concluded that blended

learning is the combination of two concepts. It could be the mixing of the traditional

classroom with the technology-based classroom. It can be the mixing of the media
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used in the classroom or the mixing of the pedagogical approaches. However, when

blended learning is defined similarly among the researchers, it is explained with a

belief in the combination of the traditional classroom with the online classroom.

The literature shows that blended learning should be implemented in language
learning, since it enhances the pedagogy, can be accessed anywhere and anytime, and
increases the cost-effectiveness. Also, the students can manage their learning and have
opportunities to interact with other people. By some means, with the appropriate
technology-based materials e.g. applications, websites, or social networks, the suitable

pedagogical approaches would specifically help Thai students to improve their

English writing ability.

2.5.1 Blended-learning models

In order to transform the traditional classroom into a blended learning
classroom, the knowledge of each model of the blended-learning environment is
crucial. Blended learning which is known as combinations of face-to-face instruction
consists of several supported models. According to Staker and Horn (2012), the
blended learning model can be described as shown in Figure 2.

Figure 2: The four models of blended learning
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2.5.1.1 The station-rotation model

The station-rotation model is a program in which, within a given course or
subject, asks the students to rotate between learning modalities on a fixed schedule, or
the teacher’s discretion. One of the learning modalities must be online learning, while
the other activities might be a small-group work, full-class instruction, group projects,
tutoring, or paper-based tasks (Staker & Horn, 2012).

According to Walne (2012), the benefits of the station-rotation model are that
it needs a very little adjustment to teaching, materials, and classrooms; it can deal
with a large class size since it allows the teacher to work with smaller groups of
students, and it facilitates the application of project-based learning in the classroom.

The limitations of this model are that the teacher needs to know how to
arrange the right groups for both the face-to-face class and online-learning. Teachers
need an effective classroom management system. Also, the online-learning station

needs to be easy so that the students can complete it by themselves.

2.5.1.2 The lab-rotation model

This model facilitates study within a course by rotation between locations on a
fixed schedule, or at the teacher’s discretion, from computer lab learning for online
learning, through to other learning modalities e.g. traditional classroom (Staker &
Horn, 2012). The advantages of this model are that it requires little adjustment in
terms of teacher contact and materials from the teacher. It is also cost-efficient.
However, the challenge of this model is that the learning lab needs a good learning

management system to facilitate effective learning (Walne, 2012)

2.5.1.3 The flipped-classroom model

The flipped classroom is one kind of rotation model where students rotate on a
fixed schedule between face-to-face teacher-guided practices on campus, during the
traditional school day, to self-study online learning after school (Staker & Horn,
2012). Fraga and Harmon (2014) support the idea that in this model, the activities that

usually occur during the class time, e.g. lectures and demonstrations, take place at
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home or out of class. Meanwhile, the homework which is normally expected to be
done at home is done during the class time.

Also, Walne (2012) states that the benefit of the flipped classroom is that it
creates free time in class for the teacher to deal with students’ problems with their
homework. However, the limitation of the flipped classroom is that the students need
to be able to access the internet at home. Flipped learning can also be referred to as
“reversed instruction”, “blended learning,” or the “inverted classroom” (Bergman &
Sams, 2012).

2.1.5.4 Individual-rotation model

In this model, the students rotate individually among the other learning
modalities, at least one of which is online learning. Also, the teacher needs to create
individual schedules for the students (Staker & Horn, 2012). Walne (2012) provides
many examples of the advantages of this model that allow the students to work at his
or her own pace. Students can use the modality that works best for them for each task.

Also, the fixed schedule is suitable for the students who need a predictable routine.

2.5.1.5 The flex model

In the flex model, online learning becomes the main part of the students’
learning, since the content and instruction are delivered via the internet. Students are
able to move flexibly through different learning modalities and the teacher—of-record
is onsite. The teacher provides face-to-face support through flexible activities such as
small-group instruction, group projects, and individual tutoring. For example, some
flex models may have face-to-face certified teachers who supplement the online
learning on a daily basis, whereas others may have little face-to-face involvement.
(Staker & Horn, 2012).

2.5.1.6 Self-blend model

This model allows the students to complete one or more courses entirely

online to supplement their traditional courses. The difference between this model and
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full-time online learning is that the students self-blend some of the online courses
which have online teachers, together with the other courses at school which have face-
to-face teachers (Staker & Horn, 2012).

2.5.1.7 Enriched-virtual model

This is a type of whole school-experience rather than a course-by-course
model, in which the students divide their time between the traditional classroom and
learning remotely, using online delivery of content and instruction. This model is
appropriate to the school that operates the entire learning online. Students attend the
brick-and-mortar classroom for only the first course meeting, and then online learning
occurs (Staker & Horn, 2012).

The aforementioned information on blended learning models confirms the
belief that the definition of the term, blended learning, is “the mixture between face-
to-face instruction and online instruction”. However, each model has its own benefits
and limitations. Therefore, the teachers who are going to create a blended learning
environment should observe the classroom, as well as the needs of the students and
the school before using it. The benefits of blended-learning will significantly improve
the student’s language learning if the teachers really understand the model as well as
the classroom.

For this study, the abovementioned blended learning models were not applied
in this study since the design of the study was not appropriate with any techniques in
the models. This study was planned based on the core concept of the blended learning
that the blended learning instruction occurs in two types of environment that are face-
to-face, and online. The modeling the text stage and the collaborative writing stage of
the teaching and learning model of genre instruction were conducted in the face-to-
face environment, while the self-writing stage of the teaching and learning model of
genre instruction was conducted in the online environment. Hussin, Abdullah, Ismail,
and Yoke (2015) mention that the blended learning is benefits in the way that the
students could get writing support during the revision and edited stage in the form of

feedback or comments from the classmates and teacher, thus that the teacher and the
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students were requested to do the follow up activity after sharing the paragraph such
as liking, commenting, and peer-reviewing.

Therefore, this study aims to develop the technology-enhanced genre-based
writing instruction module to enhance Thai students' English thinking skills and
writing abilities. Technology provides the students with the opportunities to be

exposed to various authentic texts in different genres, which will help the students to

improve their writing. Genre-based writing places emphasis on those writing on a
rhetorical situation, through processes that not only improve the students: writing but
also their thinking skills. By knowing the purposes of the writing tasks and being able

to apply the language appropriately in each genre by using technology, the students

will be able to improve their thinking and writing effectively.

2.5.2 Related studies on blended-learning

According to the researcher’s review of the research on blended learning, there
are some studies that have investigated the effects of blended learning on English
proficiency in ESL and EFL contexts both learning ability of the students and the
attitude toward learning.

With the interest in the effects of blended learning on reading, Sukavatee
(2007) conducted research to examine the effects of the Social Constructivism
Blended Learning Module on the students’ reading ability and reading engagement,
with 53 Grade 11 students. The implication of the study was that the reading ability of
students with low reading ability improved significantly. However, there was no
improvement on the students’ reading ability among the students with high reading
ability. Also, the students showed more social interaction during the blended-learning
instruction. It can be concluded from this study that blended learning could enhance
reading ability in low-proficiency students, and encourage collaborative learning.

Research into the effects of blended learning on Thai students’ English writing
abilities was conducted by Pongto (2011). The study aimed to investigate the
students’ writing abilities and their attitudes toward blended learning, by using local

cultural content with 31 tenth grade students. This study used pre- and post-testing,
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questionnaires, interviews and content analysis. A practical implication of this study
is that the writing ability of the students was improved significantly, and the students
also had a positive attitude toward blended learning using cultural content.

With an interest in the effects of blended learning on intrinsic motivation,
Sucaromana (2013) conducted studies to compare the results of blended learning with
face-to-face learning. The subjects were separated by gender, intrinsic motivation, and
attitude. The experiment group was taught in a blended learning environment and the
control group was taught by face-to-face instruction. The results showed that the
students who were taught using blended learning had significantly higher levels of
intrinsic motivation. They had a better attitude toward learning and a greater level of
satisfaction.

Research on the effectiveness of cooperative and blended learning in Learning
Grammar has been conducted by Chansamrong, Tubsree, and Kiratibodee (2014). The
study was conducted with 100 ninth grade students in order to explore their learning
abilities with regard to English grammar, specifically subject-verb agreement, and the
students’ attitudes to the blended-cooperative learning method. The findings showed
that there was a significant improvement in the students’ grammar ability, and the
attitude of the students toward the blended-cooperative learning method was positive.

Tananuraksakul (2014) explored the Thai undergraduate students’ experiences
in using Facebook group as blended learning environment in a writing class and found
that Facebook proven to be useful as a tool for Thai students to learn.

In addition, blended-learning is able to serve as the tool to encourage the
students’ to have a positive opinion toward learning.

Challob, Bakar, and Latif (2016) studied the effects of the collaborative
blended learning environment on EFL students’ appreciation and performance. They
found that the blended learning activities had helped them reduced their writing
anxiety and improved their writing performance in both the micro and macro aspects
of writing.

Srijongjai (2013) explored the students attitude towards collaborative
feedback activities in a blended learning setting and found that students have positive
perception towards collaborative feedback activities used in face-to-face and online

environments.
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Larsen (2012) and Miyazoe and Anderson (2012) investigated the
effectiveness of the ESL/ESL students’ perception toward the effectiveness of using
blended learning approach in enhancing the writing skill. The studies found that the
students have a positive awareness toward the practicality of blended learning in
improving their writing ability.

From the above-mentioned study, blended learning can enhance the students’
English language ability, cooperative learning, and intrinsic motivation, and increase
their attitude in learning. However, the effect of blended-leaning on thinking was
hardly noticed. Also, the number of studies on this topic with undergraduate students
is limited. Therefore, this research will contribute some more knowledge of the effect

of blended learning on the thinking skills of undergraduate students.

2.6 The application of technology in a blended learning environment

2.6.1 Technology in the English language classroom

Technology appears everywhere. It assists people in their personal life,
academic life, and professional life. Therefore, technological literacy has become an
essential skill for everyone (Lever-Duffy & McDonald, 2011). In the field of
education, technology has become more and more important, with the appearance of
computer-based materials for language teaching, referred to as CALL (Computer
Assisted Language Learning). With the advent of widespread Information and
Communication Technology (ICT)and internet, the term TELL (Technology
Enhanced Language Learning) appeared (Dudeney & Hockly, 2007). Therefore, an
awareness of technology trends and the tools that can be applied in the classroom is
crucial for teachers who are interested in teaching with technology.

Technology, specifically digital technology, offers lots of opportunities in
language learning. Sharma and Barrett (2007) believe that technology can be
motivating. The technology can create more interactive exercises and feedback. It
enables the students to communicate without limitation in terms of time and distance.
The use of technology outside the classroom helps students to be autonomous. Also,

the use of technology is timesaving, contemporary and authentic.
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The role of technology in developing language skills varies. Focusing only on
writing skills, technology is quite ideal. Peterson-Karlan (2011) states that
technologies have the potential to support writing and the teaching of writing.They
also represent new ways of teaching writing. The National Commission on Writing
(2003) mentions that technology-supported writing can occur in the processes of
writing e.g. planning, transcribing, and editing and revising, by using tools which
include the word processor. Technology also provides new sources of information and
the means of obtaining it (e.g., the Internet, search engines) and enables sharing,
editing, and collaboration among writers, teachers, and peers. Hussin et al. (2015)
mention that the students could gather information from the internet and share
knowledge and experience through online discussion via the use of an online
environment.

It is to say that the Web 2.0 and 3.0 serve as great resources where the students
can access for their learning at any time. According to Harvey (2004), lifelong
learning can be defined as the learning activity formally and informally throughout
one’s life. The reason that Web 2.0 and 3.0 can promote the students’’ lifelong
learning is that it brings the students’ closer to contact with the technological tools,
the virtual environment and immersive world that help the students to gain the
information to build their knowledge and promote their learning (Loureiro, Messias,
& Barbas, 2012).

In conclusion, many experts confirm that technology can help the students to
learn and well as improve their language skills learning. The following will be

focused on the importance of technology in teaching writing.

2.6.2 Technology and writing teaching

In the world of Information and Communication Technology (ICT), the
technology-based classroom is growing, and technology also has an impact on writing
skills. Hyland (2003) states that technology influences the ways people write, the
genres people create, the forms of the final products, and the way writers engage with
the readers. Lankshear and Synder (2000) affirm that writing always involves an
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application of technology in some way, whether quill, pencil, typewriter, printing
press, or word processor.

Hyland (2003) proposes that the significance of technology in writing is that it
facilitates the blending of the written text in media, and it helps entry into new online
discourse communities. Also, it enhances the integration of marginalized writers and
texts that had been disconnected from new writing technologies.

Despite the importance of technology, technology can provide greater
challenges than writing with pen and paper. Therefore, technology application to
language teaching has raised the questions of how the teacher should teach and what

tools the teacher should provide to the students.

2.6.2.1 Technological platform for learning

Technology, nowadays, provides the news channel of interaction and
communication. At the same time, technological tools have advantages in the field of
teaching and learning. The growing of technology changed the platform and the tools
of learning from paper and pencil to screen and keyboard. The development of web
2.0 technologies such as web blog, online discussion board, social media such as
Facebook, Instagram, YouTube, and etc., also becomes popular tools. The new
application in the Web 2.0 tools allows the users to interact and communicate with
others via the virtual community (McCarthy, 2010). Web 2.0 application also
produces some 21% century skills such as critical thinking, collaboration,
communication, global awareness, and information literacy among the students
(Dohn, 2009).

In this study, Facebook is selected as a platform for the students and teacher to
communicate, interact, and socialize with each other. Facebook is the social media
that is currently highly used by the students since it has the potential to become a
valuable resource that is able to support their learning (AbuSaaleek, 2015). Also,
Facebook has become one of the most prominent Social Networking sites. It seems to
offer great potentials for teaching and learning as many students are using Facebook
daily. One possible way of using Facebook for teaching and learning is to use its
group (Wang & Woo, 2012). According to Terantino and Graf (2011), Facebook
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provides the digital environment where the students can connect with the others to
actively participate in creation and exchange information. Shih (2011) mentions that
“integrating Facebook in blended-learning in higher education seems to be a feasible
means for a teacher to enhance learning.” Buga, Capeneata, Chirasnel, and Popa
(2014) also support that Facebook has a great benefit in the field of teaching and
learning of writing. Facebook is a means to engage the students to write in a foreign
language and change the students’ perception on homework.

Thus, the characteristics of the Facebook are the main rational of its success

alternative teaching and learning tools.

2.6.2.1.1 The characteristics of Facebook

Facebook attracted many users and also being adopted by more and more
educators for teaching due to its characteristics.

First, Facebook is a social networking that people can connect to each other
by exchanging the profiles, conversation, photos, and videos (Terantino & Graf,
2011).

Second, the main concepts of Facebook such as wall, friend, like, comment,
poke, send the messages, and share photos or video provide users with a mean to
communicate and interact with others all over the world (AbuSaaleek, 2015).

Third, Facebook platforms offer the opportunities to assess the real world
resources where people can construct the knowledge and rehearse using the target
language through the discussion (Terantino & Graf, 2011).

Forth, people can instantly discuss all types of information and knowledge
through the share status which is similar to the discussion board (Shih, 2011).

Lastly, McNeil (2008) affirms that Facebook can lessen the social distance
between the participants.

The outstanding features of the Facebook are related to the great number of
participants that connect to each other to share their own story and opinion. Also,
Facebook provides a great opportunity for the user to share and discuss the
information on the authentic materials. These characteristics of Facebook are useful

and applicable in the language learning classroom.
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2.6.2.1.2 The benefits of Facebook in education

The numbers of the students who connected to Facebook are increasing
rapidly. Therefore, it is important to the teachers to explore how to apply this kind of
social media in the classroom, especially English language classroom.

According to many researchers, Facebook has great advantages in the field of
education. Terantino and Graf (2011) mention that “Facebook is a target-language-
friendly interface for and used by the native. The students can choose to follow
celebrities, athletes, places, and events from a target language so they can read the
update news, read and give in the target language. Also, the instructor can facilitate
the discussion on the target language.

Facebook also benefits in terms of the interactions among the participators.
The interactions of the students in the online discussions can enable a student-
centered approach and also provide students opportunity to practice and learn in the
supportive environment (Shih, 2011). McCarthy (2010) mentions that with an online
environment, students can interact with others at their own pace and they have time to
reflect the comments that they do not have to respond to it directly as it is in the
traditional classroom.

The Facebook features such as sharing photos, videos, or the URL can
promote the students to collaborate their idea through the discussion, status update,
comment, and questions. Facebook also “allows for multi-dimensional conversation,
both among the students and between the students and teacher” (Terantino & Graf,
2011). Facebook can also be used to promote the students motivation in learning
(Blattner & Fiori, 2009).

Facebook also benefits in teaching writing skills. Facebook can be applied in
the writing activity as the students can learn the new vocabulary by reading the
comments of others students, discuss for the writing idea, and spell-check by peers
(Yunas, Salehi, Hui Sun, Yong Phei Yen, & Kwan Su Li, 2012). Terantino and Graf
(2011) also mention that the informal feedback from the instructor and peers can
promote the sense of collaboration. According to Shih (2011), Facebook integrated
blended learning was effective in enhancing the low-level students writing ability.

In conclusion, Facebook is a social media site (SNSs) that its features have

advantages in the language education covering the English language writing
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instruction. In this study, Facebook was implemented as a teaching and learning
platform of the GWIMBLE.

2.6.2.2 Web 2.0 writing tools

Online writing has been developing through the powerful role of the
networked computer. Therefore, online writing can be comprised of synchronous and

asynchronous writing.

2.6.2.2.1 Synchronous writing

Hyland (2003) describes this theory as the way that students communicate
online in real time, through discussion software, with all participants contributing at
the same time. An example of synchronous writing is:

Text chat

Dudeney and Hockly (2007) states that text chat allows the chat users to
communicate via typed chat. The users type their message and send it into the chat
program, and then the message appears on the screen of other users. They also suggest
several types of educational chat that can be conducted in the classroom. Text chat
can be applied as follows: free topic chat, collaborative chats, task-oriented chats,

informative or academic chats, and practice chats.

2.6.2.2.2 Asynchronous writing

Hyland (2003) describes this as the way that the students communicate in
delayed time using the networked computers. Asynchronous writing tools are
comprised of:

Wiki

Lever-Duffy and McDonald (2011) describe a wiki site as a website where
content is written collaboratively, so anyone on the computer can make changes to the
information by editing and adding to it. Szu (2008) suggests ways of applying the
wiki to the writing classroom, such as the following activities: collaborative poetry
writing, collaborative story writing, student-made quizzes and worksheets, personal

descriptions, and assigned topic writing.
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The advantages of using a wiki in teaching writing are various. Lever-Duffy

and McDonald (2011) suggest the use of the MediaWiki (www.mediawiki.com) and

claims that it can offer projects and shared resources to an online group. Warschauer
(2010) states that wikis help with exploring identity, expressing one’s voice, airing
diverse views and developing community, and facilitating collaborative writing.

Email

Email is a tool that the students can use to write, read, save, edit, and forward
messages to other users. Hyland (2003, p. 156) states that email is a useful tool for
writing instruction which “allows the teachers to set up classroom interaction and
long-distance exchanges, and encourages students to focus on fluency and meaning
while writing for a real audience and purpose.”

Blogs

Walker and White (2013) define blogs as websites where students can post
their thoughts and pictures displayed in chronological order. Lever-Duffy and
McDonald (2011) states that blogs are virtual online spaces that allow the user to post
their personal commentary, share, and observe reader reactions through the web.
Dudeney and Hockly (2007) state that blog consists of written text, and may include
pictures or photos, or audio and video. The benefits of using blogs in education are
that they can encourage reflection and critical thinking, and develop reading and
writing skills (Walker & White, 2013).

From the example above, it can be seen that technological tools have been
proven to have benefits in enhancing the students’ writing, and by some means, the
reading and thinking skills also. The students will not only improve their language
skills by studying in the technological-based English classroom, but also improve
their collaborative skills and opportunities to access and work in an authentic
environment. Therefore, a possible way to integrate the technology into the classroom
can be done by the application of blended learning.

For this study, the writing occurred in the teaching and learning platform so-
called “Facebook” that the students were asked to share their paragraph that was
transformed into the digital file using the presentation programs. In the platform, the

students were allowed to attach the related photos, attach the outline and the first draft
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of their paragraph, the URL of the sources, and they were allowed to give their peers

comments on the Facebook’s comment box.

2.7 Genre-based and thinking skills in blended-learning

In order to help the students to get a chance of being exposed to various types
of genre, the implementation of technology is a method that teachers should take into
their consideration. That is because CALL materials add some advantages to the
genre-based approach.

According to Miller (2011, p. 6), “genre approaches analyze many authentic
text samples to find commonalities. This means that if teachers wish to analyze a
particular genre with their students, they need either access to prior studies or access
to a number of authentic texts. With the increasing reach of the Internet, gaining this
access is becoming more and more feasible for many teachers around the world.”
Dudeney and Hockly (2007) state that technology offers the students chances to
assess and practice their language through various authentic tasks and materials.

Digital technology is significantly important in writing. Technology has
potential to support writing by providing the tools that help the writers to plan,
transcribe, edit, and revise. It also provides new sources of information and the means
of obtaining it (e.g., the Internet, search engines) and enables sharing, editing, and
collaboration among writers, teachers, and peers (Peterson-Karlan, 2011; Walker &
White, 2013).

Additionally, with integrative CALL resources in a genre-based writing class,
the teacher focuses both on helping students write better, and also on encouraging
them to employ technological products (e.g. word processors, the World Wide Web
and computer-based communication/CMC) in order to facilitate the whole writing
process (Egbert, 2005). The application of CALL materials in the genre-based writing
class is beneficial since it provides students with online authentic texts and resources,
using technological products that support the students in every process of writing.

Besides the development of English writing ability, the technology also
encourages the students to think. Computers will not teach thinking skills directly;
however, they will prompt the students to think logically. Wegerif and Dawes (2004)
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state that “programming is a good example of the use of the computer” and the
thinking skills that result from programming are types of diagnostic thinking such as:
problem-solving, planning, reasoning, and reflecting.

To summarize, genre-based writing has the potential to enhance the students’
writing ability and also encourages the students to think. Therefore, it is crucial for the
teacher to implement the genre-based approach in the English language writing

classroom.

2.8 Organizing the genre-based writing instruction module in a blended

learning environment

With the aim of developing the lesson plans for face-to-face writing
instruction and web-based writing lessons, the researcher followed the teaching and
learning cycle models propose by Widodo (2006), Hyland (2013) and Martin and
Rose (2005). Martin and Rose (2005) extended the teaching-learning cycle which had
been developed by Rothery (1996). This teaching — learning cycle is made up of three
phases of activity: Deconstruction, Joint Construction, and Independent Construction.

Writing and thinking are skills that go together, that is because writing can
help establish acts of thinking; it is an intellectual tool that can change the way people
think (Harris, 1989; Menary, 2007). The genre teaching-learning cycle key stages are
namely; contextualizing, modeling, negotiating, constructing, and connecting, which
involve the thinking process to help the students complete the writing task (Hyland,
2003, 2013, 2014).The genre-based writing instructional model, thus, does not only
enhance the students writing ability but it also fosters the students thinking skills as

well.

Therefore, the final element in the teaching framework of genre-based writing
instruction in blended learning in order to develop the students’ thinking skills and
writing abilities is the revised Bloom’s taxonomy action verbs. The table below shows
the relationship between the blended-learning instructional model of genre analysis
and the revised Bloom’s taxonomy, in order to create the instructional framework for

this study.
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Table 13: The teaching framework of genre-based writing instruction in a blended

learning environment

The Blended learning
model (Heinze & Proctor,
2004)

The instructional model of
genre analysis
(Hyland, 2013; Martin & Rose,
2005; Widodo, 2006)

Bloom’s Revised Taxonomy
(Anderson et al., 2001)

Face-to-face instruction

Modeling the specific text: To

explore the purpose and the
language features of the text.

Remembering: to retrieve,
recognize, and recall relevant
knowledge.

Understanding: Demonstrate
understanding of ideas by
organizing, comparing, and
interpreting.

Collaborative writing: To co-

construct the text by imitating the
model text, and to prepare the

Applying: to apply acquired
knowledge and rules through
implementing.

students for writing individually.

Analyzing: To make inferences

and find evidence to support
generalization.

Evaluating: To make judgments
on information validity of ideas.

Self-writing: To compose and

o . monitor the text independently.
Online instruction

Creating: To compile elements

together to form a coherent or
functional test.

From table 13, it can be seen that the blended learning instruction is divided
into two parts, namely: face-to-face instruction and online-instruction.

In writing with the class, the model is focused on the process of modeling the
purpose of the text, and the lower thinking skills of Bloom’s taxonomy, namely:
remembering, and understanding. The next process in this part is focused on the
collaborative writing that encourages the students to construct texts based on the
sample genre text which is related to the collaborative activities and instruction. The
thinking skills at this stage are higher thinking skills: applying, analyzing, evaluating,
and creating. However, the lower thinking stages are also applied in this process
according to their appropriateness.

For the independent-writing instruction, the model is focused on self-writing

where the students have to compose the text individually. It relates to the
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individualized online instruction, and both the lower thinking skills and higher-order

thinking skills of the revised Bloom’s taxonomy.

2.9 The Students’ Attitude toward GWIMBLE

According to Abidin, Pour-Mohammaddi, and Alzwari (2012), the success of
the students in learning new language is based on the students’ attitudes toward it.
Robinson (2009) states that a meaningful education can create by the appropriate
personalized condition. Therefore, the study of the students’ attitude is crucial to be

focused.
2.9.1 Attitude

Attitude is the feeling that ones have about something such as place, people,
objects, and situation. Thus, the attitude of the students toward the classroom
environment is not an exception. To study the students’ attitude is significant because
it influences on the students’ behaviors in the classroom.

Several experts have defined the terms attitude in several ways. Brown (2001)
mentions that attitude can be characterized by a large amount of emotional
involvement such as feeling, self, and environment. According to Bagozzi (1994),
attitude refers to directly influence behavior. It is an umbrella of the terms such as
preferences, feelings, emotions, beliefs, expectations, judgments, values, principles,
opinions, and intentions toward someone or something. It is a summary evaluation of
objects or thought (Malhotra, 2005). Attitude is an important concept to understand
human behavior. It is a mental state that includes belief and feeling (Latchanna &
Dagnew, 2009).

In summary, attitude is people feeling and belief toward something and it
could affect people’s feelings and action. Attitude can be both positive and negative;
however, each side of attitude reflects the different results in the language classroom.
Oroujlou and Vahedi (2011) state that negative attitude can lead to the obstacle in
learning a language. Positive attitude is a good start of learning a language. Language
students are not only communicator but a person with heart, feeling, and belief. Since
attitude is a not permanent feeling, therefore, creating the classroom environment that

possible to develop the students’ attitude is important. Also, a teacher should have
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awareness of the components of attitude in order to successfully develop them among
the language students.

In this study, the attitude is measured on the students’ perceptions based on the
students’ writing ability and thinking skills, the genre-based approach the application
of technology, and the overall instruction of GWIMBLE.

2.9.2 Components of attitude

According to Jain (2014), attitude consists of three components that are
affective component, behavioral, and cognitive.

First, affective component is the emotional responses such as liking or
disliking toward something. It can refer to ones’ feeling toward something.

Second, the behavioral component is the verbal or nonverbal behavioral
tendency of someone that consists of the action or observable responses at is the
results of attitude objects. Behavioral components are consisting of the person’s
favorable and non-favorable in doing something.

Last, the cognitive component relates to the individual’s opinion such as belief
and disbelief about something. It also relate to a general knowledge of a person.

In order to study the students’ attitude, it is crucial to know the components of

the positive attitude.

2.9.3 Components of positive attitude

According to Schau (2003), the attitude toward learning can divide into six
components that are: affective, cognitive capability, value, difficulty, interest, and
effort.

First, affective refers to the students’ expression toward the course such as
interest, fun, not stresses, not threatened, and not disappointed.

Second, cognitive capability relates to the students’ knowledge and intellectual
skills in learning. It can refer to the students’ ability to learn the target subjects.
Michelon (2006) supports that cognitive abilities are brain-based skills that human
need to carry out from the simplest to the most complex tasks. He also elaborates the
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cognitive capability into seven components, and also explained the skills that are

involved as follows.

1.

Perception involves the recognition and interpretation of sensory
stimuli.

Attention refers to the ability to sustain concentration on something in
order to complete the demand.

Memory is divided into short-term or working memory and long-term
memory.

Motor skills refers to the ability to organize bodies and ability to
manipulate the object

Language refers to the skills to translate sound into words and

communicate.

Visual and spiritual processing means the ability to process the
incoming visual stimuli and to understand the spiritual relationship
between objects.

Executive functions refer to ability to achieve goals and ability to plan.

The third value is the students’ attitude in terms of usefulness, relevance, and

advantage of the subjects for themselves or for their future education or career.

Forth, difficulty is the students’ trouble or struggle in understanding the

content of the subject which also include how easy they can understand the subjects’

matter.

Fifth, interest is the students’ tendency or bias toward the subject. It can be

assessed whether or not the students’ interest in the information, activities, or the

environment.

Last, effort refers to the act of the student’s that show the attempt to study and

participate in the classroom and intention in completing the assignment.

The positive complements of attitude can be grouped into the three

components of attitude as presented in Table 14.
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Table 14: The components of attitude

Components of attitude Components of positive attitude
(Jain, 2014) (Schau, 2003)
Affective component Affective
Value
Behavioral component Difficulty
Interest
Effort
Cognitive component Cognitive capability

Learning cannot be easy without a positive attitude toward it. To be specific
learning the second language will be successful if the students have a positive attitude
toward the language and the subject According to Abidin et al. (2012), the success of
the students in mastering the second language is based on the students’ attitudes and
perceptions toward the target language. Students’ attitude such as feelings, beliefs,
likes, dislikes, needs should be considered while teaching the students since attitudes

influence the students learning.

2.10 Conceptual framework of the Genre-based Writing Instructional Module in

Blended Learning Environment

In order to develop the Genre-based Writing Instructional Module in Blended
Learning Environment, the issues related to the blended learning, the instructional
model of genre-based analysis, writing ability, thinking skills, and Bloom’s revised
taxonomy were reviewed, analyzed, synthesized, as well as conceptualized into the
GWIMBLE conceptual framework.

Figure 3 shows the framework that is divided into the face-to-face
instructional session and online instructional session. To enhance the students writing
ability, the students are asked to learn through the process of modeling the text which
the students can work individually or in group to explore the language features and
the purpose of the text in each genre during the face-to-face instruction. Also, the
collaborative writing is employed in order to shape the draft of the paragraph. During
the online session, students are experiences the individual writing that they are asked

to composed the text and share it online. After that, the peers are allowed to give some
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comments on the published works. Additionally, the Bloom’s revised taxonomy of
higher and lower thinking namely remembering, understanding, applying, analyzing,
evaluating, and creating are applied on its appropriateness during each stage of the
instructional process as to improve the students thinking skills.
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2.11 Chapter Summary

Writing is the complex skill that required the planning and organizing skill
together with the competence in grammar and discourse. To be able to write, the
writer needs to get involved in the language knowledge, topic knowledge, genre
knowledge, audience knowledge, task schemas, and metacognitive strategies. Since
the problems that cause the weak writing are related to the physiological problems,
linguistics problems, and cognitive problems, thus the genre-based approach was
implemented in the study. The genre-based approach is the instruction technique that
focuses on the application of appropriate language in each type of writing text and
recurring situations. Additionally, based on the literature, this approach can help
enhancing the students thinking skill. The elements of the thinking skills based on the
Bloom’s revised taxonomy were focused. Thus, the genre instruction was applied by
following the model of teaching and learning cycle to improve the students’
procedural, descriptive, narrative, and persuasive writing together with improving the
students’ skills. The cycle was implemented in the blended learning environment that
the modeling the text stage and the collaborative writing stage were applied as the
face-to-face instruction and the self-writing writing stage was implementing as the
online instruction. The application of technological tools was employed to facilitate
the writing and thinking skills in terms of the platform and the peer reviewing
channel.

The conceptual framework of the genre-based instruction module in blended
learning environment (GWIMBLE) was designed. The theories mentioned in the

model are the genre-based approach, blended-learning, and thinking skill.
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CHAPTER Il
RESEARCH METHODOLOGY

3.1 Introduction

This chapter discusses the research design and methodology used in the study.
This study aims to investigate the effects of a genre-based writing instructional
module in a blended learning environment, with regard to the thinking skills and
English writing ability of Thai undergraduate students. The development stages of the
Genre-based Writing Instructional Module in Blended Learning Environment
(GWIMBLE) are reported. In this chapter, the population and samples are mentioned.
The stages of research instruments construction are also described, then validation and
revision plan are reported in detailed. The chapter also includes data collection and
data analysis.

3.2 Research design

The study was conducted using the purposive one group design to compare
students’ English writing ability and thinking skills before and after using the Genre-
based Writing Instructional Module in Blended Learning Environment (GWIMBLE)
as a treatment. In this study the research was conducted in a university setting where
students enrolled for the course and was assigned to be studied in the fixed section.

Table 15 illustrates the research design of this study: O represents the
dependent variable which is the students’ writing ability and thinking skill while X
represents the independent variable which is the Genre-based Writing Instructional
Module in Blended Learning Environment (GWIMBLE).

Table 15: Pretest-Posttest Quasi-experimental Design
Pre-test Treatment Post-test

O X1 O,
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In this study, the instruction was divided into two sessions incorporating a
face-to-face session and an online session. Both qualitative and quantitative research
methods were used in this study. The scores from the test were compared by t-test to
examine the effectiveness of the GWIMBLE. Stimulated recall was used to obtain the
information required to determine thinking skills, while the questionnaire and the

focus group interview were used to explore the students’ attitude toward GWIMBLE.

3.3 Population and Sample

The population in this study was the students who were EFL male and female
undergraduate students, freshmen of Srinakharinwirot University. They were all Thai
students.

The sample was thirty-five students, appropriate for doing the experimental
study since it meets the recommended number of thirty (Hill, 1998). The samples
were first year students who attended the Basic Writing course (Course code EN 131)
during the first semester of the academic year 2016 from the second week of August
to the last week of November. The sample was purposively selected based on the
intact class assigned for the researcher by the Department of Western Languages; the
Faculty of Humanities, Srinakharinwirot University. The demographic of the samples

is presented in Table 16 below.

Table 16: The demographic information of the participants

Information Numbers

Age

- 18 years old 14 students

- 19 years old 20 students

- 20 years old 1 student
Sex

- Male 4

- Female 31
Level of study

- First year 35 students
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Experience

- Years of learning English 10 years

According to Table 16, the participants are all first year students. There are 4
males and 31 females who have been learning the English language for around 10
years. Also the approximate age of the students is 19 years old. This group was
recruited by means of intact group and all participants were informed on the first day
of the week that they would automatically participate in the study; a consent form was
signed by every participant. The letter of consent of this study is presented in

Appendix N.

The researcher also selected six participants to respond in the stimulated recall
and the focus group interview. The six participants were selected based on the
students’ pre-test scores - the students with two highest scores, two medium scores,

and two lowest scores in the class.

3.4 Research Procedure

This research was divided into two major phases, which were (1) the
development of the genre-based writing instruction module in a blended learning
environment, and (2) the implementation. In the implementation stage, the research
instruments employed to collect the data were pre-test and post-test, stimulated recall,
attitude questionnaire, and a focus group interview. The independent variable is the
genre-based writing instruction module in a blended learning classroom. The
dependent variables are students’ writing ability in English, students’ thinking skills,
and students’attitude toward learning through the genre-based writing instruction
module in a blended learning classroom.

In phase 1, the development of the module, the procedure of this study was
begun by studying the theories and research relevant to teaching English writing,
thinking skills, and genre-based writing and blended learning. Then, the genre-based
writing instructional module in a blended learning environment was constructed for
the participants. The instruments, namely lesson plan, pre-test and post-test,

questionnaire, and focus group interview were constructed and validated by experts.
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Also, the lesson plan and the test were piloted with 30 students who have a similar
background to the samples.

In phase 2, the implementation stage, the participants were asked to attend
instruction. The researcher first employed a pre-test of English writing ability and
thinking skills. Then the participants were asked to study four units, each consisting
of twelve lessons. At the end of each unit, stimulated recall was employed to
investigate the students’ thinking skills. At the end of the course, the participants were
asked to complete a post-test of English writing ability and thinking skills. The
researcher also investigated the students’ attitude towards the course using the attitude
questionnaire and the focus group interview. The diagram of the design of the study is

presented in Figure 4.



Figure 4: The diagram of the design of the study
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Phase I: Development of the genre-based writing instructional module in blended
learning environment
N
Step 1: Study the theories and research relevant to teaching English
writing, thinking skills, genre-based writing and blended learning
J
Step 2: Construct the genre-based writing instructional module in blended
learning environment on thinking skills and English writing ability
instructional framework.
J
( N
Step 3: Construct and validate all the instruments for the implementation of
the genre-based instructional module in blended learning environment.
\ J
4 N
Step 4: Carry out the pilot study during the second semester of the academic
year 2015 by the researcher of the study.
\ J
Phase I1: The implementation
Pre-test: English Treatment: the genre-based Post-test: English
writing ability and > writing instructional module in [=>] writing ability and
thinking skills blended learning environment thinking skills
\
Stimulated recall: students’ Interview and questionnaire:
thinking skills when they complete students- attitude toward the
the writing tasks module
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Based on the previous figure, the detail of each phase is described as follows:

Phase I: Development of the genre-based writing instructional module in a blended

learning environment

Step 1: Study the theories and research relevant to teaching English writing,
thinking skills, and genre-based writing and blended learning

The researcher studied the theories and research related to second-language
writing, thinking skills, genre-based writing, and blended learning, from textbooks,
journals and websites in order to find current information that would benefit the
research study. After that, the researcher analyzed and synthesized the information in
order to apply solid information in developing the genre-based writing instructional
module in a blended learning environment.

Step 2: Construct the genre-based writing instructional module in a blended
learning environment, based on thinking skills and English writing ability

Based on the information gained from the theories and research studied in step
1, in order to meet the aim of developing the lesson plans for face-to-face writing
instruction and online writing lessons, the researcher followed the teaching and
learning cycle models proposed by Widodo (2006), Hyland (2013) and Martin and
Rose (2005). This teaching — learning cycle is made up of phases of activity:
modeling the text, collaborative writing and self-writing.

Therefore, in each lesson the students were required to study by both face-to-
face instruction, and online instruction. The face-to-face instruction was divided into
two stages, namely modeling the specific text, and collaborative writing.

The lesson began with modeling the specific text, which is the first stage of
the face-to-face instruction. The students were required to model the text in order to
understand the purpose and explore the language features of the text in the specific
genre. During this stage, the teacher could provide feedback on the students’ ideas
through activities and allow the students to ask questions.

The next face-to-face instruction stage was collaborative writing. The students
were required to co-construct the texts in pairs or small groups by imitating the
original text presented in the previous stage. This stage helped the students to get a
better understanding of the language features of the text and the organization of the
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text in each specific genre. Also, it allowed the students to share their ideas with
others and also give feedback on their peers’ work.

The last stage is the online instruction or independent writing stage. The
students were assigned to study online outside the class. They could access the online
instruction at a convenient time either at the school or at another place. The students
were required to complete the self-writing stage by composing and monitoring the
text independently.

During this online instruction stage, the students were assigned to construct a
first draft of their paragraph which the students could submit for teacher approval via
the online media. After that, the students had to share their work online using various
kinds of online media. The other students in the class were required to give a
comment on their classmates’ work.

Step 3: Construct and validate all the instruments for the implementation of
the genre-based instructional module in a blended learning environment.

The instruments were used to assess the effectiveness of the study. The
instruments were developed by following the objectives of the study. According to the
first objective: to investigate the students’ writing ability after implementing the
genre-based writing instructional module in a blended learning environment, the
instruments developed to measure the students writing ability were the lesson plan
and the pre-test and post-test. In order to fulfill the second objective: to investigate the
students’ thinking skills after implementing the genre-based writing instructional
module in blended learning environment, the researcher developed a verbal a pre-test
and post-test and a stimulated recall.

Two instruments, namely the attitude questionnaire and the focus group
interview, were developed to fulfill the last objectives. The attitude questionnaire and
the focus group interview were developed to investigate the students’ attitudes toward
using the genre-based writing instructional module in a blended learning environment.

The instruments were validated by experts. The experts were asked to decide
whether the instruments were appropriate or not. Also, suggestions for revisions and
additional comments were welcomed as necessary. Data received were analyzed by
using Mean and standard deviation. The Item-Objective Congruence Index (I0OC) was

employed to summarize the experts’ opinion.
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IOC = N
IOC means the index of congruence
R means total score from the experts

N means number of experts

Step 4: Pilot study

The pilot of the instruction and research instruments was carried out in this
stage. The pilot study was applied in order to confirm the effectiveness of the
instruments used to analyze the genre-based writing instructional module in a blended
learning environment. Thirty-five first-year English majors at Srinakharinwirot
University were randomly selected as the sample of the study. The pilot students were
a group of students which has similar ability to the sample. The period of the pilot
phase was three weeks. The pilot unit was unit 3 Narrative writing which assigned the
students the task of composing the SWU urban legend.

The pilot study of the lesson plan was conducted to test the appropriateness of
the lesson plan. The pre-test and post-test were piloted to test the appropriateness of
the test in terms of the test tasks and the time allocation. Also, the questionnaire was
piloted to the students who were not in the sample group, in order to investigate the
ambiguity of the statements. Last, the students were asked to report any unclear items

on the questionnaire to the researcher.

Phase I1: The implementation

This study was conducted using a pre-test and post-test, stimulated recall, an
attitude questionnaire and a focus group interview in order to investigate the
effectiveness of the study.

First, the pre-test and post-test of thinking and writing skills conducted at the
beginning (week 1) and the end (week 15) of the study, in order to compare the
students’ writing and thinking ability before and after completing the genre-based

writing instructional module in a blended learning environment.
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Second, the stimulated recall was applied at the end of every unit in order to
investigate the students’ thinking skills based on Bloom’s revised taxonomy, by
Anderson and Krathwohl (2001) while doing the unit tasks.

Third, the attitude questionnaire was used as a quantitative instrument in order
to investigate the students’ opinion toward the genre-based writing instructional
module in a blended learning environment after implementing the instruction. Lastly,
a focus group interview was employed as a qualitative instrument to investigate the
students’ attitude toward studying the genre-based writing instructional module after

implementing the instruction.

3.5 Instructional plan

The Genre-based Writing Instruction Module in Blended Learning
Environment is a series of four unit plans aimed to teach the students writing ability
and thinking skill using the genre-based approach in the blended learning
environment. The contents of the unit plan are procedural writing, descriptive
writing, narrative writing, and persuasive writing. The module duration is fifteen
weeks.

The Genre-based Writing Instruction Module in Blended Learning
Environment from now on is referred to as GWIMBLE. The lesson plan of the
GWIMBLE is described as the following:

3.5.1 Lesson plan

The lesson plan was designed based on the teaching framework of a genre-
based writing instruction module in blended learning, in order to develop the students’
thinking skills and writing ability. The teaching framework of genre-based writing
instruction in blended learning, in order to develop the students thinking skills and
writing ability, was based on the teaching and learning cycle model (Hyland, 2013;
Martin & Rose, 2005; Widodo, 2006), the blended-learning model (Heinze & Proctor,
2004) and the revised Bloom’s taxonomy (Anderson et al., 2001).
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Figure 5: Instructional model in each unit

Face-to-face

k Genre based Teaching and learning cycle: Modeling the text
Instruction

Bloom’s revised Taxonomy: Remembering and Understanding

Face-to-face . . . .
instruction Genre based Teaching and learning cycle: Collaborative writing

Bloom’s revised taxonomy: Remembering, Understanding,
Applying and Analyzing

1

Genre based Teaching and learning cycle: Self-writing

Online
instruction

Bloom’s revised taxonomy: Remembering, Understanding,
Applying, Analyzing, Evaluating and Designing

The instruction is divided into two parts, namely: writing with the class (face-
to-face instruction) and writing independently (online instruction).

In writing with the class or face-to-face instruction, the model was focused on
the process of modeling the purpose and the characteristics of the text as well as
achieving a better understanding of the move structures of each type of paragraph,
which is related to the lower thinking skills of Bloom’s taxonomy, namely:
remembering and understanding.

The next process of the face-to-face part was focused on collaborative writing
that encourages the students to construct texts based on a sample genre text and the
move structures that they had studied earlier, which is related to the remembering,
understanding, applying, and analyzing stages in Bloom’s taxonomy.

For the independent writing part of the online instruction, the model was
focused on self-writing. In this stage, the students composed a text individually. The
tasks were similar to the tasks that the students had completed in the face-to face
instruction, which is related to the remembering, understanding, applying, analyzing,

evaluating and creating stages of Bloom’s taxonomy.
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A preliminary interview with random students majoring in English was
employed to determine the students’ preferences with regard to the activities and the
online materials needed by the students. The results were translated into lessons
which composed the genre-based writing instructional module in blended learning, in
order to develop the students’ writing abilities and thinking skills.

A genre-based writing instructional module was developed by focusing on the
function of the language. Based on the ideology of the curriculum proposed by
Richards (2001), it could be said that this course applied a social and economic
efficiency perspective, which places emphasis on the practical and functional skills in
a foreign language. The course required the students to apply and gain knowledge of
English language writing by constructing various forms of written text types through
different kinds of technology. The appropriate use of grammar, vocabulary, and
language structures for each text type were the objectives of this course in terms of
student application. Therefore, language functions were the highlight of this genre-
based course.

Also, this syllabus design drew on the systemic functional model of language
according to Graves (2000). With the belief that students should be able to acquire the
language effectively by experiencing many kinds of written texts, this genre-based
writing course put its focus on the skills and written texts that are useful for students’
everyday lives and social functions, by using technology as a tool in the blended
learning environment appropriate to each genre and writing task.

Hyland (2014) states that writing genres can be divided into seven types,
where each type of writing genre has its own purposes and styles of writing. The types
of genre are recount, procedure, narration, description, report, explanation, and
exposition. Since the course is adapted from the Basic Writing course, the content of
the test covered the four genres found in the course specification of the EN 131 Basic
Writing course. Therefore, the lists of genre in this study were procedural writing,

descriptive writing, narrative writing, and persuasive writing.
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Table 17: Summary of unit, genre-types and learning outcomes for the course in this

study

Units Genres (Hyland, Learning outcomes
2014)

Unit 1 Procedural writing Procedure Students will be able to write a
(University secret recipe) procedural paragraph.
Unit 2 Descriptive writing Description Students will be able to write a
(Place in a university) descriptive paragraph
Unit 3 Narrative writing Narration Students will be able to tell a
(University urban legend) story.
Unit 4 Persuasive writing Exposition Students will be able to write a
(Studying in a University) paragraph giving an opinion

This course emphasizes the practical writing skills that are needed for
everyday writing in the world of Web 2.0 technology. Students analyzed the
characteristics and the moves of different types of genres, e.g. narrative, description,
procedure, and persuasion in the various text-types and then employed the
technological tools appropriately to produce their texts. The students also downloaded
and uploaded their work through an online platform. The technological platform that
was used in this study is Facebook which was selected from the students’ suggestion
of the platform they were comfortable with. Facebook was also accepted as an
alternative tool to support the students’ language learning due to its characteristics
that provides the students a variety of means of communication and interaction with
various mechanisms such as wall, like, comment, send message, share photos and
videos, and share links. It provided the students’ with the digital environment that
they can use to connect with teacher and peers as well as assess the real world
resources (Ghani, 2015; Terantino & Graf, 2011).

Also, the students found the data on Google to study the information for their
units’ task. CALL materials such as Story bird and Emaze are the web-based tools to
help the students create the presentation of their unit task. Also, in each unit, the
students used a social network, specifically Facebook, to share their task, comment on
their peers and complete the online activities.

The goal of this course is that the students are able to write and employ their
thinking skills while working in four types of genres, e.g. narrative, descriptive,
explanatory and persuasive and also to select the appropriate technology to complete

their paragraph.
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The lesson plans were created for twelve weeks (three hours each). They
covered the four types of genres, namely narrative, descriptive, explanatory, and
persuasive. The thinking skills, higher-order thinking and lower-order thinking, were
focused on in each lesson by applying the action verbs of Bloom’s revised taxonomy
by Anderson et al. (2001), in order to encourage and measure the students’ ability to
think. Also, authentic materials were provided for each lesson through the CALL
materials using the blended learning approach. The organization of each unit plan is
presented in Figure 6.

Figure 6: The organization of each unit plan

Lesson 1: Modeling Lesson 2: Lesson 3: Self-writing
the text Collaborative writing

F2F-=introduce the
F2F -analyze the F2F - construct the technological tools
language features, and writing by following and peer review
organization of the .| the processes of -
text, and the move 2| outlining, drafting, >| Online -compose the
structures revising and editing text using the

. . technological tool

Online = compose the Online =write the text
text by imitating the by following the
sample text process individually

The implementation of the genre teaching and learning in each unit aimed to
facilitate the students’ ability to explore the moves structures of each genre. The unit
started by asking the students to model the text as follows; the students analyzed the
text features and the text’s organization of the authentic materials from online sources
in the face to face classroom. The moves of the texts in each genre, especially the
topic sentence, the supporting sentences and the conclusion were analyzed in this
stage. Then, the students had to work collaboratively to conduct a draft of a paragraph
in each genre by applying the knowledge they gained from the previous stage and by
applying the process writing approach in this stage. After that, the students worked
individually online to compose a paragraph based on the directions given using an
online application such as Emaze or story bird and they have to publish their final
draft online via a Facebook group called EN131 GWIMBLE. During this stage, the
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students shared their work and also give comments to others by peer reviewing in
class and via Facebook comments online.

The move structure of this study was focused on the paragraph organization of
the one paragraph essay, namely: topic sentence, the supporting sentences and
concluding sentence. However, the ways to write each part were different due to the
features and the characteristics of each genre. The language feature and the moves

that the students had to analyze are presented in Table 18.

Table 18: Moves structure and the language features of each genre

Genres (Hyland, 2014)

Move structures

Language features

Procedure

A type of paragraph that

describe a process of doing

Topic sentence: describes the
process that the writer will

explain

Grammar: Imperative

sentences

Supporting sentences:

Transitions: Time order and

something describes a sequence of steps listing order signal.
and gives the details information
of each step
Concluding sentence: restate Vocabulary: Food, kitchen
the topic sentence and give utensil, and adjectives
comments, make suggestion, or | describing food.
warning the reader about the
process given

Description Topic sentence: introduces the | Grammar: Preposition,
item that the writer will describe | Present simple tense

A type of paragraph that Supporting sentences: give Transitions: Spatial order

describe a person, place, or

event in detail

detailed information to describe
how the item looks, smells,
feels, sounds, or tastes and
describes how the writer feels

about the item

Concluding sentence: restates

the topic sentence using
different words and include a
writer’s opinion or feeling about

the items.

Vocabulary: Preposition,
Adjectives, Places, sensory

details
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Narration

A type of paragraph that tell a

Topic sentence: tells the reader
what the story will be about,

tells when and where the story

Grammar: Narrative tenses,
e.g. Past simple, Past

continuous and Past perfect;

story took place, and captures the and Present simple
reader’s interest.
Supporting sentences: tell Transitions: Time order
what happened in the sequence | signals
of events including the sensory
details and tell about the writer’s
feeling during the events.
Concluding sentence: wraps up | Vocabulary: Sensory and
the story and comment about Emotional details, Adjectives
why the experience was describing places and people
important or what the writer
learned from the experience.

Exposition Topic sentence: introduces the | Grammar: Modal verbs,

A type of paragraph that state
the

convince the readers to believe

writer  opinion  and

topic and states the writer’s

opinion

reason clause, contrast clause,

and results clause

Supporting sentences: give

reasons that support the writer’s
opinion by providing facts,
explanations, and personal

experience.

Transitions: Opinion

transitions

Concluding sentence: restates

the topic sentence, and
comments on the opinion in

some way.

Vocabulary: opinion adjective

This study did not aim at move analysis of the paragraph, but the study of

move was crucial in terms of giving the students the knowledge to develop their own

paragraph properly in each genre.

The main study was conducted in the first semester of the academic year 2016,

at Srinakharinwirot University. The course was a 15-week course consisting of three-

hour sessions.
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3.5.2 The validation of the lesson plan

In order to confirm the content validity of the lesson plans, the course
components including the course objectives, course descriptions, materials, activities
and assessment plans were validated by a panel of three experts. The evaluation was
undertaken using a checklist (congruent, questionable, and incongruent). The Item-
Objective Congruence Index (I0C) was employed to summarize the experts’ opinion.
If IOC is higher than or equal to 0.50, it infers that the lesson plan is accurate. In
contrast, if the 10C is less than 0.50, it infers that the statement is not appropriate.
Additionally, the experts’ additional comments were required. The researcher also
revised the lesson plans according to the experts’ suggestions and then conducted the
pilot study. The validation of the lesson plan is presented Appendix O.

The 10C Index of the total portfolio was 0.78. The mean scores of most items

ranged from 0.667 — 1.000, which could indicate that the items were suitable, while

some items such as item 1.1, 1.2, 3.3.2 and 3.3.3 were unacceptable since the scores
ranged from 0.000 — 0.333. The unacceptable items were the lesson plan layout and
the thinking activities. However, the experts agreed that the instructional steps, the
stages and the activities in the parts of modeling and collaborative writing in both
writing ability and thinking skills and the online writing in the part of self-writing
were acceptable.

In terms of the layout and the design of the lesson plan, the two experts found
that the layout and design of the lesson plan needed to be adjusted due to the lack of
the learning outcome sections and it was too lengthy. Therefore, the experts suggested
adding the learning outcome section, specifically the enabling objectives, to the lesson
plan and also readjusted the format of the lesson plan in order to reduce the length.

The original version of objective “Students will be able to write narrative
paragraphs to describe the sensory and emotional situations in their lives” was
modified by adding the enabling objective to it.

The added objectives were “Students will be able to recall and describe about
the background for an event and the story of events in their lives, brainstorm and
outline the story of events in their lives, identify the rhetorical focus of narrative

organization. topic sentence, supporting sentences, and concluding sentences, identify



103

the rhetorical focus of narrative organization: topic sentence, supporting sentences,
and concluding sentences, create the narrative paragraph using the simultaneous
events (meanwhile, while, at the same time that) and use order of events (first, second,
third, after that, eventually, afterwards, next, then, soon, later, and finally), apply the
criteria to peer-edit their narrative paragraphs, and revise their narrative
paragraphs.”

There were some other comments from the expert that related to the thinking
activities. The experts suggested that online instruction included the activities that
encouraged the students to evaluate peers’ works. Hence, the experts suggested
including the follow-up activity in the online section that the students were asked to
complete after they publish their writing online; for example, making a comment on
their peer’s work or choosing the best writing of the day.

The original version of the self-writing task which was the online sessions is
“Teacher asks the students to share their work in Facebook group” was modified to
“Teacher asks the student’s to share their work and teacher allows the others students
to give comments on their classmates’ works. ”

Lastly, one expert was not certain whether the peer review process was
unclear, thus the expert suggested that this part need to be explicit address in the
lesson plan.

Regarding to the original version of the lesson plan, the peer’s editor questions
“(1) What is your favorite part of the paragraph?, (2) What challenge did the writer
face?, (3) What questions do you have for writer?, (4) What part of the vent can you
piCture most clearly?,(5)Where does the paragraph need more details?” that were
unclear were improved as the following: “(1) Does the paragraph include the topic
sentence?, (2) From the topic sentence, do you have a clear picture of where the
paper is going?, (3) Does the paragraph provide specific arguments, examples, or
illustrations supporting the topic sentence?, (4) Does the paragraph use the
appropriate grammar structure for this type of writing?, (5) Does the paragraph use
the appropriate vocabulary for this type of writing?, (6) Does the paragraph include
the concluding sentence?, (7) Does the paragraph include the topic?, (8) Is it a good

topic for this paragraph?”
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Also, the overall lesson plan was rewritten according to the experts’
suggestions. The revised version was approved once the researcher edited on the
experts’ comments. After the editing of the activities based on the expert suggestions,
the lesson plans were approved by the advisor. Once the development of the
GWIMBLE lesson plan, as well as the revision based on the expert suggestions and
comments had been made, the lesson plan was piloted.

The GWIMBLE lesson plan was piloted with the group of thirty-three first
year English Major students at Srinakharinwirot University in the second semester of
2015 academic year. The students were taught by using a sample lesson plan of unit 3
Narrative writing for three weeks. It was found that the various online tools that the
students needed to use were problematic since the researcher required the students to
get access to three social media platforms, namely Facebook, Instagram and Blog,
within the same unit. Therefore, the modification was made to the part of the online
tools by reducing the various choices of social media down to one, Facebook, which
was decided by frequency of visits and also suggestions from the students.The
original version was “Teacher asks the students to share their work in their
Instagram. Each student is required to write the hashtag (#gwimbleclass)”, was
changed to “Teacher asks the students to share their work in the Facebook group
(EN131 GWIMBLE). The students are allowed to give comments on the classmate’s
paragraph.”

The scope and sequence and lesson plan are presented in Appendix B and
Appendix C respectively. Also, the students writing tasks instructions are presented in

Appendix D.

3.6 Research instruments

This research was divided into two major phases, which were the development
of the genre-based writing instruction module in a blended learning environment and
the experiment. In the experiment stage, the research instruments employed to collect
the data were pre-test and post-test, stimulated recall, thinking skills questionnaire,

attitude questionnaire and the focus group interview as shown in Table 19.



Table 19: Research instruments of the study
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Instrument When Research questions Variables Method of
analysis
Pre-test and Before and | 1. To what extentdoesa | English Dependent
post-test after genre-based writing writing sample t-test
implement- | instructional module ina | ability and
ing the blended learning thinking
instruction | environment improve skills Mean
(Week 1 Thai students’ writing
alr;t)j week ability? Standard
2. To what extent does a deviation
genre-based writing
instructional module in a .
. Correlation
blended learning o
environment improve coefficient
Thai students’ thinking between the
sKills? students’
3. Are there any writing test
relationships between scores and the
writing ability and students’
thinking skills? L
thinking test
scores
Stimulated After 2. To what extent doesa | Thinking Verbal protocol
recall completing | genre-based writing skills analysis
each instructional module in a
writing blended learning
task of environment improve Coding
each unit Thai students’ thinking schemes
(week 4, skills?
week 7,
week 11,
and week
14)
Attitude After 4. What is the students’ Opinion Mean
questionnaire | implementi | attitude toward a genre- towards the
ng the based writing genre-based
instruction | instructional module ina | writing Standard
(week 15) | blended learning instruction deviation
environment? module in
blended

learning
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The focus After 4. What is the students’ Opinion Content
group implementi | attitude toward a genre- towards the analysis
interview ng the based writing genre-based
instruction | instructional module ina | writing
(week 15) | blended learning instruction
environment? module in
blended
learning

The four research instruments, namely; the pre-test and post-test, stimulated
recall, questionnaire and focus group interview that were used in this study were as

follows.

3.6.1 Pre-test and post-test of English writing ability and thinking skills

In order to verify the effectiveness of the course in terms of the students’
ability in writing and thinking, a test of thinking skills and writing ability in English
had been developed. The students were required to complete the pre-test and post-test
to reveal their improvement after studying the genre-based writing instruction module
in a blended learning environment. The pretest and post-test was designed in a
correspondent form, using the goals and objectives of the course as the scope of the
test. The content of the test covered the four genres in the course specification of the
EN 131 Basic Writing course namely narrative, descriptive, explanatory and
persuasive.

The approach employed in this test was Communicative Language Ability, or
CLA. According to Bachman and Palmer (1996), the CLA requires the students to
demonstrate their language competences, strategic competence, and psycho-
physiological mechanisms. Demonstrating language competences involves the test
taker’s knowledge of syntax, genre, rhetorical organization, cohesion, register and
lexis. Demonstrating strategic competence requires the test takers to relate their
language competence to communicative writing in order to succeed in the
communicative purpose. Also, the revised Bloom’s Taxonomy action verbs in the
cognitive process dimension, provided by Anderson et al. (2001), were employed as
verbs which instructed the students to complete the test in order to analyze the lower-

order thinking skills and higher-order thinking skills of the students.
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The test is a criterion reference test, thus a cut-off score was used to separate
the students who pass the test and those who do not. It also showed what the students
have achieved throughout the course. According to Brown (2004), the lowest score of
the 100 points test, using absolute grading criteria, is 60 points.

The pre-test and post-test consisted of three items aiming to assess the
students’ writing and thinking skills in four types of genre. Item 1 was designed to
evaluate the students’ skills in procedural and descriptive. Item 2 was constructed to
assess the students’ skills in exposition. Lastly, item 3 was created to evaluate the
students’ skill in narrative writing. The tasks required the students to write a short
paragraph of 150-200 words.

The total scores of the test are 120 points. The scores are divided into two
parts that are 20 points for writing ability of each test task, and 20 points for thinking
skills of each test task. The total scores of the test are 120 which can divide into 60
points for writing ability and 60 points for thinking skills.

The test specifications of the pre-test and post-test is explained in Appendix E,
the test task is presented in Appendix F and the rubrics are presented in Appendix G
and H.

3.6.1.1 The validation of the test

The test validation was carried out after the test was created. The purpose of
the test validation was to determine the quality of the test (Bachman & Palmer, 1996).
The pre-test and post-test was validated by a panel of three experts. The experts were
asked to decide whether the items in the questionnaire are appropriate or not. Also,
suggestions for necessary revisions were requested. Data received was analyzed using
the mean and standard deviation. The Item-Objective Congruence Index (I0C) was
employed to summarize the experts’ opinion. If the 10C is higher than or equal to
0.50, it infers that the pre-test and post-test are valid. In contrast, if the 10C is less
than 0.50, it infers that the pre-test and post-test are not appropriate. Additionally, the
experts’ further comments were required. The researcher had revised the pre-test and
post-test according to the experts’ suggestions, then conducted the pilot study. The
test was tried out with 30 English-majored students whose language ability is similar
to that of the target participants. The validation of the test is shown in Appendix P.
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According to the IOC Index results, the total of the mean score of I0C of the
pre-test and post-test was 0.581 which can indicate that the test is reserved. The mean
scores of most items range from 0.667 — 1.000 which can indicate that those items are
suitable. However, there were some certain items indicated that need to be modified
in terms of the test instruction (items 2.1, 2.5, 3.5), test time (items 1.7, 2.7, and 3.7)
and the numbers of words (items 2.6 and 3.6). The experts agreed that the test time
was not suitable.

In terms of the appropriate test instruction, the experts were concerned about
the verbs that were used in the test instruction since they were not clear enough and
some of them were misused. Revision of the verbs used in the test instruction was
recommended by the experts. One expert commented that the instruction of the test
task item 2 was too complicated since it asked the students to describe, compare and
state opinion. Consequently, the expert suggested revising the instruction by deleting
the part that asked the students to compare the information. The revision was done as
the following:

The original test task item 2 was, “From the information given, briefly
describe the Thai culture of kissing in public. Then, compare the situation of kissing
on the public in Thailand with the western culture. State your opinion toward kissing
in public in Thailand”, was adapted to make it less complicated as “Do you agree or
disagree with this statement? Why? You can answer the question by briefly describe
the Thai culture of kissing in public. Then, state your opinion toward kissing in public
in Thailand. ”

Regarding the experts suggestions in terms of test time adjustment, the
original test time duration, which was “40 minutes per items (2 hours in total)” was
changed to “60 minutes per item (3 hours in total)”

Also, two experts found that the number of words assigned for the students to
complete each tasks were inappropriate. Thus, the original number of words, which
was “150-200 words per paragraph”, was changed to “200 words per paragraph”.

Lastly, regarding writing ability and also the thinking skill rubrics for grading
the student test, the two experts concerned that one writing rubric that had been

designed to apply to every task in the test might not appropriate. Therefore, the
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suggestion of separating the rubric into one rubric for each genre, and a rubric for the
thinking skills rubric were made by the experts: see Appendix G and H respectively.

The items, particularly ones below 0.5, were strictly rewritten following the
experts’ suggestions. The revised version was approved once the researcher edited
according to the experts’ comments. After editing the test, it was approved by the
advisor.

The pre-test and post-test was piloted with the group of the same participants
of the lesson plan pilot. They are thirty-three first year English Major students at
Srinakharinwirot in the second semester of 2015 academic year. The problems
regarding the test task, such as the confusion of the test tasks, the difficulty of the test,
the test time and the amount of words were not found in the pilot study. Therefore, the
test was adapted based on the suggestions from the experts. The pre-test and post-test

is presented in Appendix F.

3.6.1.2 Test implementation

The test was given to the students at the beginning of the course (week 1) as a
pre-test, and at the end of the course (week 15) as a post-test. The test was 3 hours
long. The purpose of employing this test was to answer the research questions 1, 2,
and 3. The details of the research questions are explained below:

RQ1. To what extent does a genre-based writing instructional module in a
blended learning environment improve Thai students’ writing ability?

RQ2. To what extent does a genre-based writing instructional module in a
blended learning environment improve Thai students’ thinking skills?

RQ3. Are there any relationships between writing ability and thinking skills?

The test was evaluated by three experts, based on the analytic scoring of
writing ability and the analytic scoring of thinking skills. The experts included the
researcher, a non-native university lecturer who has taught English for five years and
a non-native university lecturer who teaches the English majored students at
Srinakharinwirot University. The scoring scheme was designed by using analytic

scoring.
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There are two sets of rubrics, the rubric of GWIMBLE writing abilities, and
the rubric of the GWIMBLE thinking skill. First, the rubrics of writing ability are
divided into four sets that are; (1) the rubric of GWIMBLE procedural writing, (2) the
rubric of GWIMBLE descriptive writing, (3) the rubric of GWIMBLE narrative
writing, and (4) the rubric of GWIMBLE procedural writing. The criteria of each
rubric were designed based on the paragraph moves and language features of each
genre and were divided into introduction, content, language features, conventions, and
conclusion. The ranges of the scores are from 4-1and the total scores of each rubric
are 20 points. Second, the rubrics of the thinking skill were created based on the
elements of the revised Bloom’s taxonomy, namely; remembering, understanding,
applying, analyzing, evaluating, and creating (Anderson et al., 2001).

The inter-rater reliability could be assessed by correlating the marks given by
two or more raters for the same test takers. When the disagreement occurred between
the raters, the discussion of the agreement was done in order to get the final
conclusion of the scores. The data analysis from the scores showed that Cronbach's
alphas for the writing and thinking were .997 and .998, respectively. The results of
their grading were calculated using Pearson’s Product Moment Correlation
Coefficient and an independent sample t-test.

The test was a criterion reference test, thus a cut-off score was used to separate
the students who pass the test and those who do not. It also showed what the students

will have achieved throughout the course.

3.6.2 Stimulated recall

The stimulated recall was employed to retrospectively gather the data on the
participants’ thoughts when they had decided on their writing. The stimulated recall
was employed with six participants at the end of each unit to assess the students’
thinking skills. They were selected according to their scores from the pre-test; the
students with two highest scores, two medium scores, and two lowest scores in the
class.

Due to the fact that the stimulated recall interviews should be carried out as

soon as possible after the actual incident (Mackey & Gass, 2005), the researcher
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conducted stimulated recall as soon as possible and audio-taped each stimulated recall
interview (Seung & Schallert, 2004). Then, the researcher transcribed the
participants’ conversations. Therefore, to conduct the stimulated recall in order to
investigate the students’ thinking skills, the participants were prompted to voice
record their interview right after finishing their writing tasks in each unit. The
researcher used Thai language as a medium of communication in the stimulated recall
interview to prevent any misunderstanding and to facilitate the participant to share
their thoughts without any difficulty.

Therefore, the stimulated recall was conducted four times. The first was
conducted after unit 1: lesson 1.3. The second was conducted after unit 2: lesson 2.3.
The third was conducted after unit 3: lesson 3.3. The last was conducted after unit 4:
lesson 4.3.

Once the participants were invited to the stimulated recall sessions, they were
prompted using their own assignments by using the three following non-mediated
stimulated recall questions suggested by Green (1995) in order to allow the
participants to verbalized their thought during participating in actual activity.

1. What were your thoughts of doing this activity?

2. What were you thinking when you decide to do these?

3. Why did you decide to do that?

The questions were modified to make it appropriate to each genre, the tasks,
and the activities that had done in each unit. The relationship between the stimulated

recall’s questions and the thinking skills are presented in Table 20.

Table 20: The stimulated recall’s questions and thinking skills

No| The stimulated recall’s questions Thinking skills
1 | What were your thoughts when you see the directions of | Remembering
the tasks?
2 | What were you thinking when you composed the topic Understanding,
sentence? Applying, and
Analyzing
3 | What were you thinking when you write the body of the | Understanding,
paragraph? Applying, and
Analyzing
4 | What were you thinking when you decided to use this Understanding,
transitional word? Applying, and
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Analyzing
5 | Why did you choose this place/person/food/legend to Evaluating
write about?
6 | What were you thinking when you decide to tell your Applying

paragraph in this way?
7 | What were you thinking when you write the concluding | Understanding,

sentence? Applying, and
Analyzing
8 | Why did you decide to give suggestion at the end? Evaluating

9 | Why did you decide to use Emaze/ Story bird to produce | Creating
your final draft?

Additionally, a follow up question to each main question was asked in order to
continue the interview smoothly. The students’ accounts were audio-reported and
transcribed for the data analysis using the coding schemes. The purpose of employing
this tool was to answer research question 2. The detail of the research question is
explained below:

RQ 2: To what extent does a genre-based writing instructional module in a
blended learning environment improve Thai students’ thinking skills?

Verbal protocol analysis was used to analyze the stimulated recall. The coding
schemes were developed based on the framework of the Genre-based Writing
Instructional Module in Blended Learning Environment (GWIMBLE). The codes and
the description of the codes are designed based on the following elements; (1)
blended-learning model, (2) thinking skills, and (3) attitude toward GWIMBLE, see
Appendix L.

The focus on the stimulated recall to answer this research question was
specifically base on thinking skill which followed the Bloom’s revised taxonomy that
categorized as remembering, understanding, applying, analyzing, evaluating, and
creating (Anderson et al., 2001). However, the others elements were coded as the
additional finding of the study. The coding schemes were assigned the codes,
description, and expected utterances (see Appendix I). The coding schemes are
presented in Table 21.
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Table 21: The examples of coding scheme
Code TR

Remembering

Description | To retrieve, recognize, and recall relevant knowledge.

Expected “l have heard about the urban legend from the TV documentary.”
utterance
Code TE

Evaluating

Description | To make judgment about information validity of ideas.

Expected “I better add more examples into the supporting details because it

utterance will help convincing the teacher.”

The stimulated recall was analyzed using verbal protocol analysis (VPA), by
two raters. To check the inter rater reliability between the two raters, the researcher
and the inter-rater coded one set of verbal protocol report from the tried out session.
The inter-rater reliability was test using Kappa Coefficient. Cohen's k was run to
determine if there was agreement between two raters. There was moderate agreement

between the two raters’ judgments, k = .841, p<0.0005.

3.6.3 Attitude questionnaire

The attitude questionnaire was developed in order to investigate the students’
overall satisfaction with the genre-based writing instruction module in a blended
learning environment, with regard to the instructional framework and how it has been
able to develop the students’ thinking skills and writing abilities. The questionnaire
was based on the instructional model of genre analysis (Hyland, 2013; Martin &
Rose, 2005; Widodo, 2006), and applied from the questionnaire designed by Simsek
(2008). The questionnaire analyzed the student’s attitudes, after attending the genre-
based writing instruction module, towards the framework of the genre-based writing
instruction module in a blended learning environment and also asked for their opinion

and suggestions about the study by providing the students with the open-ended
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questions. It is a 5-point Likert scale questionnaire and an open-ended question. The
scale is: strongly disagree (1), disagree (2), not sure (3), agree (4), and strongly agree
(5). The students were asked to rate their agreement with the given statements.
Additionally, the student attitude toward the genre-based instructional module in
blended learning environment (GWIMBLE) was determined by using the following
scale: 1.00-1.50 = very negative, 1.51 — 2.49 = negative, 2.50 — 3.50 = neutral, 3.51 —
4.49 = positive, and 4.50 — 5.00 = very positive. The students were also required to
write their comments on the course.

The questionnaire was divided into three parts as follows:

Part I: Attitude toward the genre-based instructional module in blended learning
environment (GWIMBLE)

This part was designed to evaluate the students’ attitude toward the genre-
based instruction after the students attended the course. The questions covered three
stages of the instructional model of genre analysis namely modeling the text, writing
process, and writing the final draft. Also, this part was created to evaluate the
students’ attitude toward the blended learning environment. A five-point Likert scale
(strongly disagree, disagree, not sure, agree, and strongly agree) was employed. The

questions were written in the form of statements.

Part 11: Attitude and suggestion about the genre based instructional module in blended
learning environment (GWIMBLE)

This part of questionnaire contained six open-ended questions that the subjects
could comment and give suggestions, or they could make complaints and state
opinions related to how the genre-based instructional module in a blended-learning
environment has been conducted. Since the students answer to this part is concerned
as the qualitative information, the data was analyzed by using the coding scheme. The
coding scheme was designed based on the components of the positive attitude defined
by Schau (2003). The components are consisted of affective, cognitive capability,
value, difficulty, interest and effort. In addition, regarding to the instructional design,
the main categories were as follows: the face-to-face-instruction, online instruction,
modeling the specific text, collaborative writing, self-writing and Bloom’s revised

taxonomy.
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The relationship between the questionnaire’s questions and elements of

positive attitude are presented in Table 22.

Table 22: The questionnaire’s questions and elements of positive attitude

No. The questionnaire’s questions Elements of positive
attitude
1 | Do you think the “Modeling the text” helps you to | Cognitive capability,

write a paragraph? How does it help?

and Value

2 | Do you think the “writing process” stages facilitate | Cognitive capability,
you to learn what and how to write a paragraph? and Value
How?
3 | Do you think the “writing the final draft” stage helps| Cognitive capability,
you to write a paragraph? Why? and Value
4 | Which activities do you like the most? Why? Affective and interest
5 | Which technological tools do you think benefit your | Affective, cognitive
learning the most? Why? capability, value,
and effort
6 | Do you think your writing is improved after learning| Affective, cognitive

through the GWIMBLE? Why?

capability and difficulty|

The part 1l of attitude questionnaire was analyzed by using verbal protocol

analysis (VPA), by two raters. In order to assess the inter rater reliability between the

two raters, the researcher and the inter-rater were coded one set of verbal protocol

report from the tried out session. The Kappa Coefficient was used to check inter-rater

reliability. Cohen's k was run to determine if there was agreement between two raters.

The results revealed that there was moderate agreement between the two raters’
judgments, k = .841, p < 0.0005.

3.6.3.1 The validation of the GWIMBLE attitude questionnaire

The questionnaire was validated by a panel of three experts using an

evaluation form. The experts were asked to decide whether the items in the
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questionnaire are appropriate or not. Also, suggestions for necessary revisions were
requested. The Item-Objective Congruence Index (I0C) was employed to summarize
the experts’ opinion. If the 10C is higher than or equal to 0.50, it infers that the
questionnaire is suitable. In contrast, if the 10C is less than 0.50, it infers that the
questionnaire is not appropriate. Additionally, the experts’ further comments were
required. The researcher also revised the questionnaire according to the experts’
suggestions, and then conducted the pilot study. The validation of the attitude
questionnaire is presented in Appendix Q.

According to the 10C index results, the means score of the part | and Part Il of
IOC of the attitude questionnaire were 0.619 and 1.000 respectively. The total score
of the two parts was 0.809. The means scores of most items range from 0.667 — 1.000
which could be indicated that the questionnaire is acceptable. Some items in Part |
needed to be modified since the 10C scores are below 0.5. The experts provided the
comments and suggestion to the unacceptable items.

First, the three experts concerned that the terms “the student” needed to be
changed into “the first person pronoun”. For example, the original statement of the
questionnaire that was “During the face-to-face session, students are able to
construct the paragraph through the stages of final drafting.” was changed to
“During the face-to-face session, | am able to construct the paragraph through the
stages of final drafting. ”

Second, the experts commented that there were some items that were closed to
each other in terms of meaning, for example: item 24 was similar to 33, and item 22
was similar to 29, and 32. Therefore, the deletions of the paraphrasing items were
suggested.

For example the items 29 and 32 in the original version of the questionnaire
that said “The GWIMBLE enhances my writing in English” and “I think that
GWIMBLE is effective in terms of improving their writing in English” were deleted,
since it was similar to the item 22 which said “The GWIMBLE encourage me to learn
English writing.”

Last, the experts pointed out the unclear statements (item 11, 14, 21, 23 31,
35) needed to be revised. Therefore, the revision of the unclear statements was
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revised due to the experts’ suggestion. The examples of the revised statements are as
followed.

The items 35 in the original version of the questionnaire which stated that “/
prefer the blended learning to the other course”, was changed to, “I prefer the
blended learning to be used in other courses rather than in writing class”.

The questionnaire was rewritten according to the experts’ suggestions. The
revised version was approved once the researcher edited on the experts’ comments.
After the editing the test, it was approved by the advisor.

The attitude questionnaire was tried out with the thirty people in the group of
the same participants of the lesson plan pilot. The problem due to the questionnaire
statement was not found from the tried out study. The attitude questionnaire is
presented in Appendix J. The translated version of the attitude questionnaire is

presented in Appendix K.

3.6.3.2 Questionnaire implementation

The questionnaire was conducted with the students at the end of the course
(week 15), with all participants, in order to investigate the students’ attitude toward
the genre-based instructional module in a blended learning environment.

The purpose of employing this questionnaire was to answer research question
4 quantitatively and qualitatively. The details of the research question are explained
below:

RQ 4:What is the students’ attitude toward a genre-based writing
instructional module in a blended learning environment?

The questionnaire was given by the researcher. The questionnaire was tried
out with 30 of the 45 English-majored students whose language ability was similar to
that of the target participants and those who attend the pilot study.

The data obtained from the questionnaire was calculated the mean and
standard deviation, using SPSS. The mean score obtained from the questionnaire was
used to indicate the students’ attitude toward the genre-based writing instruction
module in a blended learning environment (GWIMBLE) by using the following
criteria which adapted from Changpueng (2009).
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451-5.00 means the students reported that their attitude toward
the GWIMBLE is at “very high” level

351-450 means the students reported that their attitude toward
the GWIMBLE is at “high” level

251 -350 means the students reported that their attitude toward
the GWIMBLE is at “moderate” level

151-250 means the students reported that their attitude toward
the GWIMBLE is at “low” level

1.00-150 means the students reported that their attitude toward

the GWIMBLE is at “very low” level

Moreover, the students’ accounts of the part 2 questions of questionnaire were
analyzed by the Genre-based Writing Instructional Module in a Blended Learning
Environment (GWIMBLE) coding scheme of the students’ attitude toward
GWIMBLE.

3.6.4 Focus group interview

Focus group interview questions were composed in order to collect
qualitative information related to the students’ attitude toward the genre-based writing
instruction module in a blended learning environment, which aimed to develop the
students’ thinking skills and writing ability. The interview questions were based on
Luu (2011). The experts were asked to comment on the suitability of the interview
questions.

The interview was conducted at the end of the instruction. The participants
were interviewed by the researcher in a group of six participants, the students with
two highest scores, two medium scores, and two lowest scores in the class. The
interview was moderated by the researcher. The focus group interview was conducted

in Thai language to help the students to express their opinion comfortably.
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3.6.4.1 The validation of the GWIMBLE attitude focus group

interview

Focus group interview was validated by three experts using an evaluation
form. The experts were asked to decide whether the items in the focus group
interview were appropriate or not. Also, suggestions for necessary revisions were
requested. Data received was analyzed using the mean and standard deviation. The
Item-Objective Congruence Index (I0OC) was employed to summarize the experts’
opinion. If the 10C is higher than or equal to 0.50, it infers that the focus group
interview questions are suitable. In contrast, if the IOC is less than 0.50, it infers that
the questions are not appropriate. Additionally, the experts’ further comments were
required.The researcher also revised the focus group interview according to the
experts’ suggestions. The validation of the GWIMBLE focus group interview is
shown Appendix R.

According to the IOC index results, the means score of 10C of the attitude
focus group interview was 0.866. It can be indicated that the questions for the focus
group interview are acceptable. However, one expert suggested to ask the follow up
questions such as “Why?” or “Can you give the examples? ” after the main questions.
The example is presented below.

The original version: “Do you think GWIMBLE can enhance your writing
ability?”

The revised version: “Do you think GWIMBLE can enhance your writing
ability? Can you give example?”

Focus group interview questions are presented in Appendix L. The translated

version of focus group interview questions is presented in Appendix M.

3.6.4.2 Focus group interview implementation

Focus group interview was employed with the students at the end of the
course, (week 15), in order to investigate the students’ attitude toward the genre-
based instructional module in a blended learning environment.

The relationship between the focus group interview’s questions and elements

of positive attitude is presented in Table 23.
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Table 23: The focus group interview’s questions and elements of positive attitude

No. The questionnaire’s questions Elements of positive
attitude
1 | Which activities in the class do you think Affective, cognitive
influence your writing most? capability, value, interest
and effort

2 | What online materials do you think influence your | Affective, cognitive
writing the most? capability, value, interest

and effort

3 | Do you think GWIMBLE can enhance your writing Cognitive capability,

ability? Can you give example? value and difficulty
4 | Do you think GWIMBLE can enhance your Cognitive capability,

thinking skills? Can you give example? value and difficulty
5 | Do you think GWIMBLE are flexible in learning | Affective, difficulty,

writing? value, and interest

The students’ accounts were audio-reported and transcribed for the data
analysis using the coding schemes.

The purpose of employing this focus group interview was to answer research
question 4 qualitatively. The details of the research question are explained below:

RQ 4:What is the students’ attitude toward a genre-based writing
instructional module in a blended learning environment?

The focus group interview was conducted by the inter-raters. The data from
the focus group interview was transcribed and analyzed using content analysis. The
coding scheme for the positive attitude toward the writing the categories were follow
the five attitude components by Schau (2003) that are affective, cognitive capability,

value, difficulty and interest see Appendix I.

3.7 Data collection

The data collection was conducted over 15 weeks. The pre-test and post-test

was administered at the beginning and at the end of the course. The pre-test was
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carried out in the first week of the study. The test lasted three hours. The students
were required to complete three tasks of four genres. The post-test was carried out in
week 15, which was the last week of the study. The stimulated recall was employed at
the end of each lesson with six students in order to assess the students’ thinking skills.
The questionnaire was given to investigate the students’ attitudes toward the study.

The data collection is illustrated in Table 24.

Table 24: Data collection
Before the implementation of the study

e The instruments and research instruments of the genre-based
writing instruction module in a blended learning environment were
distributed to the experts to assess the appropriateness of the lesson plans.
e The researcher adjusted the instruments according to the experts’
suggestions.
Week 1
e The pre-test and post-test were administered to the students.
e The orientation of the genre-based writing instruction module in a blended
learning environment was conducted.
e The training of the peer feedback was conducted.
e The training of the application of technological tools in the GWIMBLE
class was conducted.
Week 2-14
e Students studied by face-to-face instruction and online instruction.
- One week of paragraph organization per unit
- Three weeks / unit of procedural paragraph writing,
narrative paragraph writing, descriptive paragraph writing,
and persuasive paragraph writing.
e Students learned through three stages: modeling the text, collaborative
writing in class, and individual writing online.
e The data from the websites used in the online instruction were observed and
analyzed qualitatively.
e The stimulated recall was collected from six students after they finish
their writing tasks.
e The focus group interview was conducted at the end of unit 4.
Week 15
e The pre-test and post-test was administered to the students.
e The questionnaire was completed by the students.
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3.6 Data analysis

This study was employed a mixed-research method of both qualitative and
quantitative data. The quantitative data consisted of students’ scores from pre-test
and post-test, and the attitude questionnaire. The qualitative data was analyzed from
the verbal protocol and the focus group interview. Data analysis according to each

research question is discussed in the following sections:

RQ 1: To what extent does a genre-based writing instructional module in a blended
learning environment improve Thai students’ writing ability?

The answer to research question 1 was obtained from the students’ score
assessments from the pre-test and post-test writing skills rubric. The test scores were
calculated by using a dependent t-test using SPSS.

RQ 2: To what extent does a genre-based writing instructional module in a blended
learning environment improve Thai students’ thinking skills?

The quantitative data was obtained from students’ scores on the pre-test and
post-test. The test scores assessed by the thinking skills rubric were calculated using a
dependent t-test. The answer to this research question was drawn from the stimulated
recall. The data from stimulated recall was coded using coding schemes developed by
the researcher and they were analyzed using frequency. The two inter-raters
experienced in course development ascertained the reliability of the coding and

analysis.

RQ 3: Are there any relationships between writing ability and thinking skills?

The relationship between students writing ability and thinking skills was
investigated using the correlation coefficient. The correlation coefficient between the
students’ writing test scores and the students- thinking test scores was calculated using

Pearson Product's Moment.
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RQ 4: What is the students’ attitude toward a genre-based writing instructional
module in a blended learning environment?

Quantitative data was drawn from the questionnaire scores which were used to
calculate the mean score. Meanwhile, qualitative data was drawn from part 2 of
questionnaire and focus group interview. The two inter-raters experienced in course

development ascertained the reliability of the coding and analysis.

Table 25: Summary of the research questions, the data obtained and data analysis

Research questions Research Data obtained Data analysis
instrument
1. To what extent does | Pre-test and Post-test | Pre-test and Post- A dependent t-
genre-based writing test score test

instructional module in
blended learning
environment improve
Thai students’ writing

ability?

2. To what extent does | Pre-test and Post test | Pre-test and Post- A dependent t-
genre-based writing test score test
instructional module in

blended learning Stimulated recall Qualitative data Coding and
environment improve qualitative
Thai students’ thinking analysis
skills?

3. Are there any Pre-test and Post test | Pre-test and Post- Correlation
relationship between test score coefficient

writing ability and
thinking skills?

4. What is the students’ | Students’ attitude Questionnaire Mean score
attitude toward genre- questionnaire scores

based writing

instructional module in | Focus group Coding and
blended learning interview Qualitative data qualitative

environment? analysis
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CHAPTER IV
FINDINGS

4.1 Introduction

This chapter presents the findings of the main study according to the four
research questions mentioned in chapter one. The research questions were answered
by examining the qualitative and quantitative data. The findings were investigated
based on the writing ability and thinking skills after completing the genre-based
writing instructional module in a blended learning environment (GWIMBLE). This
chapter consists of five parts.

The first part deals with the effects of the GWIMBLE on the students’ writing
ability. Analysis of the pretest and posttest scores regarding students’ writing ability is
presented. This part is to answer research question 1.

The second part shows the effects of the GWIMBLE on the students’ thinking
skills. Analysis of the pre-test and post-test scores regarding the students’ writing
ability together with the verbal protocol analysis are presented to answer research
question 2.

The third part shows the relationships between writing ability and thinking
skills, which are calculated from the scores in part one and part two. This part answers
research question 3.

The fourth part presents quantitative and qualitative results of the students’
attitude toward the GWIMBLE. This part answers research question 4.

Finally, the fifth part presents additional findings from the qualitative data
from the verbal protocol analysis of the attitude questionnaire and focus group
interview regarding the application of technology in the GWIMBLE classroom as
well as the disadvantages of the GWIMBLE.
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4.2 The effects of the GWIMBLE on the students’ writing ability

Research question 1: To what extent does a genre-based writing instructional module
in a blended learning environment improve Thai students’ writing ability?

This research question aimed to investigate the effects of the genre-based
writing instructional module in a blended learning environment on the students’
writing ability by assessing the pre-test and post-test scores in English writing ability

and thinking skills. The results are presented as follows.

4.2.1 Results from the comparison of the pre-test and post-test scores in
English writing ability

In order to obtain the results of the genre-based writing instructional module in
a blended learning environment, the samples were pre-tested on their English writing
ability before the implementation. They were also post-tested on their English writing
ability after the implementation.

Three raters—including the researcher, a non-native university lecturer who had
taught English writing for five years, and a non-native university lecturer who had
taught English to the students majoring in English at Srinakharinwirot University—
were assigned to rate the samples’ performance using the set of writing rubrics which
had been developed based on the written communication, critical thinking and
creative thinking value rubrics (Association of American Colledges and The
Association of American Colleges and Universities, 2012) (See Appendix G). The
inter-rater reliability was calculated using Cronbach's alphas. Cronbach’s alpha for
writing ability was .997 (p<0.0005). To answer research question 1, the results are

presented as follows.

4.2.1.1 The overall test

Table 26: Pair-sample t-test between the pre-test and post-test of writing ability

Pre-test Post-test t-test
Mean S.D. Mean S.D.
Writing ability 21.15 2.39 46.52 2.94 45 57*

* p<0.05 N=35
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Table 26 shows that the mean score of the post-test of writing ability was
higher than the mean pretest score. The mean score of the pre-test was 21.15, while
the mean score of the posttest was 46.52. The results revealed that there was a
significant difference between the pre-test and post-test mean scores of the students’

writing ability at a 0.05 level of significance (p<0.05).

4.2.1.2 Procedural and descriptive writing

Table 27: Pair-sample t-test between the pre-test and post-test of procedural and
descriptive writing

Pre-test Post-test t-test
Mean S.D. Mean S.D.
Procedural and 6.84 1.15 15.74 1.46 28.52*
descriptive writing
* p<0.05 N=35

Table 27 shows that the mean score of the post-test of procedural and
descriptive writing was higher than the mean pre-test score. The mean score of the
pre-test was 6.84, while the mean score of the post-test was 15.74. The results
revealed that there was a significant difference between the pre-test and post-test
mean scores of the students’ procedural writing at a 0.05 level of significance

(p<0.05).

4.2.1.3 Narrative writing

Table 28: Pair-sample t-test between the pre-test and post-test of narrative writing

Pre-test Post-test t-test
Mean S.D. Mean S.D.
Narrative writing 7.12 1.03 15.25 1.12 36.44*

* p<0.05 N=35

Table 28 shows that the mean score of the post-test of narrative writing was

higher than the mean pre-test score. The mean score of the narrative writing pre-test
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was 7.12, while the mean score of the post-test was 15.25. The results revealed that
there was a significant difference between the pre-test and post-test mean scores of

the students’ narrative writing at a 0.05 level of significance (p<0.05).

4.2.1.4 Persuasive writing

Table 29: Pair-sample t-test between the pre-test and post-test of persuasive writing

Pre-test Post-test t-test
Mean S.D. Mean S.D.
Persuasive writing 7.18 1.16 15.53 1.35 29.27*

*p 0.05 N=35

Table 29 shows that the mean score of the post-test scores of persuasive
writing was higher than the mean pre-test score. The mean score of the pre-test was
7.18, while the mean score of the post-test was 15.53. The results revealed that there
was a significant difference between the pre-test and post-test mean scores of the
students’ persuasive writing at a 0.05 level of significance (p<0.05).

According to the comparisons of the pre-test and post-test scores, the first
hypothesis of this study which stated that the students who took the genre-based
writing instruction module in a blended learning environment would get significantly
higher post-test writing scores than pre-test scores was accepted because it was found
that the mean score of the post-test was higher than there of the pre-test. Moreover,
the t-score showed that there was significant improvement in the students’ writing
ability after being taught with the genre-based writing instructional module in a
blended learning environment (GWIMBLE).

Therefore, it can be concluded that the genre-based writing instructional
module in a blended learning environment (GWIMBLE) was effective to improve the
students’ writing ability because the post-test score was higher than the pre-test score

with a statistically significant difference.
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4.3 The effects of the GWIMBLE on the students’ thinking ability

Research question 2: To what extent does a genre-based writing instructional module
in a blended learning environment improve Thai students’ thinking skills?

This research question was formulated to investigate the effects of the genre-
based writing instructional module in a blended learning environment on the students’
thinking skills by assessing the pre-test and post-test scores of English writing ability

and thinking skills, and the stimulated recall. The results are presented as follows.

4.3.1 Results from the comparison of the pre-test and post-test scores of

English writing ability and thinking skills

In order to obtain the results of the genre-based writing instructional module in
a blended learning environment, the sample was pre-tested on their English thinking
skills prior to the implementation. They were also post-tested on their thinking skills
after the implementation by using the same set of test as the writing test.

The three raters, namely the researcher, the non-native university lecturer who
had taught English writing for five years, and the non-native university lecturer who
had taught students majoring in English at Srinakharinwirot University, were assigned
to rate the sample’s performance using the set of thinking skills rubrics developed by
adapting the revised Bloom's taxonomy by Anderson et al. (2001) (See Appendix H).
The inter-rater reliability was calculated using Cronbach's alpha. Cronbach’s alpha for
the thinking skills was .998 (p<0.0005). To answer research question 2, the results are

presented as follows.
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4.3.1.1 The overall test
4.3.1.1.1 Thinking skills in the overall test

Table 30: Pair-sample t-test between the pre-test and post-test of thinking skills in the
writing ability test

Pre-test Post-test t-test
Mean S.D. Mean S.D.
Thinking skills in the 28.75 2.25 48.87 0.81 56.28*
writing ability test
* p<0.05 N=35

Table 30 shows that the mean score of the post-test of thinking skills in the
writing ability test was higher than the mean pre-test score. The mean score of the
pre-test was 28.75, while the mean score of the post-test was 48.87. The results
revealed that there was a significant difference between the pre-test and post-test
mean scores of the students’ thinking skills in the writing ability test at a 0.05 level of

significance (p<0.05).

4.3.1.1.2 Thinking elements in the overall test

Table 31: Pair-sample t-test between the pre-test and post-test of thinking elements in
the overall test

Pre-test Post-test t-test
Mean S.D. Mean S.D.

Remembering and 18.91 1.95 35.66 0.87 49.77*

Understanding

Applying 17.74 3.36 28.49 1.96 24.19*

Analyzing 15.37 1.43 27.00 0.00 47.88*

Evaluating 19.14 2.57 27.05 0.33 18.46*

Creating 16.94 1.25 28.40 0.73 44.00*
* p<0.05 N=35

Table 31 shows that the mean score of the post-test scores of thinking

elements based on Bloom’s taxonomy was higher than the mean pre-test score. The
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mean score of the remembering and understanding aspects of pre-test was 18.91,
while the mean score of the post-test was 35.66. The mean score of the applying
aspect of pre-test was 17.74, while the mean score of the post-test was 28.49. The
mean score of the analyzing aspect of pre-test was 15.37, while the mean score of the
post-test was 27.00. The mean score of the evaluating aspect of pre-test was 19.14,
while the mean score of the post-test was 27.05. Lastly, the mean score of the creating
aspect of pre-test was 16.94, while the mean score of the post-test was 28.40. The
results revealed that there was a significant difference between the students’ pretest
and posttest mean scores in all thinking elements, at a 0.05 level of significance
(p<0.05).

To conclude, the most enhanced skill was remembering and understanding.
The least enhanced skill was evaluating.

4.3.1.2 Procedural and descriptive writing
4.3.1.2.1 Thinking skills in procedural and descriptive
writing

Table 32: Pair-sample t-test between the pre-test and post-test of thinking skills in
procedural and descriptive writing

Pre-test Post-test t-test
Mean S.D. Mean S.D.
Thinking skills in 10.41 0.39 16.57 1.36 25.08*
procedural writing
*p<0.05 N=35

Table 32 shows that the mean score of the post-test of thinking skills in
procedural and descriptive writing was higher than the mean pre-test score. The mean
score of the pre-test was 10.41, while the mean score of the post-test was 16.57. The
results revealed that there was a significant difference between the pre-test and post-
test mean scores of the students’ thinking skills in procedural and descriptive writing,

at a 0.05 level of significance (p<0.05).
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4.3.1.2.2 Thinking elements in procedural and descriptive
writing

Table 33: Pair-sample t-test between the pre-test and post-test of thinking elements in
procedural and descriptive writing

Pre-test Post-test t-test
Mean S.D. Mean S.D.

Remembering and 6.14 0.60 11.94 0.23 54.25*

Understanding

Applying 6.97 1.50 9.40 0.55 9.45*

Analyzing 6.11 1.20 9.00 0.00 14.14*

Evaluating 6.20 1.86 9.05 0.33 9.22*

Creating 5.82 0.70 10.31 0.67 24.24*
* p<0.05 N=35

Table 33 shows that the mean score of the post-test score of thinking elements
based on Bloom’s taxonomy in procedural and descriptive writing was higher than the
mean pre-test score. The mean score of the remembering and understanding aspects of
pre-test was 6.14, while the mean score of the post-test was 11.94. The mean score of
the applying aspect of pre-test was 6.97, while the mean score of the post-test was
9.40. The mean score of the analyzing aspect of pre-test was 6.11, while the mean
score of the post-test was 9.00. Also, the mean score of the evaluating aspect of pre-
test was 6.20, while the mean score of the post-test was 9.05. Lastly, the mean score
of the creating aspects of pre-test was 5.82, while the mean score of the post-test was
10.31. The results revealed that there was a significant difference between the
students’ pre-test and post-test mean scores in all thinking elements in procedural and
descriptive writing, at a 0.05 level of significance (p<0.05).

In procedural and descriptive writing, the most enhanced skill was

remembering and understanding. The least enhanced skill was evaluating.
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4.3.1.3 Narrative writing
4.3.1.3.1 Thinking skills in narrative writing

Table 34: Pair-sample t-test between the pre-test and post-test of thinking skills in
narrative writing

Pre-test Post-test t-test
Mean S.D. Mean S.D.
Thinking skills in 7.35 0.66 16.18 0.36 73.93*
narrative writing
* p<0.05 N=35

Table 34 shows that the mean score of the post-test of thinking skills in
narrative writing was higher than the mean pre-test score. The mean score of the pre-
test was 7.35, while the mean score of the post-test was 16.18. The results revealed
that there was a significant difference between the pre-test and post-test mean scores
of the students’ thinking skills in narrative writing, at a 0.05 level of significance

(p<0.05).

4.3.1.3.2 Thinking elements in narrative writing

Table 35: Pair-sample t-test between the pre-test and post-test of thinking elements in
narrative writing

Pre-test Post-test t-test
Mean S.D. Mean S.D.

Remembering and 6.11 0.40 11.91 0.50 54.25*

Understanding

Applying 3.71 0.89 9.74 1.24 23.40*

Analyzing 3.28 0.62 9.00 0.00 54.37*

Evaluating 5.66 0.54 9.00 0.00 36.68*

Creating 5.14 0.91 9.02 0.17 24.66*
* p<0.05 N=35

Table 35 shows that the mean score of the post-test of thinking elements based

on Bloom’s taxonomy in narrative writing was higher than the mean pre-test score.
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The mean score of the remembering and understanding aspects of pre-test was 6.11,
while the mean score of the post-test was 11.91. The mean score of the applying
aspect of pre-test was 3.71, while the mean score of the post-test was 9.74. The mean
score of the analyzing aspect of pre-test was 3.28, while the mean score of the post-
test was 9.00. Also, the mean score of the evaluating aspect of pre-test was 5.66,
while the mean score of the post-test was 9.00. Lastly, the mean score of the creating
aspect of pre-test was 5.14, while the mean score of the post-test was 9.02. The results
revealed that there was a significant difference between the students’ pre-test and
post-test mean scores in all thinking elements in narrative writing, at a 0.05 level of
significance (p<0.05).

In narrative writing, the most enhanced skill was analyzing. The least
enhanced skill was applying.

4.3.1.4 Persuasive writing
4.3.1.4.1 Thinking skills in persuasive writing

Table 36: Pair-sample t-test between the pre-test and post-test of thinking skills in
persuasive writing

Pre-test Post-test t-test
Mean S.D. Mean S.D.
Thinking skills in 10.98 1.13 16.07 0.42 26.29*
procedural writing
* p<0.05 N=35

Table 36 shows that the mean score of the post-test scores of thinking skills in
persuasive writing was higher than the mean pre-test score. The mean score of the
pre-test was 10.98, while the mean score of the post-test was 16.07. The results
revealed that there was a significant difference between the pre-test and post-test
mean scores of the students’ thinking skills in persuasive writing, at a 0.05 level of

significance (p<0.05).
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4.3.1.4.2 Thinking elements in persuasive writing

Table 37: Pair-sample t-test between the pre-test and post-test of thinking elements in
persuasive writing

Pre-test Post-test t-test
Mean S.D. Mean S.D.
Remembering and 6.65 1.39 11.80 0.72 20.86*
Understanding
Applying 7.05 1.41 9.34 0.87 8.08*
Analyzing 5.97 0.17 9.00 0.00 106.00*
Evaluating 7.28 1.17 9.00 0.00 8.61*
Creating 5.97 0.51 9.05 0.23 32.48*
* p<0.05 N=35

Table 37 shows that the mean score of the post-test scores of thinking
elements based on Bloom’s taxonomy in persuasive writing was higher than the mean
pre-test score. The mean score of the remembering and understanding aspects of pre-
test was 6.65, while the mean score of the post-test was 11.80. The mean score of the
applying aspect of pre-test was 7.05, while the mean score of the post-test was 9.34.
The mean score of the analyzing aspect of pre-test was 5.97, while the mean score of
the post-test was 9.00. Also, the mean score of the evaluating pre-test was 7.28, while
the mean score of the post-test was 9.05. Lastly, the mean score of the creating aspect
of pre-test was 5.97, while the mean score of the post-test was 9.05. The results
revealed that there was a significant difference between the students’ pre-test and
post-test mean scores in all thinking elements in persuasive writing, at a 0.05 level of
significance (p<0.05).

In persuasive writing, the most enhanced skill was analyzing. The least
enhanced skill was applying.

In summary, the genre-based writing instructional module in a blended
learning environment (GWIMBLE) was effective to improve the students’ thinking
skills because the posttest score was higher than the pretest score with a statistically

significant difference.
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4.3.2 Results from the stimulated recall

In order to answer research question 2, stimulated recall was employed to
collect the qualitative data regarding the students’ perception while completing the
writing tasks in the GWIMBLE.

The data from the stimulated recall showed the findings related to the
students’ thinking skills while the genre-based instructional module in a blended
learning environment was implemented. All verbal protocol reports reported the
students’ thinking skills based on Bloom’s revised taxonomy, namely, remembering,
understanding, applying, analyzing, evaluating, and creating. Each stimulated recall
was videotaped, transcribed, and coded by using the coding scheme that had been
developed based on the lower-order thinking and higher-order thinking skills
presented by Anderson et al. (2001). The details of the coding scheme are presented in
Appendix I. The stimulated recall interview was employed with six students after
completing each writing task of each unit (week 4, week 7, week 11, and week 14).
The subjects were selected according to their scores on the pre-test: the students with
the two highest scores, the two middle scores, and the two lowest scores in the class.
The following is the information related to the verbal protocol reports.

Two raters-the researcher and a non-native university lecturer who was
experienced in teaching English—were assigned to interpret and code the sample’s
verbal protocol reports. Cohen's k was run to determine if there was agreement
between the two raters, and it appeared that there was moderate agreement between
the two raters’ judgments (k=.841, p<.0005). To answer research question 2

qualitatively, the results are presented as follows.



4.3.2.1 Overall verbal protocol reports

Table 38: Stimulated recall of the overall verbal protocol report
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Writing units
Thinking skills Unit 1: Unit 2: Unit 3: Unit 4:
(Code) Procedu | Descrip Narra Persua | Total (%)
ral tive tive sive
writing writing writing writing
Remembering
LOTS |(TR) and
Understanding 39.6%
(TV) 28 46 64 57 195
Applying (TA1) 35 23 54 51 163 33%
Analyzing (TA2) 17 9 13 16 55 11.2%
HOTS | Evaluating (TE) 10 11 14 14 49 10%
Creating (TC) 2 6 13 9 30 6.2%
Total 92 95 158 150 495
Percentage (%) 100
18.6 19.2 31.9 30.3

Figure 7: The percentages of the students’ verbal protocol reports in each genre
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Figure 8: The percentages of the students’ verbal protocol reports in each thinking

skill
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In the stimulated recall data, the numbers of verbal protocol reports showed
that the students’ thinking skills increased. According to Table 38, the numbers of
verbal protocol reports, focusing on unit 1 to unit 4, increased. The highest numbers
of verbal protocol reports were found in narrative writing (31.9%), which was the
third unit of the course, and the lowest numbers were found in procedural writing
(18.6%), which was the first unit of the course.

Based on the data shown in Table 38, every thinking skill based on Bloom’s
revised taxonomy had been developed. The most frequently mentioned skill was
remembering and understanding (39.6%), while the least mentioned skill was creating
(6.2%).

4.3.2.2 Thinking skills in procedural writing

In the stimulated recall, the students showed that they apply their thinking
skills based on the cognitive process dimensions based on Bloom’s revised taxonomy,
namely remembering (TR), understanding (TU), applying (TAL), analyzing (TA2),
evaluating (TE), and creating (TC), in order to construct their procedural paragraph.

Table 39: Stimulated recall reports of thinking skills in procedural writing

Code Participants Total (%0)
StA | StB | StC | StD | StE | StF

TR&TU 3 8 5 3 2 7 28 30.4
LOTS ™TA1 6 | 10 | 4 | 7 | 4 | 4 | 35 | 381
TA2 8 4 1 2 1 1 17 18.4
HOTS TE 3 2 1 2 1 1 10 10.9
TC - 1 - 1 - - 2 2.2

Total 20 25 11 15 8 13 92
Percentage (%) | 21.7 | 272 | 12 | 163 | 8.7 | 141 100

As shown in Table 39, there was a total of 92 verbal protocol reports related to
thinking skills in procedural writing. In total, 35 of those verbal protocol reports (38.1
%) were ones where students presented their applying stage of thinking skills (TAL).
A further 28 verbal protocol reports (30.4%) showed where the students’ mentioned
remembering (TR) and understanding skills (TU). In addition, 17 verbal protocol

reports had students mention the analyzing skills based on the cognitive dimension of
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Bloom’s revised taxonomy (TA1). Next, 10 verbal protocol reports (10.9%) included
the evaluating stage of the students’ thinking (TE). Lastly, two verbal protocol reports
(2.2%) showed creating skills of the students (TC).

The student who made the highest number of verbal protocol reports was
student B (27.2%) and the student who made the lowest was student E (8.7%).

To retrieve the students’ thoughts, the instructor showed the students their
procedural writing paragraphs which had been posted on Facebook together with the
draft and outline. The instructor asked questions to explore the thoughts and decisions
made by the students while writing their procedural paragraphs. The following is
examples of the verbal protocol reports in each thinking skill in procedural writing.
The examples were back-translated by the English teacher to ensure that the Thai

version and the English version of the students’ reports matched.

4.3.2.2.1 Lower-order thinking skills (LOTS)

Verbal protocol report 1 shows examples of the lower-order thinking skills
called remembering (TR) and understanding (TU), and applying (TAL).

When the students studied unit 1 (procedural writing), it could be seen that
they could recall their own paragraph organization from the example given in the
classroom recall their own structure of procedural writing (remembering).

Verbal protocol report 1

Remembering (TR) and Understanding (TU)

Student C: “wugoinitoniséaeuss goinnaeg y1u daunizgIsnisdoude

»

Y o
ninAg
“I learned from what the teacher taught in the class. I observed a lot of

examples which emphasised how to compose a paragraph.”

o o { ' o { o o
Student F: “niusndresniingienlinsuasimsgaieenomnauindouaiuiliy

l¥ruamveusiag”

“I observed from the examples given by the teacher. I also studied my
peers’ outstanding work, and applied what | had learned with my

paragraph”
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Moreover, the students were able to explain how to write a topic sentence in

procedural writing (understanding).

Understanding (TU)
Student C: “Aaadnida lalififuaseiy topic sentence wdslalitaaumue

a »

oY)

“I tried to make it directly related to the topic sentence and do what it

took to retain the original meaning.”

Also, the students showed that they were able to apply the knowledge and
rules of writing, such as the use of transitions and imperative sentences, which proved

their ability to apply the knowledge and rules in their paragraph (Applying).

Applying (TA1)

Student B: “fmeidonly in conclusion w119 1umsdiensise Tea concluding

sentence asy "’

“I chose the transition ‘In conclusion’ to begin my concluding

sentence.”’

Student C: “i@enly imperative sentence azmuizansums@eudeniuie
veniunouign

“I used the imperative sentence since it is the most suitable form for

writing a procedural paragraph.”

4.3.2.2.2 Higher-order thinking skills (HOTS)
Verbal protocol report 2 shows examples of higher-order thinking skills
according to the elements of analyzing (TA2), evaluating (TE), and creating (TC).
When the students studied unit 1 (procedural writing), they distinguished the

parts of procedural writing by writing ‘mind mapping’ in the planning stage; the



140

students were able to explain the relationship between each sentence in their
paragraph (analyzing).
Verbal protocol report 2
Analyzing (TA2)
Student Al: “@wnsousnanuaadngeenlildds  awsaueniuiiitenan

ftedosuazduaninizuIumsIsvuneuinniens

“It could break up the ideas. | could separate them into the main topic

and sub-topics, and then I could easily show the steps.

' o a ' o ° ~
Student A2: “EW575?uW?leﬂﬂgﬂjun’ﬁlﬂiuﬂ@uﬂg U@ﬂ?’”’”?ﬂﬁ\?ﬁ@\?wnlﬂﬂu

' 2 4
?fdé'mmiuﬂau l!ﬁ?ﬂﬂf]ll"lﬂ@ﬂi]ﬂﬁlﬁ@uﬂ"Iiﬁ"llﬁl\‘l?f/‘l«!&’ ?N?ﬁgfé‘l"m UAMMNVTUANOU

Y

o »

=}
NH

“At the beginning, it was the introduction part, | said why | chose this
menu. Then, | said that it was not difficult to do if the readers followed

the steps that I gave.

In addition, students said that they evaluated their work to make sure it was

accurate before submission (evaluating).

Evaluating (TE)

v
o 3 <
Student A: “aewusiuasrnaeunnugndesvesdwazuuy juuuun lomenos
1y Y ' ' < 9 < v A 2]
'Z.il?ﬂﬁ’)&lllﬁ)ﬂuﬂ7um"1]77ﬂﬂm€/¢)ﬂﬁ’u?ﬂﬁ'dﬂ&’

“At that time, I checked the accuracy of the words and paragraph
organization. It might not have looked nice, but it could be understood

by the readers, so I decided to submit the work.”
Student F: “wygnatesevuazuivalesouny Usuudeguatensiouiuauysaiiga

! »

f1&

“I read my paragraph many times and also revised it many times until

it was perfect.”
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Finally, the students showed how they created the paragraph by incorporating

the environment around them into the paragraph. (creating).

Creating (TC)

@ 3 o o 1 § day a a
Student B: “Juriuwuniainuegiiied udwieunneuin low 139599 wume
a 1y P dy ' o o 9/ = oA a = U < 9/ r
Aandushyniyuauivesn audou ivnieswnu lignau@anadess i
wnowau ly welddduliaueauls”

“On the day | was studying in my room, | saw the Omega watch that
my friend had left in the room. | had the idea that if I put this as a joke
in my writing, it would make my paragraph more interesting. It was

not too much but enough to draw the readers’ attention”

4.3.2.3 Thinking skills in descriptive writing

In the stimulated recall, the participants showed that they applied their
thinking skills based on the cognitive process element based on Bloom’s revised
Taxonomy, namely remembering (TR), understanding (TU), applying (TA1l),
analyzing (TAZ2), evaluating (TE), and creating (TC), in order to construct their

descriptive paragraph.

Table 40: Stimulated recall reports of thinking skills in descriptive writing

Code Participants Total (%0)
StA | StB | StC | StD | StE | StF
TR&TU 8 7 10 9 8 4 46 48.4
LOTS TA1 4 4 3 4 3 5 23 24.2
TA2 5 1 2 0 0 1 9 9.5
HOTS TE 2 4 1 1 3 - 11 11.6
TC 1 1 1 1 1 1 6 6.3
Total 20 17 17 15 15 11 95
Percentage (%) 21 | 179 | 179 | 158 | 15.8 | 11.6 100

As shown in Table 40, there were a total of 95 verbal protocol reports related
to thinking skills in descriptive writing. A total of 46 of those verbal protocol reports
(48.4%) reflected the students’ remembering skills (TR) and understanding skills
(TU). A further 23 verbal protocol reports (24.2%) mentioned the applying skills



142

(TAL). Next, 11 verbal protocol reports (11.6%) were obtained in which the students
mentioned evaluating skills (TE). Nine verbal protocols (9.5%) portrayed the
students” mentioning of analyzing skills (TA2). Lastly, in six verbal protocol reports
(6.3%), the students mentioned creating skills (TC).

The student who made the highest number of verbal protocol reports was
student A (21%), while the student who made the lowest was student F (11.6%).

In order to investigate the students’ thinking, the instructor showed the
students their descriptive writing paragraphs which had been posted on Facebook
together with the draft and outline. The instructor asked questions to explore the
students’ thoughts and decisions made while writing their procedural paragraphs. The
following are the examples of the verbal protocol reports in each thinking skill in
descriptive writing. The examples were back-translated by the English teacher to

confirm that the Thai version and the English version of the students’ report matched.

4.3.2.3.1 Lower-order thinking skills (LOTS)

Verbal protocol report 3 shows examples of the lower-order thinking skills
called remembering (TR), understanding (TU), and applying (TA1).

When the students studied unit 2 (descriptive writing), it was proven that they
could recall their paragraph organization from the example given in the classroom,
they applied the background knowledge in their paragraph, and they searched for
information from other sources outside the classroom, such as websites
(remembering).

Verbal protocol report 3

Remembering (TR)

Student C: “Agoindaedndy fio1msdaeunazanuveuiioudrii pattern i form

uvy v’

“I observed the examples given by the teacher and the peers’ work, in

terms of patterns and forms.”
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Student D: “fiden1# present simple uaz present perfect mszswssooiasd

| A ' o ~ o v ~ J a
u:xﬁ’uafﬂduﬁi’ﬁﬂ@an'ZimﬂmimzUﬁmmwﬂumi?%’au?WuHljf%ﬂﬂllﬂlﬁg!if/l!iﬂﬂﬂﬂil

U

I »

fl&

“I chose the present simple and present perfect tenses to describe the

>

place and my feeling. I did this based on my background knowledge.’

Moreover, it could be seen that the students were able to explain their
paragraph organization, specifically how to write a topic sentence and concluding
paragraph (understanding).

Understanding (TU)

Student A: “Arei/se Teausnved paragraph venlfuiyanTondneiideysng

~ <4 - . ' vy ' & o )
U 157ﬂ!51ﬁ]7ﬂﬂ757’li’§5!1/ﬁf/uﬁ§'\7uu U@ﬂ?”g!ﬁf]?’lli?lﬂ”?ﬂj 457%’.1!71/176;"15

)

“It is the first sentence of the paragraph which restates the instruction
which said that | had to manage SWU and that | wanted to change the
buildings in SWU, | wanted to tell the readers who | was and what |

was about to do. ”

v v ’
Student C: “Paragraph #szavuyvilinsizar au conclude @aemsin restate
4 a A o 1 a A~ q,’;, '3 ' ] ] Y Y
Ti]Wﬂ!mé‘/’ﬁ'\ﬁfli]a'i‘l/l737@’074!"1/8]”117740?1%@!57@’?1/@?i]@;‘f?5 TJ"IETEJNIZﬂWi?é‘JZIﬂHBWlJ"IWQJ
umsageguainsy”

“I concluded the paragraph by restating the tasks and my supporting

’

sentences because every paragraph must have a conclusion.’

The students showed that they were able to apply the knowledge and the rules,
and by using the spatial order in their paragraph, the students were able to explain

how they selected the tenses to construct their paragraphs (applying).
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Applying (TA1)
Student D: “wy# spatial order ideminiiuaesiiu wuihi Tssennsaeasu fo

)

o 4 & ’
YTTENEIVUNUN 'le‘b'uﬁ'ﬂﬂ

“I used the spatial order, bottom to top, in my work since the building
had two floors. So, | decided to describe the first floor of the building

’

first, and then | moved on to the second floor.’
Student E: “aseiuduld present perfect e mowiicuiiassuils present

bl

simple ag’

“I began my paragraph with the present perfect tense. When |
described each floor of the building, I used the present simple tense. ”

4.3.2.3.2 Higher-order thinking skills (HOTS)

Verbal protocol report 4 shows examples of the higher-order thinking skills
according to the dimensions of analyzing (TA2), evaluating (TE), and creating (TC).

When the students studied unit 2 (descriptive writing), the students showed
that they could distinguish the parts of descriptive writing by stating the rules of each
element in the paragraph organization; students were also able to separate the

paragraph into parts by writing an outline (analyzing).

Verbal protocol report 4
Analyzing (TA2)

Student C: “adhausnAi topic sentence msuuziiudani/u supporting sy

A lareazisonld details (91 1az ud2Ad concluding Ay finyezdas restate

b

Tong’

“I started by writing a topic sentence to introduce the paragraph, and
then | added more details by writing the supporting sentences. | also

restated the task in the concluding sentence.”
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Student F: “#il% Spider map msizsrliishleie lidudouds mioudy
Tnseaeindnlode”

“I used the spider map because it was not complicated. Its structure

was easy to understand.”

Students evaluated their work by editing their grammatical and spelling errors

(evaluation).

Evaluating (TE)
Student B: “Aaeudlundngmilumsizes/ss lon msaznad uazh grammar

o 1o a v o A a
ATY uadInNUAARaNgUThurieay
“Mostly, I edited the sentence structures, the spelling, and the

grammatical errors, but I still kept the core idea of the paragraph.”

Lastly, the students reported that they transformed their work on paper into

digital files by using a presentation creator program (creating).

Creating (TC)
Student E: “vewnyly Emaze suilumsesuioudassu suilan 15wihide e
vuvg Idvyue Tihahla Idieds

“I used Emaze to explain each floor of the building on each page. It

was easier to understand when it turned the page automatically.

4.3.2.4 Thinking skills in narrative writing

In the stimulated recall, the participants showed that they applied their
thinking skills, namely remembering (TR), understanding (TU), applying (TAL),
analyzing (TA2), evaluating (TE), and creating (TC), in order to construct their
narrative paragraph.
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Table 41: Stimulated recall reports of thinking skills in narrative writing

Code Participants Total (%)
StA | StB | StC | StD | StE | StF

TR&TU 17 9 8 9 12 9 64 40.8
LOTS | TAL 15 6 6 9 10 7 53 33.7
TA2 2 4 1 1 2 3 13 8.3
HOTS | TE 1 2 2 3 2 4 14 8.9
TC 2 3 2 2 1 3 13 8.3

Total 37 24 19 24 27 26 157
Percentage (%) 236 | 153 | 12 | 153 | 17.2 | 16.6 100

As shown in Table 41, there were a total of 157 verbal protocol reports related
to thinking skills in narrative writing. A total of 64 verbal protocol reports (40.8%)
showed that the students had acquired the remembering (TR) and understanding skills
(TU). A further 53 verbal protocol reports (33.7%) showed that the students had
reached the applying stage of thinking skills (TR). Next, 14 verbal protocols (8.9%)
were obtained from the students who had the evaluating skills (TE). Lastly, 13 verbal
protocol reports (8.3%) indicated that the students had analyzing and creating skills
(TA2 and TC).

The student who reported the highest number of verbal protocol reports was
student A (23.6%), while the student who reported the lowest was student C (12%).

To explore the students’ thinking, the teacher showed the students their
narrative writing paragraphs which had been posted on Facebook together with the
draft and outline. The instructor asked questions to explore the students’ thoughts and
decisions made while writing the narrative paragraphs. The following are the
examples of the verbal protocol reports in each thinking skill in narrative writing. The
examples were back-translated by the English teacher to ensure that the Thai version

and English version of the students’ reports matched.

4.3.2.4.1 Lower-order thinking skill (LOTS)
Verbal protocol report 5 presented the verbal protocol of the lower-order
thinking skills, namely remembering (TR), understanding (TU), and applying (TAL).
When the students studied unit 3 (narrative writing), it was apparent that they

could recall paragraph organization and language features from the examples given in
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the classroom and their writing experience. The students also reported how they
searched for the information that was useful for their paragraph (remembering).
Verbal Protocol report 5

Remembering (TR)

o { L ' ' < ~ o
StUdent A: “ﬁ‘)a‘lJ!!5ﬂﬁﬂy7ﬂ7ﬂ£°7’JEJE’Nﬁ?ﬂﬂ755]?‘Psfﬂﬂuﬂ&’!!ﬁ’)ﬂ?’lﬂ?’l?u?’l@?ﬂﬁflﬁﬂu

o o ~ 2]
U?ﬂﬂlll/ia‘:ﬁ’llﬂ?imW!ﬂﬁll"lif’luﬂglm?

“I began by studying the examples given by the teacher and reviewing
them, and | also knew how to write a paragraph from my previous

experience”

Student C: “wadelns shezls iilwulu topic sentence wes Narrative
paragraph fg”

“I mentioned ‘who, what, and where’ in the topic sentence of the

narrative paragraph. ”

Students were also able to explain how to write the topic sentence and

concluding sentence of a narrative paragraph (understanding).

Understanding (TU)

Student A: “Aanimsavnuy restate Aewuzaz ualresveni laes lsain5ed
wiodlums idean”
“I wrote my concluding sentence by restating the story and adding the

motto from my story. ”

Student C: “wanvlas sweels #lwulu topic sentence wev narrative

U

b

paragraph g’

“I mentioned the ‘who, what, and where’ in the topic sentence Of the

narrative paragraph.”

Moreover, the students showed that they were able to apply the knowledge

and the rules by using sensory and emotional details in their paragraph, the students
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were able to explain the use of the past tenses in their narrative paragraph, and they

also showed how they plotted the story (applying).

Applying (TA1)

Student B: “Afnd1 plot uazdazasudmilulng seels iilnu od1ls udaifa

g lanawiiaule anwingr aynawiudnlluGeed lsasy ™

“I designed the plot of the story by focusing on who, what, when,
where, and how, and describing the main characters. | added some
details to make my paragraph scarier and more interesting ”

Student D: “FAeiinwumuieidesiaaiuuuds faglsy past tense nwaaens
@iseasluedads
“I planned the story that already happened, so I used the past tense

since it talked about my entire story that occurred in the past. ”

Student F: “wyianFouifuarwiviuneou uasziinis 1% emotional details uuvves
d’ ! »
iouns

“Similar to my friends’ work, I described the events in order and I

used emotional details. ”

4.3.2.4.2 Higher-order thinking skills (HOTS)
Verbal protocol report 6 shows examples of the higher-order thinking skills
according to the dimensions of analyzing (TA1), evaluating (TE), and creating (TC).
When the students studied unit 3 (narrative writing), students showed that they
could distinguish the parts of the story of their narrative paragraph by using the spider
map and identify the plot structure of their story (analyzing).
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Verbal protocol report 6

Analyzing (TA2)
Student B: “Tnediiiasil plot Gee Guuilan e climax Adesiunay/i
ifoiteaniunwedisznoy”

“Mainly there are a plot, a problem, a climax, and a resolution, as in

the components of the plot structure. ”

In terms of evaluation, students said that they assessed their work based on the

grammatical errors and the content of the paragraph (evaluating).

Evaluating (TE)

Student A: “Tazmsizuednudon grammar lugnae check ansevneuaziiion
T T 4 i)

BYTEGRATITETY

“I checked and edited my grammatical mistakes one more time before

composing my story. ”

Y VI v 1A { & o o d
Student E: “Tnisun lidoyadioazGowiarinamigmsainsizaouusniiusil”

“I revised the content of my story because | thought the one in the first

draft began too early.”

Student F: “§in5 revise doya uaz edit duav mde uazmmwavndilsnim 18
annag”

“I revised the information and the words used in conversation in the

story, and edited the numbers and the abbreviations. ”

Lastly, students showed how they created the details of their story and how

they designed the theme and characters of their urban legend (creating).
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Creating (TC)

Student D: “wyasnisesliiranauazvumasneunains

“I told my story by giving the readers a hint and gave them the answer

in the end.”

Student E: “i5iAdewdendaazas  swlae theme dhwweslidiazasive
o [ »

anIuMIalod N 15

“I selected the characters and the theme of the legend. | also planned

the situation that the characters would face. ”

4.3.2.5 Thinking skills in persuasive writing

In the stimulated recall, the participants showed that they applied their
thinking skills, namely remembering (TR), understanding (TU), applying (TAL),
analyzing, evaluating (TE), and creating (TC), in order to construct their persuasive

paragraph.

Table 42: Stimulated recall reports of thinking skills in persuasive writing

Code Participants Total (%0)
StA | StB | StC | StD | StE | StF

TR&TU | 17 12 9 10 5 7 60 425
LOTS | TAl 10 12 7 9 6 6 50 355
TA2 1 2 0 2 1 2 8 5.7

HOTS TE 2 3 2 2 3 2 14 10
TC 2 1 2 1 2 1 9 6.3

Total 32 30 20 24 17 18 141

Percentage (%) | 22.6 | 21.2 | 142 | 17.1 | 12.2 | 12.7 100

As shown in Table 42, there were a total of 150 verbal protocol reports related
to the thinking skills in persuasive writing. A total of 60 verbal protocol reports
(42.5%) showed that the students had obtained the remembering (TR) and
understanding skill (TU). A further 50 verbal protocol reports (35.5%) were obtained
from the students who used the applying skill (TAL). Next, 14 verbal protocol reports
(10%) reflected the evaluating skill of the students (TE), and nine verbal protocol

reports (6.3%) indicated the students had mastered analyzing and creating skills (TC).
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Lastly, eight verbal protocol reports (5.7%) showed that the students had obtained the
analyzing skill (TA2).

The student who reported the highest number of verbal protocol reports was
student A (22.6%), while the student who reported the lowest number was student E
(12.2%).

In order to explore the students’ thinking, the instructor showed the students
their persuasive writing paragraphs which had been posted on Facebook together with
the draft and outline. The instructor asked questions to explore the students’ thoughts
and decisions made while writing their persuasive paragraphs. The following are the

examples of the verbal protocol reports in each thinking skill in narrative writing.

4.3.2.5.1 Lower-order thinking skills (LOTS)

Verbal protocol report 7 shows the verbal protocol of the students’ lower-
order thinking skills, namely remembering (TR), understanding (TU), and applying
(TAL).

When the students studied unit 4 (persuasive writing), it was proven that they
could recall the rules of persuasive writing from the example given in the classroom
and their writing experience, and the students reported how they searched for
information from reliable websites to use as the details of the paragraph
(remembering).

Verbal protocol report 7

Remembering (TR)

P o { o Yy ¥y o1& e o

StUdent A: “l!?nﬂ88@?7ﬂ¢7?8ﬂ70ﬁ877)758!?78?74’1!7@38?73 ﬂﬂ?ﬂl[f&’ﬁ'ﬂﬂ?iﬂ!‘ﬁ!ﬂﬂ?fn
@ dyd Ay Y A YA 2
m;‘wauuu/uwuq@mmfmz'Zmﬁufju

“I studied the ways to write the paragraph from the teacher’s example
and from my previous writing experience since it was the last piece of
paragraph writing. ”

< 7 S < a
Student C: “Tmisduahdeyanindy lodmsizazainsiading duaaeaalnisy

o v A o ' A o D2
A1ang !Wim’ilulﬂ/fﬁﬂgﬁ5Uﬂﬂ?7ﬂ?57/lﬂ§fﬁf’/u@3?57./7\7
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“I searched for the information from many reliable websites since it
was convenient. | explored the Faculty of Fine Arts website because it

provides the information about the curriculum of the faculty.”

In terms of understanding, the students were able to explain the components of
paragraph organization of the persuasive paragraph; they could also explain how to
write the supporting sentences as well as the concluding sentence of the persuasive
paragraph.

Understanding (TU)

Student C: “Aaudae In conclusion 1nd uasmioulinnunaveus 1 Iivuve
i ldug”

“I closed my paragraph with ‘In conclusion’, and added my opinion
that | thought he could do it. ”

Student F: “Aremidesliammanananazud us 10 uanuadve g

o -~ s Ay
f]ﬂﬁ7)88]7\774’567'1"lﬂi/i&’ﬁ'ﬂﬂ?jmmiuﬂ’lugil?

“There are three main reasons in the body of the paragraph. | had to
explain it by giving reasons and supported them with examples or my

learning experience. ”

In addition, the students showed that they were able to apply the knowledge
and the rules by using the transition signals in the body of their paragraph; the
students mentioned that they used the present simple tense to compose their

paragraph, and gave the reasons and examples in the supporting sentences (applying).

Applying (TAL)
Student A: “@auTng11ilu present simple fAz maziupersumsuuzinae”

“Mostly, | used present simple because it is related to introducing. ”
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Student C: “ii to begin with ApemieuilumsinTudnizewasi for example

=1 3 U r A Y r Y ! »
INTICHYISNNTINAIDY NSRS wmiou lndieaemsvr leae

“l used ‘to begin with’ to introduce the body and used ‘for example’ to

give examples that were easier to understand. ”

4.3.2.5.2 Higher-order thinking skills (HOTS)

Verbal protocol report 8 shows the examples of the higher-order thinking
skills according to the dimensions of analyzing (TA2), evaluating (TE), and creating
(TC).

When the students studied unit 4 (persuasive writing), they showed that they
could distinguish the parts of the story of their narrative paragraph by using the spider
map (analyzing).

Verbal protocol report 8

Analyzing (TA2)

Student A: “wwar 31501 plan msdewuwy spider map s 15unasaii

»
moautag

“I planned my writing using the spider map template that | have used

throughout this semester. ”

Student D: “Outline waanyilu spider map Asla topicliasenariuduen

3 2
Wuaumgnans

“My outline was on the spider map. | put the topic sentence in the

middle and expanded reasons into three legs. ”

Also, the students said that they evaluated the work by editing and revising the

sentences, and self-evaluated their own work (evaluating).

Evaluating (TE)
Student A: “F14 edit ms1231951/1/5¢ Tonsfug luresgndoamedoa/suud 1y

Y Ty

gnABNAY
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“I edited incorrect sentences because my sentences were not written
using the correct structure. ”
Student C: “Tmy revise luuwiss leamemivaineluy Usunlasu nuiiennw

Y 2
gnNAeNnNI

“I revised some sentences by rearranging them and making them more
accurate. ”

Student D: “wy himerires Iseeaii Idiae 31z 18i5en3uas Iamumerimi Iduas
IaviannliGee9 ”
“I have never done anything like this before. Because of the

suggestions and the learning activities, | could continuously improve

my skill.”

Last, students showed how they created their final draft by transforming the

paper-based work into a digital file (creating).

Creating (TC)

Student C: “1% Emaze az uvuTawoesay msiznyininiauls uazmiemlu

Y~ o o ' v ] Ay
7/7'14"Ilﬂf/’)iﬂlﬂUlﬁffllu@@?ff!W§7&’457ﬁ@\7I‘lJ?JNTJﬂ‘lJ@‘lJ

“I used the poster feature in Emaze because it is interesting as we
could read it all on one page. Since we had to persuade the readers,

one-page reading was suitable. ”

According to the above-mentioned data related to the students’ verbal protocol
reports, the second hypothesis study which stated that the post-test thinking scores of
the students who took the genre-based writing instruction module in a blended
learning environment would be significantly higher than those obtained in the pre-test.
According to the comparison of the pre-test and post-test scores, the hypothesis of this
study was accepted because it was found that the mean score of the post-test was
higher than the pre-test. Moreover, the t-score showed that there was significant

improvement in the students’ thinking ability after attending the genre-based writing
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instructional module in a blended learning environment (GWIMBLE). Moreover, the
increased numbers of verbal protocol reports in every thinking skill prove that the
students’ thinking skills have improved. Remembering, understanding, and applying
were the skills that showed the most outstanding improvement, shown by the fact they
had the highest frequency of student reports in all genres: procedural, descriptive,
narrative, and persuasive writing. Meanwhile, creating, which is the most complex
skill in the taxonomy, showed the lowest frequency of student reports in all genres.
Therefore, it can be concluded that the genre-based writing instructional
module in a blended learning environment (GWIMBLE) was effective in terms of

improving the students’ thinking skills.

4.4 The relationships between writing ability and thinking skills

Research question 3: Are there any relationships between writing ability and thinking
skills?

Writing can help establish acts of thinking; it is an intellectual tool that can
change the way people think. (Harris, 1989; Menary, 2007; Vygotsky, 1978). Also,
Klimova (2013) states that students use thinking processes when they compose texts.
Hence, it can be said that thinking and writing are skills that go together.

Based on the mentioned beliefs, an investigation of the relationship between
these two skills was conducted. The study of the relationship between writing ability
and thinking skills was conducted by comparing the GWIMBLE posttest scores of the
writing and thinking tests by using a Pearson product moment. Therefore, this
research question aimed to investigate the relationships between writing ability and
thinking skills by assessing the pre-test and post-test scores of English writing ability

and thinking skills.
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4.4.1 Correlation coefficient between overall writing ability and thinking
skills

Table 43: The correlation between overall writing ability and thinking skills

Overall Thinking skills

*x

Overall writing ability Pearson correlation 741
Sig (2 tailed) 000

** p<0.01 N=35

Table 43 shows a positive correlation between the writing ability and thinking
skill in overall. A Pearson product moment was computed to assess the relationship
between the overall writing ability and thinking skills. The overall writing ability and
thinking skills of the students who took the GWIMBLE correlated significantly
(r=0.741, p<0.01). There was a positive correlation between writing ability and
thinking skills [n=35, p=0.000]. Increases in the students’ writing ability scores

correlated with increases in the students’ thinking skills scores.

4.4.2 Correlation coefficient between the overall writing ability and
thinking skills in procedural and descriptive writing

Table 44: The correlation between the overall writing ability and thinking skills in
descriptive and procedural writing

Overall Thinking skills

*%

Overall writing ability Pearson correlation 619
Sig (2 tailed) 000

** p<0.01 N=35

Table 44 shows a positive correlation between the writing ability and thinking
skill in procedural and descriptive writing. The students who took the GWIMBLE had
writing ability and thinking skills in procedural and descriptive writing which
significantly correlated (r=.619, p<0.01). There was a positive correlation between
writing ability and thinking skills in descriptive and procedural writing [n=35,

p=0.000]. Increases in the students’ writing ability scores in descriptive and
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procedural writing correlated with increases in the students’ thinking skills scores in

procedural and descriptive writing.

4.4.3 Correlation coefficient between the overall writing ability and

thinking skills in narrative writing

Table 45: The correlation between the overall writing ability and thinking skills in
narrative writing

Overall Thinking skills

Overall writing ability Pearson correlation 563"
Sig (2 tailed) 000

** 0<0.01 N=35

Table 45 shows a positive correlation between the writing ability and thinking
skill in narrative writing. The students who took the GWIMBLE had writing ability
and thinking skills in descriptive and procedural writing which significantly correlated
(r=0.563, p<0.01). There was a positive correlation between writing ability and
thinking skills in narrative writing [n=35, p=0.000]. Increases in the students’ writing
ability scores in narrative writing correlated with increases in the students’ thinking

skills scores in narrative writing.

4.4.4 Correlation coefficient between overall writing ability and thinking

skills in persuasive writing

Table 46: The correlation between the overall writing ability and thinking skills in
persuasive writing

Overall Thinking skills

Overall writing ability Pearson correlation 626"
Sig (2 tailed) 000

** n<0.01 N=35

Table 46 shows a positive correlation between the writing ability and thinking

skill in persuasive writing. The students who took the GWIMBLE had writing ability
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and thinking skills in descriptive and procedural writing which significantly correlated
(r=0.626, p<0.01).There was a positive correlation between writing ability and
thinking skills in persuasive writing [n=35, p=0.000]. Increases in the students’
writing ability scores in persuasive writing correlated with increases in the students’
thinking skills scores in persuasive writing.

Thus, the third hypothesis of this study, which stated that there was a positive
relationship between students’ post-test scores in writing ability and thinking skills,
was tested. According to the correlation between the post-test of writing ability and
post-test of thinking skills, this hypothesis was accepted since it was found that there
were positive correlations between the overall writing ability and thinking skills, the
writing ability and thinking skills in procedural writing, the writing ability and
thinking skills in narrative writing, and the writing ability and thinking skills in
persuasive writing.

Therefore, it can be concluded that the genre-based writing instructional
module in a blended learning environment was effective in terms of creating a

positive relationship between the writing ability and thinking skills of the students.

4.5 The students’ attitude toward the GWIMBLE
Research question 4: What is the students’ attitude toward a genre-based writing
instructional module in a blended learning environment?

This research question intended to explore the students’ attitude toward a
genre-based writing instructional module in a blended learning environment by
assessing the responses to a questionnaire and a focus group interview. The findings
from both quantitative data (questionnaire) and qualitative data (questionnaire and
focus group interview) were reported in order to present the students’ attitude toward

the course.

4.5.1 Quantitative results from the questionnaire

To investigate the students’ attitude toward the genre-based instruction
module in a blended learning environment (GWIMBLE), a questionnaire was used
(see Appendix J and K). The questionnaire was divided into two parts, namely part I:

attitude toward the genre-based instruction module in a blended learning environment
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(GWIMBLE) and part Il attitude toward the genre-based instruction module in a
blended learning environment (GWIMBLE) and suggestions on it. The first part of
the questionnaire consisted of 40 items made up of statements that the students could
rate according to their opinion.

Additionally, the second part consisted of six open-ended questions. Content
analysis was used to analyze the data of this part. The following codes were
employed to analyze the data: affective (AA), cognitive capability (AC), value (AV),
difficulty (AD), interest (Al), and effort (AE) (see Appendix I). This part was
interpreted by two raters: the researcher and a non-native university lecturer who was
experienced in teaching English.

The mean score of the overall questionnaire was 4.44 (S.D.=0.59). It indicated
that the students had a positive attitude toward the course. The following section
reports the findings from the questionnaire in accordance with the GWIMBLE
learning stages, which consisted of modeling the specific text, writing processes,
writing the final draft, and the GWIMBLE itself.

The following reports the results obtained from the GWIMBLE questionnaire.

4.5.1.1 Attitude toward the learning stages in the genre-based
instructional module in a blended learning environment
(GWIMBLE)

The students’ attitude toward the learning stages in the genre-based
instructional module in a blended learning environment was presented in three stages,
as can be seen in the following tables.

In the questionnaire, items 1-6 were constructed in order to investigate the
students’ attitude toward the ‘modeling the text’ stage of the genre-based instructional
module in a blended learning environment (GWIMBLE). The findings are illustrated
in Table 47.

Table 47: Students’ attitude toward the ‘modeling the text’ stage of the GWIMBLE
Questionnaire items Mean | S.D.
1. The GWIMBLE helped me realize the purpose of writing. | 4.77 0.43

2. | realized how information had been structured in the online| 4.14 0.65
sample.
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3. The GWIMBLE helped me analyze the language features. | 4.20 0.47
4. The GWIMBLE helped me analyze the paragraph 4.62 0.60
organization.
5. During the face-to-face session, | studied the useful languag¢ 4.77 0.43
and structure that were needed to construct the writing in a
particular genre.
6. During the online learning session, | was able to compose a | 4.17 0.66
paragraph by imitating the sample text through the
technology in blended-learning tools.
Grand mean score 445 | 0.54
4.50 — 5.00 = very positive, 3.51 — 4.49 = positive, 2.50 — 3.50 = neutral,

1.51 — 2.49 = negative, 1 - 1.50 = very negative

Table 47 shows that the students were satisfied with the ‘modeling the text’
stage of the GWIMBLE (mean=4.45, S.D.=0.54). The mean scores which were higher
than 4.50 (items 1, 4 and 5) indicated that the students had a very positive attitude

toward the realization of the purpose of the text (question 1. mean=4.77, S.D.=0.43)

and the examination of the paragraph organization (question 4: mean=4.62,

S.D.=0.60). Also, they felt that they had a chance to study the useful language and

structure that would benefit them in constructing the paragraphs during this stage

(question 5: mean=4.77, S.D.=0.43).

Items 7-21 were created to explore the students’ attitude toward the ‘writing

process’ stage of the genre-based instructional module in a blended learning

environment (GWIMBLE). The findings are illustrated in Table 48.

Table 48: Students’ attitude toward the ‘writing process’ stage of the GWIMBLE

Questionnaire items Mean | S.D.

7. The GWIMBLE helped me focus on writing a paragraph 4.63 0.60
based on the language and structure from the model of the
text.

8. The GWIMBLE helped me put the theories of each genre 4.49 0.56
into practice.

9. The GWIMBLE helped me understand “what to write” in 4.54 0.51
order to accomplish the writing of each paragraph.

10. The GWIMBLE helped me understand “how to write” in 4.54 0.51
order to accomplish the writing of each paragraph.

11. During the face-to-face session, students were able to 4.09 0.70
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construct the paragraph through the stages of listing.

12.

During the face-to-face session, students were able to
construct the paragraph through the stages of outlining.

4.29

0.67

13.

During the face-to-face session, students were able to
construct the paragraph through the stages of writing a
first draft.

431

0.72

14.

During the face-to-face session, students were able to
construct the paragraph through the stages of peer
reviewing.

3.97

0.89

15.

During the face-to-face session, students were able to
construct the paragraph through the stages of revising.

411

0.87

16.

During the face-to-face session, students were able to
construct the paragraph through the stages of editing.

4.17

0.66

17.

During the face-to-face session, students were able to
construct the paragraph through the stages of writing a
first draft.

451

0.66

18.

During the face-to-face session, the GWIMBLE facilitated
the students to work collaboratively to improve their
writing.

4.46

0.70

19.

During the online learning session, the GWIMBLE helped
me repeat the stages of listing based on the prompts given,
and share my work online.

4.29

0.67

20.

During the online learning session, the GWIMBLE helped
me repeat the stages of outlining based on the prompts
given, and share my work online.

4.29

0.62

21.

During the online learning session, the GWIMBLE helped
me repeat the stages of writing the first draft based on the
prompts given, and share my work online.

4.43

0.65

Grand mean score

4.34

0.67

4.50 — 5.00 = very positive, 3.51 — 4.49 = positive,
1.51 — 2.49 = negative, 1 -1.50 = very negative

2.50 — 3.50 = neutral,

Table 48 shows that the students were satisfied with the ‘writing process’

stage of the GWIMBLE (mean=4.35, S.D.=0.67). The mean scores which were higher
than 4.50 (items 7, 9, 10 and 17) indicated that the students had a very positive

attitude toward the GWIMBLE since it helped the students to focus on writing a

paragraph based on the language and structure from the model of the text (question 7:
mean=4.63, S.D.=0.60). The GWIMBLE also helped the students to get a better

understanding of “what to write” and “how to write” in order to accomplish the
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writing of each paragraph (questions 9 and 10: mean=4.54, S.D.=0.51). Additionally,
the face-to-face session of the GWIMBLE facilitated the students to construct the
paragraph through the stages of writing the final draft (question 17: mean=4.51,
S.D.=0.66).

Items 22-29 were created to explore the students’ attitude toward the ‘writing
the final draft’ stage of the genre-based instructional module in a blended learning
environment (GWIMBLE). The findings are illustrated in Table 49.

Table 49: Students’ attitude toward the ‘writing the final draft’ stage of GWIMBLE
Questionnaire items Mean | S.D.
22. The GWIMBLE introduced technological tools such as Emaz¢g 4.77 | 0.60

and Storybird to create my work.
23. The GWIMBLE introduced technological tools such as 471 | 0.46
Facebook to share my work.
24. | realized the benefits of the technological tools used ineach | 4.37 | 0.60

lesson.

25. | was able to model the text using the specific technological 449 | 051
tools.

26. During the face-to-face session, | knew how to do the peer 4341 0.76
review task.

27. During the face-to-face session, | was able to revise the task 434 | 0.76

based on the peer review.
28. During the face-to-face session, | was able to edit my work. 434 | 0.59
29. During the online session, | was able to complete the final 440 | 0.55

draft using the technological tools mentioned in the face-to-
face session.

Grand mean score 4.47 | 0.60
4.50 — 5.00 = very positive, 3.51 — 4.49 = positive, 2.50 — 3.50 = neutral,
1.51 — 2.49 = negative, 1-1.50 = very negative

Table 49 shows that the students were satisfied with the final draft stage of the
GWIMBLE (mean=4.47, S.D.=0.60). The mean scores of all items were higher than
4.00. The items which had mean scores higher than 4.50 were items 22 and 23, which
indicated that the students had a very positive attitude toward the GWIMBLE since it
introduced technological tools such as Emaze and Storybird to create the students’
final drafts (question 22, mean=4.77, S.D.=0.60), and it introduced technological tools
such as Facebook to publish the students’ paragraphs online (question 23: mean=4.71,
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S.D.=0.46). Moreover, from the third-highest scores, one could interpret that a student

had a positive attitude toward the GWIMBLE in terms of being able to model the text

by using the specific technological tools (question 25: mean=4.49, S.D.=0.51).

4.5.1.2 Attitude toward the genre-based instruction module in a

blended learning environment (GWIMBLE)

Items 3040 were created to explore the students’ overall attitude toward the

genre-based instructional module in a blended learning environment (GWIMBLE).

The findings are illustrated in Table 50.

Table 50: Students’ attitude toward the overall GWIMBLE

Questionnaire items Mean | S.D.

30. The GWIMBLE helped me to complete the tasks 423 | 0.55
conveniently.

31. The GWIMBLE encouraged me to learn about English 483 | 0.38
writing.

32. The GWIMBLE was flexible for me in terms of learning- 4.66 | 0.48
writing time.

33. | am satisfied with the tasks that | completed in the 434 | 0.64
GWIMBLE.

34. | am satisfied with the activities that I completed in the 449 | 051
GWIMBLE.

35. | am satisfied with the materials that | learned from in the 454 | 0.56
GWIMBLE.

36. | had chance to discuss things with my friends when learning | 4.43 | 0.61
through the GWIMBLE.

37. 1 believe that the GWIMBLE is suitable for learning writing 4491 0.70
in various genres.

38. I think that the GWIMBLE allowed me to show my identity. | 4.34 | 0.68

39. I enjoyed learning through the GWIMBLE. 4.66 | 0.48

40. 1 would prefer blended learning to be used in other courses 466 | 0.48
rather than only in writing class.

Grand mean score 451 | 0.55
4.50 — 5.00 = very positive, 3.51 — 4.49 = positive, 2.50 — 3.50 = neutral,

1.51 - 2.49 = negative, 1 - 1.50 = very negative

Table 50 shows that the students were satisfied overall with the genre-based

instructional module in a blended learning environment (mean=4.51, S.D.=0.55). The
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mean scores which were higher than 4.50 (items 31, 32, 35, 39 and 40) indicated that
the students had a very positive attitude toward the GWIMBLE as they agreed that the
GWIMBLE encouraged them to learn about English writing, (question 31:
mean=4.83, S.D.=0.38) and it was flexible for them in terms of learning-writing time
(question 32: mean=4.66, S.D.=0.48). Also, the students were satisfied with the
materials that they learned from in the GWIMBLE (question 35: mean=3.54,
S.D.=0.56). Additionally, the students stated that they were able to enjoy the
GWIMBLE class (question 39: mean=4.66, S.D.=0.48), and would also prefer
blended learning to be applied in other courses as well (question 40: mean= 4.66,
S.D.=0.48).

4.5.1.3 Attitude toward the genre-based instruction module in a
blended learning environment (GWIMBLE) and suggestions on it.

Apart from the quantitative data questionnaire, the researcher also asked the
students to state their attitude toward the genre-based instruction module in a blended
learning environment (GWIMBLE) and make suggestions on it by answering six
open-ended questions. All 35 students were asked to answer the questions.

The results from the questionnaire were also supported by the qualitative
findings from the focus group interview. Six students, namely the students with the
two highest scores, the two middle scores, and the two lowest scores in the class were
selected to answer the open-ended questions orally at the end of the course (week 15).
The focus group interview was conducted by the inter-raters, which were two human
raters, namely the researcher and a non-native university lecturer who was
experienced in teaching English.

Stimulated recall was also employed to collect information about the attitude
toward the genre-based instruction module in a blended learning environment
(GWIMBLE) and the suggestions on it. In the stimulated recall, the participants
showed that they reported their attitude toward the GWIMBLE in the following
elements: affective (AA), cognitive capability (AC), value (AV), difficulty (AD),
interest (Al) and effort (AE) (see Appendix I). This part was interpreted by two raters:
the researcher and a non-native university lecturer who was experienced in teaching

English.
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The findings were presented based on the components of the attitudes. The
examples of the reports were back-translated by the English teacher to ensure that the
Thai version and the English version of the students’ reports matched.

Regarding the first component of the attitudes, Verbal protocol report 9-
which was retrieved from the qualitative data—showed that the GWIMBLE could
create a fun and stress-free classroom environment.

Verbal protocol report 9

Affective (AA)

Face-to-face instruction

Data from the questionnaire

Student 22: “weudenssuluiiouton mannsaniulodevouiiougauou”
“I liked the classroom activity because I could observe my
classmates’ ideas.”

y v
Student 31: “Wanwined I ureudaiudInadesianuas e waiuan 69
souluiseemdniiuas lensani 1inmsdeu luihauls ug GWIMBLE i lisu

Luilemsiveudnde i)

I

'y writing skill has unbelievably improved. I still need further
practice, especially on the vocabulary and grammar, which are my
weak points. The GWIMBLE has changed my attitude toward writing. |

am not bored of writing anymore. ”

Data from the focus group interview

a { o I~ 4 T T 1% % a
Student B: “wyweunvnssuii inuilunguazimse ldseiuriam danssuy

I a ~ =] vy 1o B2
usnezitlunanssuins udeu I8 Tuam s

“I liked the group work because the team could help develop each
other’s writing ability since the results of the first individual task is

always bad.”

{ 3 { o S P A s o
Student F: “wyweunaring a1 lumsiawing inilugnsianieriadgns veimh

v 'Y v A § 2 o v a o Y
?W!j7?1/ﬁﬂ\7!ﬂ§ﬂ@ﬂﬂ?°lﬂ§”ﬂ$ LWS?z!l/uGb’iNWﬂ !571]77—!\7?7@!1”‘7271/@\7?u?u‘”q@ﬂ&‘f 01



166

° o 99 ¥a ' S A1 9
7’)7?1!314746!@!57?ﬂ?%’@u@?u7ﬂ75@ﬂwlﬁﬂ‘nﬂ$

“I liked the time that teacher assigned me to do the work, which was at
the weekend. During that time, | had more time to use my imagination
to create my paragraph since | did not have to think about other

subjects. ”

Online instruction

Data from the guestionnaire

Student 3: “mshwaain iy EMAZE mszipannumwaaman

“To create the final task by using EMAZE was enjoyable. ”

Student 4: “veuRsnssuiiwasiulfasluTsunsy EMAZE uaz Story bird
g ayn’

“I liked the activity in which I could produce my final work by using
EMAZE and Story bird, because it was fun. ”

Verbal protocol 10 reports the students’ attitudes towards their knowledge and
intellectual skill, or their cognitive capability. They mentioned that the GWIMBLE
could help them develop their writing ability in terms of accuracy and intelligibility.

Verbal protocol 10
Cognitive capability (AC)
Face-to-face instruction

Data from the questionnaire

0 9 ' Py oAy o w1
Student 3: “nszvaumadenin s windeudeniignaownsGosainued Iy

uagilsznov lidaees Isihe”’

“The writing process helped me to learn the correct way to order the

sentences in the paragraph and the elements of the paragraph.”

(Y 1 ' 1A g
Student 6: “9nii lnFyuiwumsidion Tujesrssenevvesgiuuy o luangauan

1&vimn”
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“I started from knowing nothing and having no ideas about

paragraph organization. | can say that | have improved my writing to

some extent.”
1 =1 1 =1 I~ =1
Student 82 “?%’!Wﬁ&’ﬂi&’ﬂ?uﬂ?iw&lu%’?ﬁl?ﬁmiﬁlﬁluﬂﬂﬂﬂ7!1/”5351!1/53!118]1/!!?73
A v Sy 9
HUUUHHNAN aa'lmmaaﬂmﬁwymma

“Yes because the writing process helped me to write systematically and
the accurate pattern of writing could help me create the perfect

paragraph.”

Data from the focus group interview

2
Student A: “uawenusoudniii Iagmanmsdouudazousinindeuuy T

o o 7 / g og o 9 ¥ ~ 5 <
!lﬁi’ﬁ7ﬂﬂﬂ37l’ﬁ"lﬂiy@ﬁl7\7 '15 JJ‘lJﬂ!ﬁfﬁfn?Wﬂ?il‘uf]u@lﬂufgﬂﬂlﬂﬂ‘?]u

“When | took this course, | learned the paragraph organization of each
genre and the order of important ideas so | could compose a systematic
paragraph.”

= o I~ <
Student B: “nafSeuiieusvauusnfeainusnazdouss Isniey walseuudusiness

U
% o Y o3 1A o @ v dy))
37@1801!7@@?74!1]1!5351]1] 37N?ﬂﬂ?7ﬂﬁ7ﬂi}’]@gﬁidu

“When | compared my present work to the previous one, in which | just

wrote whatever | wanted, | found out that my work is more

systematic. ”

Student D: “misidgundazuuuzd pattern ilumiouny il laaaed
uszyvay”

“Each genre has a different writing pattern which helps us think in a

systematic way. ”

Verbal protocol 11 presents the students’ attitude toward the usefulness of the
GWIMBLE. The students mentioned that the GWIMBLE was useful in terms of
knowledge application to improve the quality of the paragraph, and it could benefit

their writing in the future.
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Verbal protocol 11
Value (AV):
Face-to-face instruction
Data from the questionnaire

Student 10: “amwsavae ldimsizmsiidiednsilins IaGeufneuuasamisa

o L& Y
vunilszgnanvvesan Ia

“It could help because I could study from the example and apply what

| had observed from the examples in my writing. ”

Student 12: “Iv dwiSouimsi@enainain modeling the text uagiwn/sulsly

= Y »
msveu lauin

“Yes. I could apply what I had learned during the ‘modeling the text’
stage in my writing. ”’

2
=

Student 21: “wWaduninmz I839nnszyaumsdien paragraph Tu

wammae genre uazamisnaoeen /148 ”

“I could improve my writing a lot because the paragraph writing

process in various genres could be applied in further study. ”

Online instruction

Data from the guestionnaire

Student 5: “wywevnsnssueen lavimu 15Tsunsud1eq Tumsviruas i it

o

FoinTsunsu Inuquagansoir l/ 15auaw Idonde

“I liked the online programs that helped me to create the final draft.
It also introduced me to the new presentation programs that I could

apply in other assignments. ”

Student 7: “Emaze uag Story bird mswamnsair lii/szgad 1gruamauls”

“Emaze and Storybird had advantages in terms of applying to

other work. ”
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Student 21: “mwzunmisih /szgnd 1giuaemsisouiouq laaonase

“It was suitable for applying with other multimedia”

Data from the focus group interview

2 oy

‘ a a o1 o = { o o
Student C: “weransutlanatlvevern1sons duaedadnd g mneIn 151a1u13a
a) P ] v o dA A o o o = ' [SUSY)
HIWE] ?ﬂ!i@ﬁl‘] UAQSOUNUNNIANTA NN UAS mmmumnlsmlgmvmwumaq ,leﬂé’f

“When we turned on the video clips that the teacher provided, there
were other related video links that we could watch and study. I could

apply the knowledge from the videos to improve my writing. ”

Verbal protocol 12 presents the students’ attitude in terms of the difficulty in
understanding the subject. The students reported that the GWIMBLE helped them to
better understand the processes and the components of writing.

Verbal protocol 12
Difficulty (AD):
Face-to-face instruction

Data from the questionnaire

Y
9 o

v
Student 15: “Wannvunzmsiznouniniany luinswgduuumsideunen 18
S0 9y T
ns WA indeuiteiv

“I did not know about the organization of the paragraph before. Once
| knew it, | could write more easily. ”

v v

Student 32: “Guaawu modeling the text e lndeuavu 1a msizye s uuazavee

Y

9 v =
i ladeiy

»

“The modeling stage could help improve my writing because it helped

me to start and end my paragraph easily. ”
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Data from the focus group interview

Student C: “wilimsi@ouaudretus 185 3us1vines 15 T assmivdunasa ™

“I could write a paragraph more easily than before and | noticed what

should be added in my paragraph. ”

Verbal protocol 13 shows the students’ interest in the course. The students’
mentioned that the GWIMBLE was interesting.
Verbal protocol 13
Interest (Al)
Face-to-face instruction

Data from the guestionnaire

Student 19: “wou final task w1z 1§10 lun1sin i lémsiuauesig

wauls”

“I liked the final task because I could apply the multimedia to my

work. | made my work become more interesting. ”

Online instruction

Data from the questionnaire

Student 1: “dmsuanuands PowerPoint uaeiii Iidaisen idecnudTo
dy »
VINTY

“I think PowerPoint is the tool that helped the students to understand

better.”

I~f == o
Student 2: “EMAZE mszifuma Tu Taginnunannateuasaedy i 1ims
=l I~ a A A
Goutuaanuaulauag luvuie

“l would say EMAZE is a technological tool that contains a lot of
features and it is beautiful. It also makes learning become more

interesting and not boring. ”
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Student 27: “wWanvumsizoinaeuusniinisi pretest wu Iadeuuuing laii

pattern eg Isi@ouanlodues i liuinnuas uawe a5 eu i auaiunso

Y =)

= 3 ’
AUNASIVIUNIY 7@!1]1!@87\7@

“I think I improved my skill because at first | wrote my paragraph
without any pattern. | just wrote whatever | wanted, and it turned out
as a bad paragraph. However, when I studied, | enjoyed learning and

improved my writing. ”

Data from the focus group interview

Student B: “wel¥ EMAZE udavmhaulavindrens udanu lned ludes 15wy

Y

~ 9 o [ ' "o
ae duihau lvesnuinaens

“When | used EMAZE, my work became more interesting. Also, many

Thai people do not know this program, so it is really interesting. ”

Verbal protocol 14 presents the students’ attitude toward the last elements of
the positive attitude, which is effort in learning. The students reported their intentions
in learning through answering the interview questions.

Verbal protocol 14

Effort (AE)

Face-to-face instruction

Data from the focus group interview
Student C: “siveriindsaisensunsiudouaeas sei50uimilod1umsuasns i

ﬁ"lvg’lﬂ”

“I am looking forward to attending this class again on Wednesday. |
had been waiting for this class the whole week. It was really

enjoyable. ”
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Online instruction

. § ' A o Y Y
Student D: “WEJ@&’KV@SJ!?ENL?@7M‘I?)$ JSHINNNNHYUNAUUITUHYABIUNTON T
~ a = v a o oL =~ a o v = v
UNMIIAAONNITUIUTUAENEY TWSﬂWW"U‘lHJ?!"Uﬂu HUUNNINNN 'ZTJ WOINUIULTT

s e

“I would like to mention time flexibility. On my way back
home, when | sometimes had to sit in a car for a long time, I could
think about the assignment. | then typed my paragraph on my phone

and | could continue my work when I arrived home. ”

Student D: “@enawite1n1sd linndounn week aerir lins iguneuas Tafndueg
s a =] < o 9 3 dy s (2]
5009 89 ladpruni s ismnduis eea fg

“Since the teacher let me practice writing every week, | got used to the
writing, and had a chance to practice. The more | practiced, the more |
improved my writing ability. ”

v Yo S o vq &
Student F: “devasaairhunilszend 1ienoy Tandiiernsd iiven

“I had to apply my schema knowledge to write a paragraph based on

the given task. ”

Student A: “uanewiiinnuifizuesindigunaisg paragraph udaas

U

“I want to write more than a one-paragraph essay already. ”

Nevertheless, the data from interview showed the students’ comments on the

GWIMBLE in terms of encountering the difficulties in learning at the beginning of

the course. The students mentioned that they faced problems in completing the tasks,

but the application of the GWIMBLE analysis stages facilitated them to get through

the problems. The excerpts of the students’ comments are presented in Verbal

protocol 15.

Verbal protocol 15

Difficulties in learning

o < Qy a '
Student C: “#av9 iUy NegIN0o U 18 IY UAYAL IWTI1SINUIDLUINUAL

' = = v & 9 I
NN LANWBDITEU 'lel’iﬁluilnluﬂl”lﬂ(Zﬂﬂié’fil?uﬂﬁ!m&’ﬁ’iélﬂﬂllll'lﬁ’)&’ ”
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“At first, | was thinking about dropping out of the course because of
the number of tasks and the difficulty of the tasks. However, since |

understood the learning stages, I enjoyed taking the course.”

Student E: “iiusnww 1a Tanguersuande leeniii vir v 1daeaest/Snyuitou

o 7 a o @
uda lsamatunlsudszgnd 1smeis uin lan sy
“At the beginning of the course, I was frustrated doing the tasks. 1

could not complete the tasks, so | consulted my peers. Then, | applied
the learning stages in my writing so I could complete the writing. ”
Online Instruction
Students A: “usnqdnaansnnaaiug i luauda 1y Inalu Facebook v

& v o A A o ' a A & A
DN UND IZWZN lZl/‘Vl?ﬂN‘] IWounfoeisoy souamasunNuAAT NG

WA aeanAs”

“At the beginning, I was unconfident in posting my paragraph on
Facebook, because | was not sure if | had done a good job. But when 1
posted the work, I realized that my peers were waiting to see the work

to share their valuable comments for my writing improvement.”

According to the qualitative and quantitative results of the questionnaire and
the focus group interview, the second hypothesis study—which stated that the results
of the questionnaire survey would indicate the positive attitudes of the students
toward the genre-based writing instruction module in a blended learning
environment—was accepted. The quantitative results of the questionnaire proved that
the students had a positive attitude toward the GWIMBLE. Also, the verbal protocol
reports of the questionnaire and the focus group interview confirmed the students’
positive attitude toward the GWIMBLE. However, negative feedbacks were indicated
in the focus group interview. Generally, the comments were on the students’ poor
motivation to complete the GWIMBLE’s tasks.

Therefore, it can be concluded that the students’ had a positive attitude toward
the genre-based writing instructional module in a blended learning environment
(GWIMBLE).
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4.6 Additional findings

The following presents (1) the application of technology in the GWIMBLE,
(2) the genre-based approach, (3) the analysis of the online peer assessment.

4.6.2 Application of technology in the GWIMBLE

The additional findings were collected by using the coding scheme (see
Appendix I). In the stimulated recall, the participants showed that they reported their
use of technology according to the elements of technology-based learning: the use of
websites and applications (BOW) and use of social media (BOS). This part was
interpreted by two raters: the researcher and a non-native university lecturer who was

experienced in teaching English.

4.6.2.1 Details of the application of technology, obtained from the

stimulated recall

Verbal protocol report 16 is an example of the application of technology in the
GWIMBLE while the students were practicing writing in four genres.

The students mentioned that they searched for information which was useful
for composing the paragraph, on the internet. They also mentioned the selection of the
presentation creator program and why they chose it to complete their final draft.

Verbal protocol 16

Use website and application (BOW)

The information searching

(I ' ’ a ] 9 a J & Y 3 o
Student A: ﬂﬂﬂi]"lﬂ&’l"ﬁﬂu@fﬂxﬂiﬁ QgAAINISHIVOYAINOWIABTIHUALUAINT IV
a o1 o A o 2
NUATICHITIVAUNDI1DITITOUAS

“I made a plan of how | was going to write, so | planned to surf the
internet for more information and analyze it with what the teacher

taught. ”

'y o ¢4 . o P {
Student B: “uaduiludoyaveuiiosoenaro i/glu internetasy udanhdoyan

w9 internet wszgnd 19asy
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“I tried to search for information related to the content on the internet,

and applied the information | found to my paragraph. ”

! a v o &g a
Students E: “w19n Google fizimnsiedoyamminendiunilunnuesiamio

= Y1
wndeu lang

“I searched Google for information on the university and applied

the facts of the university to paragraph. ”

The presentation creators programs

« d & o o | o & ooy
Students B: “aswsiuniianuioniy I/sunsy EMAZE egnsy aouiudaluims

A 4 ] K ’ Iy 1Y [ < o o F4
aonalades I5 usmsrmeuns1edr liaesn Ifms g nmivineuazawson Ia

b

saa5 1iualaq’

“At that time, 1 tried to get to know what EMAZE was like. | had no
idea of which slideshow I should select, but I tried to do it. Without
trying, 1 would not have known that I could create a slideshow in a fast

and easy way. ”

Student D: “widenyit Emaze azmsizidu lmainaueuds ny@den mini
- o a3 o
site mmzguuuiuilusaiiiouuazaseny mausadongy Idwes aunsain

awloslg”

“I chose EMAZE by using the mini-site feature to create my final draft
because of its and beautiful and organized pattern. We could choose a

lot of pictures to create the work in whatever style we wanted it to be. ”
Student F: “siewvendt Storybird riveuazaiedie nyvevusazudgiii
wigvaunu Iag

“My friends told me that Storybird was nice and easy to use. | like it

but I think the images in Storybird are too specific. ”

Additionally, the students mentioned the application of Facebook as a

platform for submitting their work.
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Use of social networks (BOS)

Student B: “udawe post av Facebook udmyaaiveuluavesdnesds ”

“After I posted my work on Facebook, I thought I liked my work. ”

From the above verbal protocol reports from the stimulated recall, it can be
concluded that students used the technological tools in the GWIMBLE for three main
reasons, which are (1) to find additional or supporting information for their paragraph,
(2) to produce the final draft using a slideshow creation application online, and (3) to

use one of them as a channel to publish their paragraph.

4.6.2.2 Details of the application of technology, obtained from the

guestionnaire

Verbal protocol 17 shows examples of the application of technology in the
GWIMBLE, retrieved from item 5 on the questionnaire. The question asked the
students to provide lists of the technological tools that benefit their learning. Students
reported that technological tools such as Emaze and Storybird had improved their
writing practice.

Verbal protocol report 17

Use of websites and applications (BOW)

Student 5: “Emaze msziihuT/sunsminauegiuuy Imifiansalfesauilu

se Towl”

“Emaze is the new applicable way of making presentations. ”

Student 6: “msrulaeldTi/sunsy Emaze uag Storybird v lieuidsuves
sianuihauloniu”

Student 7: “Emaze uag Storybird wsizaunsaih lifysegnd [9pvamauls”

“Emaze and Storybird can be applied to other work. ”

Student 21: “siam Tne 13 Tusunsueew lasiisens Emaze w3e storybird

o lsiulan nunazadwassa

“I like working through online applications such as Emaze or
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Storybird because they are new and creative. ”

The students also reported the advantages of the social network called

“Facebook™ in terms of its use as a platform of peer reviewing.

Use of social media (BOS)

Student 6: “Facebook msiggouamisasuiesins udeu uazamisadyu I4 Ing

msapuuieioy 18 Ty5urse luanudeuse 1y

“Facebook helped me to share the paragraph that | wrote and allowed
me to make comments as well as receiving comments for editing and
revising my paragraph. ”

Student 28: “Facebook msigavsimsasanuuazdes comment vinveduioy
o q ¥ P ~ A S Y a A Y A A A o o
il Idemau@euvedaud (HudeRanaInnsevoavadNe W VI

EZ
Wouvausiniede 1”7

“I had to submit the assignment through Facebook and make
comments on my peers’ work. This made me read other people’s work
and study their mistakes or strong points to improve my further

writing. ”

According to the questionnaire’s verbal protocol reports which focused on the
application of technology in the GWIMBLE, it can be summarized that the students
enjoyed using technological tools that are presentation creator online programs, such
as Emaze and Storybird, to create their final work before publishing it in the
Facebook group. Also, they stated that posting to Facebook was an appropriate way to
publish the work since the students could read other people’s paragraphs and make

comments.



178

4.6.2.3 Details of the application of technology, obtained from the focus

group interview

Verbal protocol report 18 shows examples of the application of technology in
the GWIMBLE, retrieved from item 2 on the list of focus group interview questions.
The question asked the students to list the online materials that influence their writing.

Similar to the other instruments, the students mentioned that the presentation
creator programs that they applied when writing their final drafts had benefited their

learning in many ways.

Verbal protocol report 18

Use website and application (BOW)

~a r ' H <
Student A: “ifiiernsdlinaen lany Jus1ez 1y Emaze wie Storybird aeuusnn
o 3= ' H o A ' CA
1wo Emaze siudooz I5 ugn lataniims 1o PowerPoint sudes lsiweznat siuvae
A A o o S v o Yo a v 2]
snIuaLns s wngediuagdaguind [ 150 umnare3maons

“The teacher allowed us to choose whether to use Emaze or Storybird.
At the beginning, I had no idea about what Emaze was. I think that

it was easier to apply than PowerPoint since it has more features to
be used and it could promote our imagination. Now, | apply Emaze

in other courses as well.

Stduent B: “n1elu Emaze 1uil options rg devaa1ly options Inudaens
aninfuauer PowerPoint il luaeeiignanes 15 sl linesiauly wely
Emaze udmsihaulaindaens udanu Inod hides1suyyiidae durauloedn

o)
Nmnlagne

“There are various options in Emaze. | had to choose which option |
should use. | think it is better than the PowerPoint presentation
software, which has fewer features and makes the work uninteresting.
When using Emaze, the work is a lot more interesting. Thai people do

not use this application that much, so it is really interesting to use. ”
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Students reported that social media websites such as Facebook, YouTube and
Pantip benefited their writing practice while taking the GWIMBLE.

Use of social media (BOS)

a 1 ' v ' o A <
Student A: “wyana1 Facebook fiz msrgiuiluumasaningidua 1 1aniu

A A g v ya a A Y 1
\77%"1]84!1’\/8‘lJW!TJ‘LJ?ﬁiTJiI”U@Qﬂ?ﬁJg!m&‘J'Zﬂﬂﬂﬂflnlﬂﬂsll@\?!?’vﬂuﬂ?ﬂﬂ&’

“I think Facebook was a source of information where | could read my

friends’ work and receive their comments. ”’

Student B: “YouTube Az m31ziio1nsd Tndaasliigas o1 lgdeudamion
Wilahithus wenansudlanatvesernisdne ﬁuazﬁ%ﬁ%’nqﬁxﬁmﬁu 151
awnsaidlag 1500 udazeuiuiigaigiudsaunsaiunyuyyeden uds

“I think YouTube was the one that the teacher shared especially. When
we watched the clips at home, we could continue learning by clicking
on a related link that appeared on the side of the video. There were
some differences in each clip which | could study and apply to my

work. ”

Student C: “Pantip.com a$u vxifludeyail ilsizeinmsds vidumiiouna
ﬁmﬁuéumyﬂﬂmfuqmnﬂémrﬁimwTﬁfivﬂamﬁmﬁwawﬂﬂmfuq AOANBEIAUYDN
i3m0 I wieuananiuesnls

“Even though Pantip did not provide academic information, I could
learn something from the shared opinions of many people on Pantip. |
could compare the similarities and differences between the ideas that

’

people share on this discussion forum.’

In summary, the students’ reports in the focus group interview showed that the
students applied various social media websites and online applications in their
learning of writing. Also, they stated that the presentation creator programs such as
Emaze and Storybird provided them with choices to create the presentations of their
paragraphs.

From the findings, it can be concluded that technological tools such as

websites, YouTube, Pantip, Facebook, Emaze, and Storybird were applied in the
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GWIMBLE classroom as sources of information, software to create the slideshows of

the final drafts, and as a publication channel.

4.6.4 The genre-based approach

The additional findings regarding the genre-based approach were collected by
using the coding scheme (see Appendix I). Regarding the data from the qualitative
part of the questionnaire, and the focus group interview, the constituents of the
information from students’ excerpts were divided into three topics. The topics were
designated based on the codes of the instructional model of genre analysis, which are
the ‘modeling the specific text’ stage (GM), collaboration stage (GC), and self-writing
stage (GS). The data are presented in VVerbal protocol 19.

Verbal protocol 19

Modeling the specific text (GM)

The students mentioned that the modeling stage helped them to write a
paragraph more systematically due to the understanding of the use of vocabulary and
grammar in each genre.

Data from the questionnaire

Student 11: “Modeling stage awisazaeanu ldmszmsangiuyy hensal

2

o o o A v v A ~ o P ' v o
!lﬁé‘fﬂ7ﬁ'W1’I!1/'lJﬂ75!@'51!?‘7’57@?7?71!5W1Jj71<l7’ﬁ]§51!71]7?‘Iflﬂlﬂuﬂ@ﬁ‘lJ?ﬂ?H’l@\?ﬂf}y”

U

“The ‘modeling the specific text’ stage helped me to study the

grammar and vocabulary that is the basis of paragraph writing. ”

o1 U ]

Student 29: “msa¥amdeuainnisanu hensaneuausarie lumsiveude

p o v 4 Yioa A < Yo yy 9 o 9.

winwgangw laavuinmmsiziesyindeuiedes lsnawsa 15 lagndea s i
Y1 Y 4
gonudnlala”

“Studying the grammatical patterns before writing a paragraph helped
me to compose a better paragraph. That is because when | knew what |
had to write, | was able to select the appropriate vocabulary for that
paragraph, which helped the reader understand my paragraph better.”
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U ~ 1 y o - < 4
Student 34: “we1ideneonii Idms o i nanuagguuuuds msdeunsdie
as &
uaAgIvY”
However, one student mentioned in the questionnaire that the ‘modeling the
text’ stage was not necessary for her writing.

Students 33: “Modeling the text Tisuihuanall Fusgiumsianmsuasizms

Wenvesaueanannesdeuuyy

“The ‘modeling the specific text’ stage is not always necessary.
Actually, it is dependent on the self-management and style of the

writer.

Collaborative writing stage (GC)

In terms of collaborative writing, the students mentioned that they liked the
group writing activity and peer review activity because they helped them improve
their writing ability.

Data from the questionnaire

6 o o3 T ] a ] a 1
Student 1: “wewihwmudungunsie 18 wszaunnuaaseninaunsnlungy 16
~ a A Yy Y ' A o 9 Y o ~ '
uanldeunnuanygmasud lvieunwsesveuneuuazyi liin nuguiumsdeude
9 d‘y i
WWINTY

“I liked the group work because it facilitated us to brainstorm our
ideas as well as share and overcome our weaknesses. It helped me
enjoying writing.”

Student 31: “ms i ansigiad@euveaioy vl tuyyedn lumsideuveus

= % T = A A o o Y o 5 ’»
Anmmndeunnsoviulguveane e venuliul¥nuenulouvesaued

“The peer review activity helped me to create my writing styles, and

also learn from my peers’ mistakes to improve my own writing.”
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Data from the focus group interview

{ v § ' YV Y A
StUdent D: “WHW@UW@H??@@J?I/ Comment \777«!?]80!1’7@1‘!?)3!577}3'Zﬂg"U@WﬂWﬁ7Wl]6\7

viouiipa Inuinsipdeuer /5y 15>

“I liked the peer review activity in which | had a chance to comment
on my peers’ work. That is because I could learn from the mistakes and

apply what I had learnt in my paragraph.”

Student F: “sou Review asums1zIuzng a5 inuasaiiisdaaiuse 1oz Idviamn

< a FY o
HagINUIANAN LN 'Z"’l/ﬂiil”

“l liked the peer review activity because I could learn from my

mistakes and improve my writing by editing my work. ”

However, the activities in which the teacher randomly selected samples of the
students’ work to elicit the students’ analysis of the paragraphs was not be able to

cover every student’s work, so one student mentioned their disappointment about this.

' 4 '
“« LA 3 o
Student 14: “neuiie19139nau essay 10 WNTUHITVONON peer review INTILITIVE
YY1 ~ =i Aa =i ] " sldy 05/} < Y o
18510z Isius uiouannsevines lsuavesny ludes ladu y1nFinynesng 1y
gnnsenlar”

“I was a little bit disappointed because the teacher rarely selected my
paragraph for the peer review activity in the classroom. | just wanted

to know if I had completed my work correctly.”

Self-writing (GS)
The students mentioned that they could compose the paragraph individually
based on the previously mentioned activities. Also, composing a paragraph as

homework helped them to better apply the knowledge into their writing.
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The results from questionnaire

Student 21: “wasnindidien spider map mnlFamwisadeu final draft 1ade

’ 4 v v
a [ 9/ YA o '
NTuazmsgugentined Iaaeeiu awsadauinszyIumsliou paragraph

“After creating a spider map outline, I could compose a paragraph by
myself better. Also, | was able to compose a paragraph more

systematically.”

‘“ a { | ] { o
Student 29: “weunanssuie19138 lraudewdumsi luaiuidessing ey
o = A Ao ° a
mzdumieudlumsnuniuaenizey lluazawisa 157 1991 laas ey

o 5y
aouunNIsal

“I liked doing homework which allowed me to write a paragraph
individually. 1 had a chance to review what | had learnt and applied it

in the situation given.”

According to the verbal protocol reports on the genre-based approach, it
shown that the students realized the advantages of the instructional model of genre-

analysis in that it could help them to enhance their writing ability.

4.6.3 Online peer-assessment

The first additional finding is a result of the online peer-assessment analyzed
by content analysis. In each lesson, the students were asked to assess their classmates’
paragraph compositions which had been published in the Facebook group named EN
131 GWIMBLE, and report their comments in the Facebook comment box. As for the
convenience analysis, data was analyzed based on the types of comments that the
students made in their peer assessments, with specific regard to the top three most
frequent comments on the students’ compositions.

The data revealed that the types of comments were; (1) giving compliments
and expressing preference, (2) agreeing, (3) evaluating the paragraph, and (4) sharing

a similar experience.



184

4.6.3.1 Giving compliments

The students assessed their peers’ paragraph by giving compliments, and
showing their preferences toward the content of their peers’ work by making
comments on how they liked the topic of their peer’s composition. The following is
the students’ examples of compliments on their peers’ writing in terms of the quality
of the writers’ paragraphs.

Example 1: “I am one that also believes in destiny. Well done
paragraph friend. ”

Example 2: “I love your idea; I think everyone will want to go to this
canteen because it's very lovely and many menus are interesting and
everyone can choose whatever they like. Personally, | want to try
strawberry too.”

Example 3: “I do love your idea. Personally, I think it is good for a
girl who loves to take pictures. ”

Example 4: “This is a fantastic university. I like your idea so much. ”
Example 5: “Your pre-writing looks wonderful. You drew it perfectly

and | really enjoy your story. ”

4.6.3.2 Agreement

The other type of online assessment on Facebook was done by the process of
agreement. The students stated their opinion on whether they agreed or disagreed with
their peers’ writing. The following is the examples.

Example 1: “I believe in destiny like you. ”

Example 2: “My work for this genre is about the canteen too. | think
we should combine our work together in order to better make a new
canteen.”

Example 3: “It's really spectacular guys, so thrilled. ”

Example 4: “I think we cannot change their skin color, but we should

beware everything. A black cat is not always bad. ”
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4.6.3.3 Evaluating the paragraph

The writing evaluation in terms of the peer’s review also occurred. The

students commented on their peers’ compositions by making comments on the

paragraph moves and the writing styles. The following is the examples.

Example 1: “I love how you have written the essay. It's fantastic. ”
Example 2: “I chose this paragraph because I'm a chocolate lover. |
think this menu is very interesting. If | had free time, | would like to
cook it from your information. Your explanation is easy to
understand. ”

Example 3: “There is a topic sentence. We have a clear picture of
where the paragraph is going. This paragraph has good supporting
details. They use transitional signals in this paragraph. The
sentence "girl who social phobia" doesn’t have a verb; it should be "
girl who had a social phobia". The vocabulary in this paragraph is
appropriate and easy to understand; we are not confused when we
read this paragraph. Also, there is a concluding sentence. They use "In
overall” to begin the conclusion and they say what they have learnt
from the story. This paragraph includes a topic that is appropriate to

the paragraph and encourages the reader to read the story.”

4.6.3.4 Sharing similar experiences

Support by sharing a personal experience regarding their peers’ work was also

a type that was found in the students’ online peer assessment. The following is the

examples.

Example 1: “What should I do? I'm falling in love with my roommate.
It is making me suffer. ”

Example 2: “I like Japanese foods like sushi but I've never been to
Orathai Sushi Wang Lang, and your paragraph recommends that | go
there. | want to try it once/”

Example 3: “After reading the paragraph, | want to go there right now

because | haven't been to a zoo for a long time.”
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The data showed that the students’ comments on Facebook were made by
peers. The assessment was made in terms of evaluating the paragraph organization.
Also, the assessment was focused on the content of the writing. However, the
assessment proved that while assessing their peers’ compositions, the students applied
both lower-order thinking, such as remembering through the ‘sharing similar
experience’ comments and applying through the ‘agreement’ comments, and higher-
order thinking, such as analyzing and evaluating through the ‘evaluating the

paragraph’ comments.

4.7 Summary

On the whole, this chapter presents the findings corresponding to the four
research questions regarding the genre-based writing instructional module in a
blended learning environment (GWIMBLE). According to the first and second
research questions, focusing on the quantitative data, it appeared that the students’
writing ability and thinking skills had significantly increased. The qualitative data
retrieved from the stimulated recall showed that the students had improved their
thinking skills with regard to remembering, understanding, applying, analyzing, and
evaluating. However, the skills of creating were the skills that needed improvement.
Also, there was a positive relationship between writing ability and thinking skills,
which answered research question 3. Additionally, the researcher collected both
qualitative and quantitative data from the questionnaire and the focus group interview.
Both qualitative and quantitative data showed that the students reported a positive
attitude toward the GWIMBLE. Lastly, the additional findings proved that the
students the online presentation programs to create the final drafts of their paragraphs
and the students applied social media, namely Facebook, as a platform to share their

work.
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CHAPTER V
SUMMARY, DISCUSSION, AND RECOMMENDATIONS

This chapter consists of four parts that summarise the study, discuss of
findings, present the implications of the findings, and offer recommendations for

future research.

5.1 Summary of the study

The objectives of this study were 1) to develop a genre-based writing
instructional module in a blended learning environment (GWIMBLE); 2) to
investigate the students’ writing ability after implementing the genre-based writing
instructional module in a blended learning environment; 3) to investigate the students’
thinking skills after implementing the genre-based writing instructional module in a
blended learning environment; 4) to investigate the relationship between writing
ability and thinking skills, and 5) to investigate the students’ attitudes toward using
the genre-based writing instructional module in a blended learning environment.

The study used a single-group design employing both qualitative and
quantitative methods. The aim of the design was to evaluate the effectiveness of the
second-language English writing course based on the genre-based writing instruction
module in a blended-learning environment (GWIMBLE). The study was conducted to
compare the students’ writing ability and thinking skills after using the GWIMBLE,
and the students’ attitude toward the design was also investigated after.

The study sample comprised a group of 35 students majoring in English from
the Faculty of Humanities, Srinakharinwirot University, in the first semester of the
2016 academic year. This sample group was purposively selected. The participants
were all enrolled in the EN131 basic writing course.

The study was divided into two main phases. In phase one, the GWIMBLE
was developed. This phase involved the following stages: 1) the theories and research
relevant to teaching English writing, thinking skills, genre-based writing and blended
learning were studied; 2) the genre-based writing instructional module in a blended

learning environment, based on thinking skills and the English writing ability
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instructional framework, was constructed; 3) the instruments for the implementation
of the genre-based instructional module in a blended learning environment were all
constructed and validated; and 4) the pilot study was carried out during the second
semester of the 2015 academic year by the researcher. Finally, the instruments were
revised based on the validation and pilot study results.

The GWIMBLE was implemented in phase two. The experiment was
conducted in the first semester of the 2016 academic year in order to examine the
effects of the GWIMBLE on the students’ writing ability and thinking skills. The
instruction was divided into two sessions: a face-to-face session and an online session.
The study began with the employment of the pretest of English writing ability and
thinking skills. Then, the students were taught by using the four units of the
GWIMBLE, unit by unit. At the end of each unit (every three weeks), stimulated
recall was employed to investigate the students’ thinking skills. At the end of the
course, the students were asked to complete the posttest of English writing ability and
thinking skills. Additionally, in order to investigate the students’ attitudes towards the
course, the attitude questionnaire and the focus group interview were employed. The
experiment lasted 15 weeks, with three hours per week.

The GWIMBLE instruction comprised three stages. The first stage involved
face-to-face instruction whereby students were asked to model the text in order to
explore the purpose and study the language features of the text in each specific genre.
The second stage involved face-to-face instruction of collaborative writing, which
allowed the students to co-construct the texts in pairs or small groups by imitating the
original text presented in the previous stage. The aim of this stage was to help the
students to gain better understanding of the language features of the text and the
organization of the text in each specific genre. The last stage was the independent
writing stage, which was carried out as online instruction. During this stage, the
students were asked to construct a paragraph as well as publish their paragraph online.
In addition, the students were required to give comments on their classmates’ work
online.

In terms of promoting the students’ thinking skills, Bloom’s revised taxonomy
was applied in each aforementioned stage. The lower-order thinking skills of Bloom’s

taxonomy, namely remembering and understanding were applied during the face-to-
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face session of the ‘modeling the text’ stage. Meanwhile, the lower-order thinking
skills of remembering and understanding, together with the higher-order thinking
skills of applying, analyzing, evaluating, and creating, were employed during the
collaborative writing stage in the face-to-face session. For the online independent-
writing instruction, both the lower-order thinking skills and higher-order thinking
skills of the revised Bloom’s taxonomy were employed.

The data obtained from the pretest and posttest of English writing ability and
thinking skills and the stimulated recall were used to explore the students writing
ability and thinking skills. The data from the questionnaire and the focus group
interview were used to investigate the students’ attitude toward the GWIMBLE. For
research question 1, the quantitative data from the test was analyzed using a t-test in
order to evaluate the students’ writing ability. For research question 2, the quantitative
data from the test (analyzed using a t-test) and the qualitative data from the stimulated
recall (obtained using the verbal protocol) were analyzed to assess the students’
thinking skills. For research question 3, the correlation coefficient was applied to find
the correlation between the writing ability and thinking skills. For research question 4,
quantitative and qualitative data from the attitude questionnaire and the qualitative
data from the focus group interview were employed to investigate the students’
attitude toward the GWIMBLE. The findings of the study are reported in the

following section.

5.2 Summary of the findings

The findings of the study have been divided into four areas and summarized:
1) English writing ability, 2) thinking skills, 3) the relationship between writing
ability and thinking skills, and 4) the students’ attitude toward the GWIMBLE.

5.2.1 English writing ability

To answer research question 1, a paired-sample t-test was conducted to
compare a pretest and posttest of the students’ writing ability. A significant difference
was found between the overall scores of the pretest (mean=21.15, S.D.=2.39) and
posttest (mean=46.52, S.D.=2.39); t(34)=45.57, p=0.000. The results revealed that the
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pretest and posttest mean scores of the students’ writing ability differed at a
significance level of 0.05 (p<0.05).

In addition, the pretest and posttest scores also differed significantly for
procedural and descriptive writing, narrative writing, and persuasive writing. First, the
mean score of the procedural and descriptive writing posttest was higher than the
pretest score. The mean score of the pretest was 6.84, while the posttest was 15.74.
Second, the mean score of the narrative writing posttest was higher than the pretest
score. The mean score of the pretest was 7.12, while the posttest was 15.25. Last, the
mean score of the persuasive writing posttest was higher than the pretest score. The
mean score of the pretest was 7.18, while the posttest was 15.53. The results reveal a
significant difference between the pretest and posttest mean scores of the students’
persuasive and descriptive writing, narrative writing, and persuasive writing, at a
significance level of 0.05 (p<0.05).

In summary, the genre-based writing instructional module in a blended-
learning environment (GWIMBLE) was effective in terms of improving the students’
writing ability, as supported by the statistical difference between the pretest and

posttest scores.

5.2.2 Thinking skills

In response to research question 2, a paired-sample t-test was conducted to
compare a pretest and posttest of the thinking skills in the writing ability test. There
was a significant difference between the scores of the pretest (Mean=28.75,
S.D.=2.25) and posttest (Mean=48.87, S.D.=0.8); (34)=56.28, p=0.000. The results
revealed a significant difference between the pretest and posttest mean scores of the
students’ thinking skills in the writing ability test, at a significance level of 0.05
(p<0.05).

Additionally, there were significant differences between the thinking skills
scores of the pretests and posttests on procedural and descriptive writing, narrative
writing, and persuasive writing. The mean scores of the posttests on thinking skills in
procedural and descriptive writing, narrative writing, and persuasive writing were

higher than the pretest scores. In procedural and descriptive writing, the mean score of
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the pretest was 10.41, while the posttest was 16.57. In narrative writing, the mean
score of the pretest was 7.35, while the posttest was 16.18. In persuasive writing, the
mean score of the pretest was 10.98, while the posttest was 16.07. The results reveal
significant differences between the pretest and posttest mean scores of the students’
thinking skills in persuasive and descriptive writing, narrative writing, and persuasive
writing, at a significance level of 0.05 (p<0.05).

Focusing solely on the thinking skills based on the thinking elements in
Bloom’s taxonomy, the researcher found significant differences in all elements of
thinking skills, at a significance level of 0.05 (p<0.05). The mean scores of the
posttest, with regard to all components of thinking skills, were higher than those of
the pretest. In the skills of understanding and remembering, the mean score of the
pretest was 18.91, while the posttest was 35.66. In the skill of applying, the mean
score of the pretest was 17.74, while the posttest was 28.49. In addition, the mean
score of the pretest in the skill of analyzing was 15.37, while the posttest was 27.00.
Regarding the evaluation skill, the mean score of the pretest was 19.14, and the
posttest was 27.05. Finally, for the skill of creating, the mean score of the pretest was
16.94, while the posttest was 28.40. The results reveal that the most enhanced
thinking skill was remembering and understanding. The second most enhanced
thinking skill was analyzing. However, the least enhanced thinking skill was
evaluation.

Regarding the qualitative data collected from the stimulated recall, the overall
verbal protocol reports showed that the highest number of overall verbal protocol
reports can be found in the last two units of the course, which are narrative writing
(highest) and persuasive writing (second highest). Meanwhile, procedural writing,
which is the first unit, has the lowest number of verbal protocol reports. The
addressing of the components of thinking skills namely remembering, understanding,
applying, analyzing, evaluating and creating increased. To be specific, the lower-
order thinking skill that was addressed the most was found to be the skill of
remembering. The higher-order thinking skill that was addressed the most was shown
to be that of applying, while the higher-order thinking skill addressed the least was
that of creating.
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5.2.3 The relationship between writing ability and thinking skills

To address research question 3, the relationship between writing ability and
thinking skills was analyzed by a Pearson product-moment correlation. The overall
writing ability and thinking skills of the students who took the GWIMBLE were
significantly correlated (r=0.741, p<0.01). There was a positive correlation between
writing ability and thinking skills [n=35, p=0.000]. This can indicate that there was a
positive correlation between the overall writing ability and thinking skills.

The writing ability and thinking skills of the students who took the
GWIMBLE were significantly correlated in descriptive and procedural writing,
narrative writing, and procedural writing: (r=0.619, p<0.01), (r=0.563, p<0.01) and
(r=0.626, p<0.01), respectively. There was a positive correlation between writing
ability and thinking skills in descriptive and procedural writing, narrative writing, and
procedural writing: [n=35, p=0.000], [n=35, p=0.000] and [n=35, p=0.000],
respectively.

In conclusion, the genre-based writing instructional module in a blended-
learning environment was effective in terms of creating a strong relationship between

the writing ability and thinking skills of the students.

5.2.4 The students’ attitudes toward the GWIMBLE

In response to research question 4, the students’ attitudes toward the
GWIMBLE were analyzed by using both quantitative and qualitative data from the
questionnaire and focus group interview. The overall mean score of the questionnaire
was 4.44 (S.D.=0.59). This score indicates that an average student has a positive
attitude toward the course. In addition, the data from the qualitative part of the
questionnaire showed that the students have a positive attitude toward the GWIMBLE
in terms of the writing stages, the technological tools, and the activities. Also, the
students mentioned that the GWIMBLE was advantageous for them in terms of
enhancing their writing ability since they claimed that their writing ability improved.

Meanwhile, qualitative data was obtained from the attitude questionnaire and
focus group interview. Both instruments reveal that the students showed a positive

attitude toward the GWIMBLE in terms of cognitive capability. In the students’
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verbal protocol report, the students mentioned that they can write a paragraph more
systematically. Likewise, they also reported that they have a good attitude toward the
treatment in terms of its value. The students believed that the GWIMBLE online
materials influenced their improvement in writing.

In summary, the genre-based instructional module in a blended-learning
environment (GWIMBLE) is effective in terms of developing the students’ writing

ability and thinking skills.

5.3 Discussion

This study set out to assess the impact of the genre-based instructional module
in a blended-learning environment (GWIMBLE) on the students writing ability and
thinking skills. The discussion is based on the following three aspects of the findings:
1) the improvement of the students’ writing ability after implementing the
GWIMBLE; 2) the development of thinking ability after implementing the
GWIMBLE; and 3) the students’ attitudes toward the GWIMBLE.

5.3.1 Improvement of the students’ writing ability after implementing the
GWIMBLE

The study demonstrated that the students’ writing ability had been
significantly enhanced by receiving the genre-based instructional module in a
blended-learning environment (GWIMBLE). The students gained higher scores on the
posttest in all genres, namely procedural writing, descriptive writing, narrative
writing, and persuasive writing. The results in this study were consistent with the
finding revealed in related research studies that the genre-based approach is an
effective tool that has a positive impact on the students” English writing and makes
them better writers (Changpueng, 2009; Kongpetch, 2003; Krisnachinda, 2006;
Payaprom, 2012). This leads on to the next two key components of the discussion: 1.)
The genre-based approach in the GWIMBLE and 2) the blended- learning
environment in the GWIMBLE.
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5.3.1.1 The genre-based approach in the GWIMBLE

In this study, the GWIMBLE employed the principles of genre analysis study
as an instructional model, which was developed based on the theory of the teaching
and learning cycle as stated by Hyland (2013); Martin and Rose (2005) and Widodo
(2006). The instructional model of genre analysis in the GWIMBLE was implemented
in the framework of the GWIMBLE as a way of writing that places an emphasis on
the use of appropriate language in different types of text and recurring situations. The
cycles consist of three stages: 1) modeling the specific text, 2) collaborative writing,
and 3) self-writing. Each stage of the instructional model played an important role in
enhancing students’ writing ability, in that it emphasized helping the students in
analyze paragraph organization and the language features in the paragraph of each
genre.

The significant effects of the GWIMBLE on the students” writing ability can
be explained as follows:

First, the ‘modeling the specific text’ stage, in the instructional model of genre
analysis in the GWIMBLE enhanced the students’ writing ability in terms of accuracy
in paragraph organization and language features. As mentioned by the students, the
modeling stage helped them in realize the paragraph and language features, so that
they could start and finish their paragraphs easily and systematically. According to
Hyland (2013), the modeling stage helped students to notice the purposes of the text,
grammar structure, and language features.

More specifically, “move analysis,” which occurs in the modeling stage of the
GWIMBLE, focuses on the function and purpose of a segment of text at a general
level (Yang & Allison, 2003). According to Thornbury (2006), genre analysis shows
the text-types’ structure that is shaped by the purposes they serve in specific social
and cultural contexts. Genre analysis acts as an effective tool to get students to see a
clearer picture of the paragraph in terms of the organization of the paragraph, as well
as helps the students realize the purposes of writing a paragraph in each genre. By
knowing what and how to write, the students were likely to be able to produce a
paragraph in an effective way. Based on what the students addressed in the open-
ended part of the questionnaire, they realized that knowing the purpose and pattern of
a paragraph helped them to realize the correct way of writing a paragraph. To put in
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another way, the knowledge of accurate patterns could facilitate them to compose a
better paragraph. The aforementioned activity corresponded with the genre and
language analysis activities introduced by Miller (2011) which consist of stages such
as examining an authentic text, highlighting the grammar, discussing the use, and
comparing texts from the same genre. Hence, the text analysis activities in the
modeling stage were proven effective in enhancing the students’ writing ability. The
students could explain the features of the paragraph that they needed to write in the
stimulated recall, as shown in the following excerpt: “/ wrote the topic sentence of the
narrative paragraph by mentioning who, where, and what happened. | also used the
past and perfect tenses in my paragraph.”

The second factor could be that the collaborative writing stage in the
GWIMBLE classroom influenced the enhancement of the students’ writing ability. In
this study, the collaborative writing stage promoted the students’ application of the
previous stage’s knowledge in the form of group work. In the focus group interview,
the students addressed the fact that the peer review could help them to develop each
other’s writing ability, and they could compose a better paragraph individually
afterward. According to Hyland (2013), Martin and Rose (2005), and Widodo (2006) ,
the collaborative writing stage is the stage in which students were asked to co-
construct the text by imitating the model text and to prepare themselves for writing
individually. Additionally, the finding on the usefulness of the collaborative writing
stage was consistent with the study by Hirvela (1999) that collaborative writing
provides students with opportunities to become members of a community where they
can use each other for guidance and support. Thus, it can be said that collaborative
writing influences improvement in the quality of the students’ writing. The data from
the focus group interview provided supportive data that confirmed the students’
positive attitude toward the GWIMBLE. The subjects said that they liked both
collaborative activities, namely the group work and the peer-review activity, since the
comments from their team facilitated and supported each other’s writing.

In this study, the students were asked to participate in collaborative writing in
which they could apply what they had already learned in the previous lesson (the
modeling stage) together with their peers in the form of pair work and group work in
both the face-to-face classroom and the online classroom. The idea of the
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collaborative writing stage correlated with the work of Vygotsky (1978) who believes
that social interaction plays a significant role in the students’ cognitive development.
Also, this concurred with the study by Hyland (2015) that genre is the line between
individual and community. When the students construct paragraph, they also construct
themselves as knowledgeable disciplinary members who can share useful concepts
and ideas with each other in the community. The aforementioned classroom activity
helped students to produce a more accurate paragraph due to the support of their peers
in terms of the writing idea, the organization of the paragraph, the choice of
vocabulary and also the use of appropriate grammar in their paragraph.

Moreover, the peer review activity served as a tool that allowed the students to
evaluate their peers’ paragraphs. In this study, the peer review was taught and
conducted in both the face-to-face and online classes, and the students realized the
effectiveness of doing it. This is evident from what the students mentioned in the
focus group interview that the students preferred the peer review activity since it
helped them to be able to learn from their mistakes, and that they could improve their
paragraph from their peers’ comments and their own mistakes. They also mentioned
that they could acquire new knowledge through this activity. This was confirmed by
the data in the verbal protocol reports and the interview, with the present study
proving that the peer review activity could foster the students’ writing proficiency as
either a paper-based peer review or an online peer assessment. The findings concurred
with other studies which showed that peer evaluation served as an effective approach
to improve the students’ writing ability, to increase motivation to write, and to enable
them to learn how to treat writing as a collaborative social activity (Farrah, 2012).

The individual writing stage is the last aspect regarding the effectiveness of
this study. The self-writing stage is the final stage in the teaching and learning cycle
of the GWIMBLE, and it facilitates the students in composing and monitoring the text
independently. According to Vygotsky (1978), “Every function in the child’s cultural
development appears twice: first, on the social level, and later, on the individual level;
first, between people and then inside the child.” Based on the aforementioned theory,
self-writing was conducted as the last stage of the cycle. The aim of this final stage
was to allow the students to apply and integrate all the knowledge that they had
retrieved from the previous steps, in order to compose their own paragraph and share
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it online. Additionally, the students also mentioned in the focus group interview that
they had to write a paragraph every week in the GWIMBLE classroom, so they had to
practice writing every week. They were of the belief that the more they practiced, the
better they could write the paragraph by themselves. Moreover, the final draft stage,
which required the students to compose the text individually, could build the students’
confidence in writing. The students mentioned in the qualitative part of the
questionnaire that they could write easily and systematically when they wrote
individually.

Thus, the findings from the present study concur with the results from
previous research. In conclusion, the GWIMBLE which implemented the teaching
and learning cycle as an instructional model was somewhat effective in improving the

students’ writing ability.

5.3.1.2 The blended-learning environment in the GWIMBLE

Another factor explaining the significant improvement in writing ability could
also be the blended-learning classroom environment being integrated into the
GWIMBLE. The three factors related to how the blended-learning environment
impacted the students’ writing ability were the technological tools, flexible learning in
terms of time, and the work sharing platform.

According to Osguthorpe and Graham (2003), blended learning provides
pedagogical richness, access to knowledge, social interaction, personal agency, cost
effectiveness, and ease of revision. In this study, the application of technological tools
was used to facilitate the students to explore authentic texts; the WWW, YouTube,
and Pantip provided the students with a lot of authentic paragraphs that related to their
writing lesson. Also, they were able to foster the students’ motivation and
collaboration. This enabled the students to write and create a new platform of their
paragraph using CALL materials such as Emaze and Storybird, where the students
could copy the URL of their work to share in their Facebook group. It could be
asserted that the positive influence of the technological tools throughout the writing
course facilitates the students to write conveniently and led to successful outcomes as
concerns their writing. The data from the students’ stimulated recall of the persuasive
paragraph showed that they used the WWW to become exposed to authentic texts
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online. Also, when they were asked to compose the university urban legend, the
students searched for a sample of an online urban legend in order to study the text.
Then, the students applied what they had learned to narrate the story about the urban
legend of the university. After that, the students had to share their writing in their
Facebook group so that they could receive feedback from their peers. The students’
performance was consistent with the study by Hussin et al. (2015) in that the students
could gather information from the Internet and share knowledge and experience
through online discussion. As mentioned by experts, technology supports the teaching
and learning of writing because it influences the way people write, the forms of final
products, and the way the writer engages with the reader (Hyland, 2003; Peterson-
Karlan, 2011). Thus, the implementation of technological tools in the GWIMBLE
achieved its objective in promoting the students” writing ability.

Additionally, a change from the traditional writing assignment — paper and
pencil based writing to digital-based writing using keyboard and screen — was
implemented in the present study. This is shown in one of the writing task steps that
the students had to complete, which was to transform the first draft written on paper
into a digital file as their final draft. Presentation creator programs such as Emaze and
Storybird were used by the students frequently throughout the course in order to
complete their writing tasks in each unit. These presentation programs provided the
students with many writing benefits. First, students were able to access the programs
via computers and mobile devices, so the students could complete their work at their
own pace. Second, the students were able to edit and revise their writing. Also, they
could save the project in the middle of the work, and they could continue their work
on the next visit. Lastly, once the students had completed their work, the programs
provided the students with a URL that the students could copy and publish on the
learning platform. It appeared that the students enjoyed working with the presentation
programs. The students mentioned in both the questionnaire and interview that they
liked working with the online presentation program since they found out that their
paragraph turned out to be more interesting and it could motivate them to apply the
programs to complete their further writing. The students also stated in the

questionnaire and the stimulated recall that learning became more interesting with the
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use of presentation programs that contained a lot of digital features, such as Emaze or
Storybird to compose the final draft of their writing.

Moreover, flexibility in terms of learning time was also a factor in the
improvement of the students’ writing. According to Obiedat et al. (2014), flexibility
and time management of blended learning has been observed as one of the main
advantages of blended learning. In this study, blended learning was able to create a
flexible time and place of learning. The students mentioned in the verbal protocol
report and interview that they felt more relaxed in terms of writing time, and as such,
they could compose a better paragraph. This means that in the blended-learning
environment, the GWIMBLE students’ had more time to plan what they would write,
and they could also compose their paragraph anytime and anywhere, within a
reasonable time frame. By writing outside of the classroom, the students affirmed that
they had more time to think about what they had written. They mentioned that they
had more time to use their imagination and search for more ideas. Additionally, the
students also had flexible time to revise and edit their work. More specifically, the
students had more time to study their paragraph and peers’ comments as well as study
their peers” work for revising and editing their paragraph. Blended learning also
provided the tools that they used flexibly to create the final draft of their paragraph
and to publish their work. In the GWIMBLE, the students could produce their final
draft using a presentation application and an online platform—Facebook—so they could
easily do so on their mobile devices; this meant they could link the data to their
computer, meaning that they could compose a paragraph at their own pace. One of the
GWIMBLE students shared her experience during the interview of how time
flexibility meant that she could create the draft of her paragraph on her mobile phone
on the way home, and when she arrived home she could continue working on her
computer. This correlated with the study of Vaughan (2007) who explored the
benefits and challenges of blended learning and found that blended learning provides
the students with greater time flexibility and enhances the students’ learning outcomes
while they encounter time management issues as well as, take responsibility for their
own learning and use technology for learning.

Additionally, the use of an online work-sharing platform is also considered a
reason why the students’ writing performance improved. It appears that Facebook
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became the most suitable alternative channel of teaching and learning English writing
in the GWIMBLE. Due to the pilot results, the researcher decided to employ the
CALL material called Edmodo as an instructional platform. However, participation in
the use of Edmodo was low during the pilot session, and the students suggested using
a Facebook group instead of the aforementioned tool due to the familiarity with the
platform. To be specific, both applications provided a space where the students can
type and share a link to their work. Moreover, the instructor and peers were also able
to see the published paragraph for further activities, such as giving feedback, which
the students could employ to develop their own writing. Therefore, Facebook replaced
the Edmodo platform in the main study since the features of Facebook were similar.
In this study, Facebook was used as a platform for the instructor and the GWIMBLE
students to communicate, collaborate and share work successfully. This can be
supported by the development of the students’ writing ability, the students’ positive
attitude towards the course and their effort in high-frequency class participation, both
face-to-face and online, and homework submission. According to Shih (2011),
“integrating Facebook in blended-learning in higher education seems to be a feasible
means for a teacher to enhance learning.” The findings concurred with the study of
Buga et al. (2014) which found that Facebook was of great benefit in the field of
teaching and learning writing. Facebook is a means to engage the students in foreign
language writing and change the students’ perception of homework. The results also
revealed that the changes in the ways of teaching were done and the changes in the
way the assignments were submitted—from paper and pencil to a keyboard and screen
with Facebook—could create a stress-free and resourceful environment for learning
writing. The data from the qualitative part of the questionnaire showed that the
students did not get bored of writing anymore, and they claimed that the application
of technological tools made learning English writing more interesting.

In addition, the students improved their writing ability through their peers’
immediate feedback and what they saw from their peers’ writing that was published in
the Facebook group called EN131 GWIMBLE. This corresponded to the advantage of
Facebook in education outlined by Terantino and Graf (2011) that Facebook provides
a digital environment where students in a group can connect with others to actively

participate in creating and exchanging information. Regarding the effectiveness of the
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online peer review, the study showed that the students were able to make use of their
peers’ reviews in order to edit and revise their paragraph. The students mentioned that
submitting the assignment through Facebook helped them to see other peers’ work,
and that they could give their peers’ some feedback as well as receive feedback for
their own improvement. Additionally, the data concurred with the study by Hussin et
al. (2015) that blended learning might benefit the students in the way that they can get
writing support during the revision and editing stage in the form of feedback or
comments from classmates and the teacher. The findings concurred with Rodliyah
(2016) that the interaction created in the Facebook group is the interaction not only
between teacher-students but also among students. All members can contribute and
comment on each other. Teachers and peers have equal opportunity to give feedback
and share ideas with other members of the group. This was also consistent with the
theory of constructivism, which believes that social instruction is a fundamental of
human cognitive development (Kurtz, 2014). Furthermore, writing practice was
available all the time on Facebook. The students could sign into their Facebook
account and visit the EN131 GWIMBLE group at their leisure, meaning that they
could learn from their peers’ and teachers’ feedback, learn how other people write a
paragraph, or comment on other students’ work at any time they preferred. As users of
Facebook, the teacher and the students were also able to share URLs and multimedia
such as pictures and videos. This type of sharing activity could facilitate further
written discussion, either as paragraph completion or short comments in Facebook’s

comment boxes.

5.1.3.3 Drawbacks of the GWIMBLE in the students writing
ability
As mentioned earlier, GWIMBLE proved effective in improving the students’
writing ability. However, there were limitations in applying the GWIMBLE to the
classroom. The negative effects that were observed are as follows: (1) the language
proficiency of the students and (2) the GWIMBLE tasks.
The first drawback related with the level of English proficiency of the
students. It can be said that part of the effectiveness may have resulted from the fact

that the students had already acquired the skills of English writing before taking the
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GWIMBLE class. This could be proven by the students” ONET (Ordinary National
Educational Test) scores that to be an English major student, they should meet the
standard of 50 scores of ONET or higher which is the average national standard
(National Institute of Educational Testing Service, 2015). It showed that the students
should have some knowledge and ability in using the English language. Next, the
preliminary study with the English major students during the pilot section showed that
these students were able to compose the paragraph by writing a sentence and trying to
connect their sentences to complete the task. However, what they lack of was
paragraph organization and details in writing such as the sensory or emotional details,
and the transition signals. Last, the data from the pretest completed by the subjects of
the study provided similar results to those discussed in the pilot study students. The
students mentioned in the stimulated recall that they thought that composing the
paragraph was just to write whatever the tasks asked them to write. However, the
GWIMBLE made them realized that the ability to write required a lot more
knowledge than grammar and vocabulary knowledge. They needed to understand the
organization of the paragraph as well. It showed that the students who take the
GWIMBLE class should have at least the skill of composing the words into sentences
relevant to the tasks given. Thus, the students in the elementary level of learning or
lower might not succeed in improving their writing within the GWIMBLE. The
reason behind this is the nature of the classroom includes many activities that require
an ability in using the English language to a certain extent such as searching for
related information in English online, analyzing the sample paragraph and peers’
paragraph, peers’ feedback online, and peers’ reviews of the classmate’s work.
Regarding the nature of the course, the students with low proficiency in English
language might have the difficulty in achieving the goals of the aforementioned tasks.
This is to say that, in order to effectively apply the GWIMBLE in the classroom, the
students’ level should be in the B1 level based on the Common European Framework
of Reference for Languages (CEFR). So, students who take GWIMBLE should be
able to “write straightforward connected texts on a range of familiar subjects within
his field of interest, by linking a series of shorter discrete elements into a linear

sequence” (Council of Europe, 2011).



203

The second drawback relates to the tasks that the students had to complete
during the instruction. In the GWIMBLE classroom, the students were asked to write
four essays in each genre. Meaning that they had to complete 12 essays in one
semester; in other words, they were asked to write a paragraph every week. Also, to
complete each task the students had to get through the process writing that required
them to outline their paragraph, write a first draft, peer’s review, and create their final
draft using the presentation creator programs online. Hence, the numbers of tasks
caused problems at the beginning of the instruction in terms of the motivation in
learning since they could not see the significance of doing the tasks, and also the tasks
demotivated the students from writing. According to Xie, DeBaker, and Ferguson
(2006), the students feel that the learning is invalidated when the task is mandatory
and when they cannot see the value of completing the task. The students mentioned
that at the beginning they thought that they had to do a lot of work in one week, but
once they got used to it and learnt how to improve, they did not think that it was a
problem anymore. Additionally, the writing task instruction of GWIMBLE was
observed as the problems during the first unit of the GWIMBLE. However, when the
students got through and understood the whole process of the GWIMBLE in each
unit, they found that the tasks were challenging for them to write. One student
mentioned during the interview that she wanted to drop out from the class in the
fourth weeks of training after she saw the direction of the third tasks of the procedural
writing. Also, the students made the comment during the stimulated recall that some
tasks were too complicated, but that they could complete the tasks by following the
stages in the instructional model of genre analysis, and enjoy writing a paragraph.
According to Keller (2008), when the students realized the value of the tasks, they
will enjoy the task and expend more effort in completing the task. Therefore, the clear
instruction and the support from the teacher are crucial for the students in learning
with GWIMBLE.

With respect to the results, it can be concluded that the improvement in the
students” writing ability has resulted from the GWIMBLE’s activities, the
instructional model of genre analysis, and the blended-learning platform supported by
the application of technological tools to search for sample texts, to compare texts, to
compose the paragraph, and to publish the paragraph. However, there are some
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drawbacks regarding to the level of student’s language proficiency, and the tasks that
the students could finally overcome the training. Thus, the findings from this study
conform to the results of the previous study which found that a genre-based approach
and a blended-learning environment have positive effects on promoting the students’

writing ability.

5.3.2 The development of thinking skills after implementing the
GWIMBLE

The study investigated the students’ thinking skills through the use of the
genre-based instructional module in a blended-learning environment (GWIMBLE),
and the results showed that their thinking skills had been significantly enhanced. The
students gained higher posttest scores in all of the Bloom’s revised taxonomy thinking
elements highlighted by Anderson et al. (2001), namely remembering, understanding,
applying, analyzing, evaluating, and creating. This can be seen from the mean score
of the posttest, which was 21.15, compared to that of the pretest, which was 46.52.
Also, the analysis of the stimulated recall showed the development of the students’
thinking skills. The students reported higher numbers of thinking elements in the last
two stimulated recall interviews. The results in this study correlate with the related
research studies which state that the genre-based approach is an essential tool to
promote the students’ thinking skills (Hyland, 2013; Lassiter, 2014; Schleppegrell,
2004; Wongchareunsuk, 2001). They could be explained by the fact that the
GWIMBLE provided a positive environment which could stimulate thinking skills.
They also concur with a study which states that a blended-learning environment is
also one that has a positive impact on students’ thinking skills (Wegerif & Dawes,
2004). In the next section, the following two points concerning the development of
thinking skills are discussed: (1) the development of the students’ lower-order
thinking skills (LOTS), and (2) the development of the students’ higher-order thinking
skills (HOTS).
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5.3.2.1 The development of the students’ lower-order
thinking skills (LOTYS)

There is consistency between the posttest scores and the stimulated recall.
Both instruments showed that the lower-order thinking skills (LOTS) — namely
remembering and understanding, and applying — are the most developed skills.
According to the findings, there were three factors that affected the improvement in
the skills of remembering and understanding (1) the instructional model of genre
analysis, (2) the students’ prior knowledge, and (3) the application of technological
tools in the online classroom.

The first factor is that the stages in the instructional model of genre analysis
could play an important role in developing the students’ lower-order thinking skills.
First, the ‘modeling the text’ stage could help develop the students’ remembering and
understanding since that stage is related to the text analysis activities. This means that
the ‘modeling the specific text’ stage was able to provide the students with various
examples from both the teacher and their own online searches, uses of language
features, and a choice of vocabulary. It helped them to understand the concept of what
to write and how to write in each genre effectively. Thus, they could apply the
knowledge that they gained when composing a paragraph. One of the interview
excerpts showed that a student studied the examples and then applied what she had
learnt to her own writing: ““7 observed from the examples given by the teacher. | also
studied my peers’ outstanding works, and applied it to my paragraph.” The findings
were consistent with the study by Huitt (1992) that the more connections the students
have with the concept, the more information they are likely to remember. Therefore,
when the students were asked to compose their own paragraphs, they were able to
recall their knowledge to complete their writing. According to the results of the
stimulated recall interview, they successfully recalled the rules of paragraph
organization and the language features that are appropriate for each genre, from the
examples discussed in the classroom during the ‘modeling the text’ stage, and applied
this knowledge in their collaborative and individual writing, for example, “I studied
the way to write the paragraph from the teacher’s example and from my previous

writing paragraph.”
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Additionally, the links between the stages of the instructional model of genre
analysis could help improve the students’ applying skill. The objective of the
instructional model was to train the students to apply the knowledge from what they
had done in the previous stage to the next stages. One of the students’ excerpts
showed that the student applied all the knowledge she had gained in the previous
lesson into the later lesson: “I applied the rules and knowledge of writing that | have
studied into my work.” In brief, what the students learnt from the “modeling the
specific text stage” was applied to the “collaborative writing stage”. Then, the
knowledge from the first two stages was recalled again in the “self-writing stage”. In
the stimulated recall, the students addressed the fact that they applied the rules of
transitions and imperative sentences, which they had learnt during the ‘modeling the
specific text’ stage, in the collaborative writing and self-writing stages of procedural
writing. Therefore, they could use transitions and the imperative appropriately when
they completed their final tasks of the procedural writing stage, for example, “I used
the imperative sentence since it is the most suitable form to write a procedural
paragraph”. Similarly, the students also showed that they could employ the rules of
spatial order in descriptive writing, for example: “I used the spatial order, bottom to
top, in my work. | decided to describe the first floor of the building first and moved to
the second floor.” Additionally, they could use past tenses in their narrative writing,
for example: “7 used past tense since it talked about the story that occurred in the
past.” Finally, they could use opinion transitions in their persuasive paragraphs, for
example, “I used to ‘begin with’ to introduce the body and ‘for example’ to give an
example to make it easier to understand.” According to Kellogg (2008), the writer
has difficulty in composing a fluent and quality piece of written work without
applying the accessible knowledge, and that the writer needs to be trained in the skill
of applying the knowledge so that they can retrieve and use what they already know
while writing.

The second factor related to the development of lower-order thinking skills is
the students’ ability to recall their prior knowledge to compose the paragraph. The
students showed that they were able to evoke what they already knew, both from the
previous class and from their previous experience, and then apply it to the writing

tasks in terms of content.
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According to Marzano (2004, p. 1), "what students already know about the
content is one of the strongest indicators of how well they will learn new information
relative to the content”. In this study, the students were asked to write 12 paragraphs
within four genres, so the students showed that they recalled and selected a suitable
scheme of knowledge in their writing assignments. The first example of this was
when the students used their knowledge of a cooking recipe in the procedural writing
tasks by describing how to cook a dish that they had to eat for one week within a 50
baht budget. During the procedural writing stage, the context of the cooking was only
implicitly discussed in the classroom, but the students could explain from their prior
knowledge how they would write a paragraph on how to cook the dish, for example,
“I decided to make ‘eggs in the sweet gravy’ because it was cheap and easy to cook
and | could search for the recipe on the internet.” Moreover, grammatical rules were
only implicitly taught during the instruction, but the students showed their ability in
choosing the grammatical rules that were appropriate for their paragraph in each
genre, for example: “7 used present simple because it was related to introducing.”
and “I used past tense since it talked about a story that occurred in the past.”

The last factor possibly leading to the development of the students’ lower-
order thinking skills, especially the “applying skill”, is the benefits of the
technological tool that served as the learning platform of the GWIMBLE. In this
study, the students were required to publish the final draft of their composed
paragraph on the online platform called Facebook. It revealed that the students’ pieces
of writing which were shared online became a resource for other students to study
their uses of language and paragraph structures, which they could then apply in their
own writing, for example: “I observed the peers’ work on Facebook to learn about
the pattern and form of writing”. Another related excerpt mentioned that “/ studied
my peers’ outstanding works, and applied what | have learnt in my paragraph.”
Additionally, the students’ were required to review their peers’ work published in the
Facebook group. That is to say, the paragraphs that were posted on Facebook became
resources which the students used to apply knowledge of paragraph organization and
move analysis, and language features in order to give comments on their peers’
paragraphs. Precisely, without knowing how to use the paragraph features and
organization, the students would not be able to provide their classmates with feedback
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on the paragraph published weekly in the Facebook group. Additionally, the students
were able to apply what they had learned from reviewing their peers’ paragraphs and
getting feedback from peers to improve their writing, for example: “/ had to submit
the assignment through Facebook and made a comments on my peers’ works and
study the mistakes or the strong points to improve my further writing. ”, and “I think
Facebook is a source of information where | could read my friends’ work and
received their comments.” The results concurred with Rodliyah (2016) that publishing
their work online facilitates students to learn from peers’ work in terms of expressing
the ideas, arranging sentences, and choosing words and apply the knowledge to

construct and improve their writing.

5.3.2.2 The development of higher-order thinking skills
(HOTYS)

Higher-order thinking skills are considered as complex thinking skills in
Bloom’s revised taxonomy that can be difficult to master. However, the study showed
that the students’ higher-order thinking skills were enhanced. According to the data
from the tests, all elements of the higher-order thinking skills—namely analyzing,
evaluating, and creating—were significantly enhanced. Meanwhile, the data from the
stimulated recall revealed that those skills were less frequently mentioned. That is
because when students mentioned analyzing, evaluating, and creating, they always
mentioned remembering, understanding and applying as the starting points of their
writing process. These lower-order thinking skills are less complex skills in the
Bloom’s revised taxonomy, and they are the foundation of the other higher-order
thinking skills in the taxonomy. According to Anderson et al. (2001, p. 309), Bloom’s
taxonomy provide a framework for the hierarchy of the six major categories of the
Cognitive Process Dimension, which are ordered in terms of increasing complexity.
Remembering is seen as less complex than understanding, which is less complex than
applying, and so on. To be more specific, lower-order thinking skills (LOTs) are
fundamental to higher-order thinking skills (HOTSs) as students experience a cognitive
demand in writing because the tasks require them to analyze, discuss, construct an

outline, give feedback, and create the content of the writing.
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In this study, there are two main factors related to the development of higher-
order thinking skills: (1) the peer review, and (2) the instructional model of genre
analysis.

Firstly, the peer review in the Facebook group could promote the skills of
analyzing and evaluating. In this study, the students were asked to review their peers’
published work through the Facebook comment box, which is located under each
specific post. The students’ peer review on Facebook also proved the students’
analytical and evaluating skills since they assessed their peers’ work in terms of
language use and explored the relationships of the paragraph’s move analysis. After
that, the students were asked to critically evaluate their peers’ paragraph and comment
on them. The findings were consistent with those of Wood and Kurzel (2008) in that
peer assessment and peer review is an authentic approach to assess student
achievement as well as contribute to the development of the students’ critical thinking
and self-evaluation.

In addition, the instructional model of genre analysis could promote the
students’ skills in evaluating and creating. First, process writing was applied in the
model in order to promote students’ evaluating skill. In this study, the students were
required to compose a paragraph every week. The students had to get through the
process of outlining, and then write a first draft. Then, they had to revise and edit their
first draft before transforming it into a digital file as a final draft and sharing it online.
In the stimulated recall, the students mentioned how they evaluated their own writing,
as in the following excerpts: “I checked and edited my grammatical mistakes.” and “I
revised some sentences by rearranging them and making them more accurate.” It
could be inferred that the students had an opportunity to self-evaluate their own
ability in every piece of their writing, meaning that the process writing integrated in
the instructional model of genre analysis helped develop the students’ evaluating skill.
According to Hedge (2000) and Hyland (2003), in process writing, the teachers
trained the students to become self-aware and to self-evaluate the activities and
strategy of writing; this is also a process of discovery and thinking.

Next, the three stages in the instructional model were designed to promote the
creating skill. Creating is the most complex thinking skill as regards Bloom’s revised
taxonomy. To achieve it, the students should apply the other thinking skills in the
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taxonomy to reach the top of the hierarchy. According to Churches (2008), before
students can create, they must have remembered, understood, applied, analyzed, and
evaluated. Regarding the stages of the instruction, the lower-order thinking skills
could be promoted in the ‘modeling the text’ stage. Next, in the collaborative writing
stage, the students got the opportunities to help each other compose a paragraph by
sharing ideas and knowledge; they had to choose what is appropriate for their
paragraph and compose it. Last, the students needed to integrate all the knowledge
and experience from the previous steps to design their own paragraph in the self-
writing stage. Hence, it showed that the instructional model could scaffold the
students in reaching the highest levels of creative thinking ability.

In addition, task instructions could help facilitate the students’ thinking skills.
First, Bloom’s revised taxonomy action verbs were integrated into the task
instructions, serving as guidance to elicit thinking, for example: “Design a new dish
that suits Adam’s preference. You need to describe the dish by describing what it is and how
it tastes. Then, explain how to cook this dish.” The example shows that in order to
“create” a new dish, the students had to practice their remembering and understanding
skills by “describing and explaining” the dish. Also, they needed to apply their
evaluation skill to select the best dish for Adam.

Moreover, the task instructions of each writing unit were designed to promote
the students’ creative thinking skills, for example: create a 50 baht menu that the
students can eat for five days, design a new building for the university, narrate the
story of a university urban legend, and develop a paragraph to solve Tom’s further
education problems. The aforementioned task instructions showed that practicing
skills in creating was promoted in every unit, and the data from the stimulated recall
showed the students’ ability to creatively compose a paragraph, for example: “/
selected the characters and the theme for my legend. | also planned the situation that
the characters would face.” Additionally, the tasks also required the students to
generate their final drafts using an online presentation program in order to share the
outcomes in the Facebook group. That is to say that this task’s direction could
promote the students’ creating skills along with their evaluating skill. This is because
the students had to select the proper features and proper program to create their final

draft, for example: “7 used poster features in Emaze because it is interesting as we
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could read it in one page. Since we had to persuade the readers, one-page reading is
suitable.” In brief, the task requirements act as a ladder for the students to climb from
the least complex thinking skill to the most complex thinking skill, called “creating.”
In conclusion, the development of the students’ thinking skills resulted from
the GWIMBLE’s instructional model of genre analysis, the application of
technological tools, the online platform for peer reviewing, and the tasks’

requirements.

5.3.3 The students’ attitudes towards the GWIMBLE

The results of the attitude questionnaire uncovered the positive attitude of the
participants toward the GWIMBLE. The overall mean score was 4.44, from which it
can be interpreted that the participants were satisfied with the treatment. Another set
of data from the verbal protocol reports received from the positive attitude
questionnaires was analyzed. The highest mentioned components regarding the
positive attitude are cognitive capability and values. Likewise, the verbal report from
the focus group interview showed a positive opinion toward the treatment as regards
to similar components. Thus, the two highest elements regarding the positive attitude -

cognitive capability and value - are discussed.

Cognitive capability

Among all elements of positive attitude, cognitive capability was reported
with the highest frequency by the students in both the attitude questionnaire and the
focus group interview. Two factors causing the positive attitude toward cognitive
capability are: (1) the effectiveness of the GWIMBLE in improving the students’
writing ability, and (2) the effects of the peer review activity.

Proving the success of the GWIMBLE in improving the students writing
ability, the students acknowledged that they now write a paragraph in English more
fluently. The qualitative data proved that the GWIMBLE helped improving the
paragraph writing of the students, since it guides the students to use grammar
correctly, as well as understand the paragraph moves. Thus, the students could
produce a systematic paragraph. To be precise, the students believed that they
understood what to write and how to write a paragraph better. Regarding the
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GWIMBLE, the students reflected on the fact that the GWIMBLE was able to
improve their ability in the way that they could write a paragraph more systematically
and also increase their ability to write. The students mentioned that comparing their
present pieces of work with previous ones showed that they could write better in
terms of paragraph organization and ideas. Importantly, the students mentioned that
they were less stressed when they had to write, unlike before. The findings concurred
with a study by Challob et al. (2016) who studied the effects of the collaborative
blended learning environment on EFL students’ appreciation and performance. The
students perceived the blended learning activities as helping them reduced their
writing anxiety and improved their writing performance in both the micro and macro
aspects of writing.

The peer review acted as another factor related to the students’ positive
attitude in cognitive capability. In this present study, the students also showed a
positive attitude toward the peer review activity. This finding showed that the students
thought that the peer review was useful for them in terms of hearing the voice of
others. The students’ online peer assessment showed that the students gave feedback
on their peers’ compositions by making comments on the paragraph moves, and the
writing styles. They reported that the aforementioned types of feedback and
comments from peers helped them to revise the paragraph in an effective way.
According to Min (2006), the peer review feedback had a positive impact on EFL
students’ draft revision and the quality of the writing text. The aforementioned
statement shows that the reviewers were interested in their peers’ work and
participating in the activity, and it can be interpreted that the students displayed
positive attitudes toward the GWIMBLE. The findings correlated with the study by
Srijongjai (2013) who explored students’ attitudes towards collaborative feedback
activities in a blended-learning setting and found that students have positive
perceptions of collaborative feedback activities used in face-to-face and online

environments.

Value
The second highest component was value. This is related to the usefulness and

the advantage of the GWIMBLE in terms of the students’ English writing. In this
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study, the students mentioned the values of the GWIMBLE in two ways: (1) peer
review, and (2) the application of technological tools.

Regarding the students’ awareness in terms of the usefulness of the peer
review for improving their writing ability, the students claimed that this activity
helped them to compose a more accurate paragraph. The students claimed that the
factor which most influenced the improvement in their writing was the peer and group
learning. They could observe their classmates’ ideas and work, as well as receive
useful feedback to edit and revise their paragraph. Using an online peer assessment in
the form of feedback could enhance the effectiveness of learning and could promote
students’ positive attitudes, perception of peer assessment and perception of the
course (Wen & Tsai, 2006).

In this study, it was also evident that the students could see the usefulness of
the application of technological tools in learning English writing. The students applied
digital tools for many purposes, such as searching (by using WWW, YouTube, and
Pantip), creating (by using Emaze and Storybird), sharing (through the Facebook
application), and peer-evaluating (through the Facebook comment box). The students
also confirmed the effectiveness of the technological tools in that Emaze and
Storybird supported them in the creation of an interesting final draft, while Facebook
was a useful channel for publishing the final draft, and giving and receiving
comments, both as compliments and suggestions for further writing. The findings also
correlated with the research study by Larsen (2012) and Miyazoe and Anderson
(2012), who explored the effectiveness of the ESL/ESL students’ perception toward
the effectiveness of using a blended learning approach in enhancing writing skills.
The studies found that students were positively aware of the practicality of blended
learning in improving their writing ability.

Moreover, the value of the course is perceived through the positive advantages
for their further learning. The students mentioned that the writing practice in the
GWIMBLE helped them improve their writing ability and styles, and they wanted to
write at a more advanced level. Students also reported that they could apply the
knowledge gained from using the technological tools in their paragraph as well as

other courses.
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Relationship between cognitive capability and value

In addition, it could be said that there is a positive relationship between
cognitive capability and value. According to Abidin et al. (2012), the success of the
students in learning a new language is based on the students’ attitudes toward it. The
findings in this study were consistent with the aforementioned study. The results of
the present study show that cognitive capability and value tend to come together. It
could be said that when the students are aware of the usefulness of learning, they will
show positive affective reactions in a particular subject. The findings correlated with
the study by Robinson (2009) that meaningful education can be created by an
appropriate personalized condition. That is to say, if the students enjoy doing
activities, they are likely to have a positive attitude toward the GWIMBLE and toward
English writing. It could also enhance their ability in English writing. In this study,
the GWIMBLE was successful in creating a positive classroom environment, so the
students showed willingness and made effort to study. As mentioned by the students
in the verbal protocol report, they were looking forward to studying in the GWIMBLE
class, and they thought that the GWIMBLE helped them to overcome all difficulties
in writing due to the flexible technological tools and the supported classroom
activities. Thus, they could write better and now also prefer to write essays at a more
advanced level and cover other text-types of essay. In summary, the students’
cognitive capability correlates with the students’ performance in learning.

From the results, it can be concluded that the students’ attitudes toward the
course are marked by the students’ comments on the usefulness of the peer feedback
and the technological tools. They believe that these two factors facilitated them to
compose a better paragraph than before. Also, if the students realize the benefits of
learning writing, their performance in writing improves.

To this end, the significant improvement in the students’ writing ability and
thinking skill can be seen in the results of applying the instructional model of genre
analysis and the implementation of technological tools.
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5.4 Implications

According to the results of the study, the genre-based writing instructional
module in a blended-learning environment (GWIMBLE) is characterized as an
approach that can improve the writing ability and thinking skills among
undergraduate students majoring in English. Therefore, integration of this module into
writing instruction is advised. The following suggestions are derived from the
research findings for research consumers and instructors who wish to implement the
GWIMBLE in English writing instruction for EFL students.

5.4.1 Implications for the EFL instructors

Instruction with the GWIMBLE shows a promising significant improvement
in the students’ writing ability and thinking skills. Therefore, there are some
pedagogical implications for the teacher who plans to use the GWIMBLE in writing

instruction. They are as follows.

5.4.1.1 Implications for the integration of the genre-based instructional model

The GWIMBLE was found to be effective because the students developed
their writing ability and thinking skills to a significant level. It is believed that genre-
based writing has positive effects on improving the students’ writing ability
(Changpueng, 2009; Kongpetch, 2003; Krisnachinda, 2006; Payaprom, 2012). The
present study developed the instructional model of genre analysis by comparing the
correlation between genre teaching and the learning cycle developed by Hyland
(2013), Martin and Rose (2005), and Widodo (2006). Therefore, the English writing
teacher in any course or at any level should apply the GWIMBLE’s instructional
model of genre analysis in the classroom, with emphasis on text analysis and
constructing the text, which includes the stages of (1) modeling the specific text, (2)
collaborative writing, and (3) self-writing. Also, recommendations on applying the
GWIMBLE with low-proficiency students are followed.
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Modeling the specific text stages

The aim of the modeling stage is to facilitate the students to analyze the text in
order to learn its purposes, organization, moves, and language features. Therefore, the
teacher should implement this stage during the instruction in order to help the students
to learn the purposes and features of the text. Thus, they will be able to apply the
knowledge in their writing. Changpueng (2009) mentions that the knowledge of text
should be taught to enable students to shape their work to the convention of target
genres, and the instruction of genre analysis helped students to see, remember, and
understand the significant components of each genre. Therefore, students need to be
explicitly taught the knowledge of paragraph organization, language features such as
transitional signals, grammatical rules, and sensory and emotional details.
Additionally, the teacher should teach them how to analyze the paragraph moves and
the purposes of each paragraph’s text type. It will benefit the students to get a better
understanding of what to write, why they are writing it and how they can construct a
paragraph in each specific genre. However, low proficiency students may face
difficulty in doing text analysis, so support from the teacher and high proficiency
peers is needed in this stage. The support can be conducted in terms of classroom
discussion, games, pair work, or group work. Another item that could possibly help
the students to effectively analyze the paragraph is the analysis guideline form for the
students. It will benefit students in terms of knowing what to focus on while
participating in the tasks. Sutherland (1992) mentions that support from the teacher
and peers as well as the teachers’ guidance can facilitate the students to learn, and go
beyond their actual capability.

In terms of promoting the students’ thinking skills, tasks that help students to
familiarize themselves with the concepts and features of the text they have analyzed
should be conducted. This will enable students to remember, gain better
understanding of the concepts, and be able to apply the knowledge effectively and
automatically when they write their paragraph. Changpueng (2009) and
Udomyamokkul (2004) state that when the students become familiarized with the text,
they make increasing progress in completing the writing task by themselves. This can
be done by providing students with tasks that enable them to take part in activities

such as genre-analysis classroom discussion, games, and collaborative writing.
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Collaborative writing stages

The next stage of the instructional model of genre analysis is the collaborative
writing stage. The aim of this stage is to allow students to become more familiar with
the text as well as collaboratively construct a paragraph with classmates in a small
group, using the results from the genre analysis activity in the ‘modeling the specific
text’ stage. Also, this stage allows students to learn from and share each other’s ideas,
and select the best pieces of knowledge and information for their writing. Other than
that, it can be one of the strategies that peers could use to support each other to learn
in order to produce an accurate paragraph. Dobao (2012) mentions that writing tasks
that are collaboratively completed offer a way for students to solute their language-
related problems, co-construct new language knowledge, and produce more accurate
written text. Additionally, Storch (2005) found that collaborative writing could help
improve the proficiency of the text writer in terms of task fulfillment, grammatical
accuracy, and complexity. Hence, the teacher can facilitate the students in the
negotiation of the paragraph’s content and ideas by enabling them to create the outline
of the paragraph. In this study, the mapping was implemented as a written outline of
the students” work. Therefore, the teacher allowed the students to work in small
groups of 3-4 and let them create the outline of the writing. Then, the teacher let each
group share their outline with the class. This sharing idea is another way to open the
discussion to the floor, where the other students in the class can help their peers
shaping their work through feedback. Murphy, Wilkinson, Soter, Hennessey, and
Alexander (2009) mention that classroom discussion has benefits for students’
comprehension, and critical-thinking and reasoning outcomes.

This study was designed by implementing the peer review as a task to help the
students support each other to promote their writing accuracy. It turned out that the
peer review through the comments box on Facebook had a benefit in enhancing the
students’ writing ability. Also, the peer review showed its ability to promote the
students’ thinking skills, especially the analyzing and evaluating skills. According to
Wood and Kurzel (2008), peer assessment and peer review is an authentic approach to
assess student achievement as well as contribute to the development of the students’
critical thinking and self-evaluation skills. Students doing the review received many

benefits in terms of getting an external perspective to improve their work. Also,
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students who act as reviewers may get ideas on how to improve their own work
(Sims, 1989). The teacher should apply peer review in the classroom since it can help
the students to feel more confident when they have to write independently, and it
could foster their thinking skills. To make it efficient, students should be trained in
carrying out the peer review task. The training session can be done during week 1 to
week 3 of the semester. It is also crucial for the teacher to monitor the students’ peer
review performance and get ready to support the students when they require some
help.

Self-writing stage

The last stage in the model is when the students were allowed to integrate all
the knowledge from the previous stage to create the paragraph individually. That is to
say, this stage requires the students to use the most challenging skills. Thus, the
teacher should provide the students with support in terms of discussing the paragraph
outline, in order to help the students frame their ideas. Also, the teacher should
provide the students with the clear objective of the writing tasks and clear task
instructions so the students can see the purpose of the writing. In this study, the
students were assigned to write in every lesson and the data from the stimulated recall
showed that the students were more relaxed and gained motivation in writing in the
last two units. Therefore, weekly writing practice helps the students to become more

at ease in writing by themselves.

Applying GWIMBLE with low proficiency students

According to the research findings, GWIMLBE proved its effectiveness in
terms of developing the students’ writing ability and thinking skills; however, the
study was conducted with students with a good command of English language.
However, the results might have differed if the study was conducted with low
proficiency students. Thus, the weakness of the GWIMBLE is that it is appropriate for
students who are somewhat high in proficiency. It means that the students who take
GWIMBLE should have the ability to write at least at the sentence level. However, if
the teacher prefers to apply GWIMBLE in the writing classroom with elementary
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students, modifications in terms of the number of tasks, choice of genres, and writing

time, and also teacher support are important concerns.

5.4.1.2 Implications for the integration of a blended learning environment

Blended learning has shown advantages for both teacher and student in the
genre-based instructional module. The teaching and learning time in both face-to-face
and online learning allowed students to work and interact with the teacher and their
friends. Also, self-learning time online, with teacher support and peer comments,
proved the effectiveness of the module in improving students’ English writing ability
and thinking skills.

Appropriately integrating blended-learning to support the students’ learning is
required. To promote the students’ skills in learning with technology, the teacher
should apply blended learning in appropriate concepts that are related to the learning
goals, resources, and environment. The concepts are: 1) the incorporation of web-
based technology to accomplish an educational goal; 2) the combination of
pedagogical approaches required to produce the best learning outcome; 3) the
combination of any form of instructional technology with face-to-face instructor-led
training; and 4) the combination of instructional technology with actual job tasks
(Driscoll, 2002). The good selection of a blended-leaning concept that correlates with
the learning objectives will benefit the students in terms of learning achievement, and
they will be able to apply it to pursue the knowledge required for their personal or
professional purposes.

Nowadays, technology plays an important role in learning and many
technological tools. That is to say, technological tools do not support the students’
learning in school, but they promote the students’ lifelong learning. According to
Harvey (2004), lifelong learning can be defined as taking part in learning activities
formally and informally throughout one’s life. Web 2.0, and more recently 3.0, have
been able to facilitate lifelong learning. This is because the Web 2.0 and 3.0 bring the
students in closer contact with the technological tools, the virtual environment and
immersive world that help the students to gain information to build their knowledge
and promote their learning (Loureiro et al., 2012). Thus, it is crucial for the teacher to

promote digital literacy skills among the students. The elements of digital literacy
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skills consist of ability to access, manage, integrate, evaluate, create, and
communicate (Loureiro et al., 2012). In order to train the students in digital literacy
skills, the stages in the instructional model of the genre analysis of the GWIMBLE
could possibly be applied because the objective of this GWIMBLE model is to allow
the students to remember, understand, apply, analyze and evaluate so as to gain the
knowledge and skills required to create the text. Additionally, once the students
master these skills, they can then perform effective research, choose appropriate
information, give feedback, collaborate, produce and share knowledge.

The application of each technological tool in this study is also reflected in the
positive effects of the course. First, the use of social media such as Facebook
encourages the students to learn since they usually visit the site frequently, so they
never miss news that appears on the wall. This meant that the students’ could see the
task assignments that were posted on the wall, and they could see the peer
assignments that had recently been published in the Facebook group. The Facebook
group also had a feature which allowed students to upload and download materials
and digital files, and see and give their peers comments on the assignment they had
shared. Tananuraksakul (2014) explored Thai undergraduate students’ experiences in
using a Facebook group as a blended-learning environment in a writing class and
found that Facebook proved to be useful as a tool for Thai students to learn. The
teacher needs to plan tasks that allow students to publish work on Facebook and also
create additional tasks that allow other students to engage with the assignment post on
Facebook, such as commenting on their peers’ work, continuing the story, or voting
for the best writing.

In this study, the students mentioned that they used Pantip and YouTube as
sources of information. However, they had to be encouraged to think critically about
whether they could believe the information from these two sources. Google was also a
significant website where the students could find information, references, and samples
for their paragraph. However, the teacher should employ these online sources with
guidance and support. To help the students gain skills in choosing resourceful and
reliable information, the teacher should train the students by reserving a session to
discuss the reliability of the media from non-academic websites. Also, teachers should

interact with the students online in order to create a stress-free environment, and make
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them feel more comfortable to share their work and give comments. Moreover, the
concept of plagiarism needs to be focused on to raise their awareness of not stealing
and publishing other people’s work and passing it off as their own. This could be done
as classroom discussion on the concept of plagiarism as well as case studies

addressing it.

5.4.2 Implications for students

The genre-based writing instructional module in a blended-learning
environment (GWIMBLE) is believed to develop students’ writing and thinking
skills. Thus, students should implement the GWIMBLE as follows.

First, the students should apply the stages of the instructional model of genre
analysis in other academic genres of writing, such as example paragraph, definition
paragraph, cause and effect paragraph, comparison and contrast paragraph, etc. The
aim of applying the stages is to learn the organization, moves, language features, and
purposes of a specific genre when they have an opportunity to write or when they
prefer to practice writing their one-paragraph-level writing. Moreover, the stages are
also able to be applied in their higher-level writing and in other kinds of academic
writing such as the journal, report, project and thesis. The stages are also able to be
applied in non-academic writing such as poems, novels, short stories, blogs, and on a
forum in the case that they are interested in writing as a hobby.

Since the peer review showed its effectiveness in promoting accurate writing,
the students should apply the process of peer reviewing in order to improve their
writing, and also their analyzing and evaluating skills in their other English writing
courses. This can be done through pairing with their best friends and taking turns
evaluating each other’s assignments. To do this, students will not only be able to
enhance their writing but they will also have a chance to brush up on their background
knowledge, review their lesson, and practice the skills of evaluation and generating
ideas.

In terms of blended learning, students are advised to make use of technology
in their learning, not only in English writing but in every course. Students should

realize the appropriate use of media and technological tools in both their real life and
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their learning. Importantly, the students should realize when to use and how to use

technology in both the face-to-face classroom and online classroom.

5.5 Limitations of the study
Some limitations of the study can be acknowledged as follows:

First, this study is subjected to the impact of confounding variables such as
other English courses. The study was conducted in a semester when the students were
enrolled for other English subject courses such as the Fundamental English course.
This suggests that there could have been the opportunity for the students to practice
writing in other courses and this might have affected their writing ability.

Second, this study is limited in terms of the semester’s time constraint. Since
the study was conducted in one semester, and the students were required to master
writing a paragraph in four genres within 15 weeks. It might be possible that the
students had only a limited time to crystallize the language features and the purpose of
each genre. One semester practice might have limited the students’ fluency in writing,
so the extension of the practice time such as to two semesters should be considered.

Last, this study is limited in terms of the digital platform of learning. Social
media such as Facebook was successfully substituted as the means for online learning
because an educational platform like Edmodo was unsuccessfully implemented during
the pilot study due to the low level of the students’ participation. Thus, the digital
learning platform that the students are familiar with comes into play in the online

sessions.

5.6 Recommendations for further study

The following areas could be investigated for further study, according to this
research study.

First, it is recommended that other researchers who intend to enhance the
students’ writing ability and thinking skills using the genre-based instruction in a
blended-learning environment conduct future experiments with other sample group,
such as non-English majors, secondary or high school students, or in other

universities.
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Second, this study had a one-group pretest and posttest design. It is
recommended that researchers add more groups to future studies, such as a control
group and a treatment group, in order to compare the results of the effects on writing
ability and thinking skills.

Third, further research should focus on exploring the effects of a blended-learning
environment on other skills, such as listening skills, reading skills, and writing skills.
Additionally, it is worth exploring blended learning in different courses.

Fourth, this study used stimulated recall to collect qualitative data to explore
the students’ thinking skills. In order to investigate the students’ thinking more
profoundly, other instruments such as student log and classroom observation could be
employed in further studies.

Fifth, the present study investigated students’ writing ability by comparing the
scores of the pretest and posttest. It is recommended that further studies should
explore the effects on writing ability by employing other instruments, such as writing
tasks as a tool to investigate students’ writing.

Last, the explicit teaching of thinking skills should be conducted, so students
will get a better idea of what skills they are practicing. Thus, students will be able to

show their ability in using the skills accurately while working on the tasks.
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APPENDIX A: Course structure - Details of the genre-based writing

instructional module in a blended learning environment (GWIMBLE) course

1. Goals
Students will have the ability to write and think in various genres, namely

description, narrative, procedure, and exposition, by using different kinds of

technology as a tool.

2. Course objectives

At the end of the course, the students should be able to:

Describe the process of how to cook in a paragraph form.

1
2. Tell an urban legend in a narrative paragraph.
3.
4

Write a paragraph describing a place.

Express their opinion toward current issues in a paragraph.

3. Course structure

The genre-based writing instructional module in a blended learning

environment is developed for the undergraduate first-year English-majored students at

Srinakharinwirot University. It is a fifteen-hour course that will be taught three hours

per week It is a part of the EN 131 Basic Writing course which is a compulsory

course. The structure of the course is as follows:.

Course title: EN 131 Basic Writing course

Credit: 3(3-0-6)

Course description:
A study of English grammar and practice in writing sentences and paragraphs,

including writing processes and organization
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Course objectives:
1. The students will be able to recognize patterns, the organization and

the process of writing.

2. The students will be able to apply the correct use of sentence
structures, grammar, mechanics, organizational patterns and the

writing process in their expression of ideas.

3. The students will be able to write well-organized, coherent and unified

paragraphs or short compositions.

4. Course contents of the study
The genre-based writing instructional module in a blended learning
environment course contents are divided into 4 units, as follows:
Unit 1. Procedural writing
Unit 2: Descriptive writing
Unit 3: Narrative writing

Unit 4. Persuasive writing

There are three lesson plans in each unit plan. Each unit plan will be applied in
the classroom for three weeks. The time allocation for each lesson is three hours. The
structures of the unit plan are as follows:

Lesson 1: Modeling the text

This lesson is focused on analyzing the language features and the paragraph

organization of the text. In the face-to-face learning, students will study the useful
language and structure that are needed to construct the writing in a particular genre.

In the online learning part, the students will be asked to compose a text

imitating the sample text through the technology in blended-learning tools.
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Lesson 2: Writing process

This lesson is focused on teaching how to write a text in a particular genre,

based on the language and structure of the model of the text In the face-to-face

learning, the students will be asked to construct the text through the stages of listing,

outlining and first drafting, peer reviewing, editing, and final drafting. The students
will be asked to work in pairs or in small groups.

In the online learning part, the students will individually repeat the stages of
listing, outlining and first drafting, based on the prompts given, and share their work

on the Facebook group. The peers will be allowed to comment on the published work.

Lesson 3: Writing the final draft

This lesson is focused on introducing the technological tool for each type of

genre, such as Storybird, online forum etc. During the face-to-face lesson, the students
will be asked to model the text using the specific technological tool. Then, the teacher
will ask the students to peer review their classmates> online work from lesson 2. After
that, each student revises and edits their work.

In the online session, the students will be asked to complete their final draft

based on the technological tool mentioned in the face-to-face session. The students will

be asked to share their works online. The other students can comment their peer’s

work.

5. Audience
The audience of this course is the thirty-five students majoring in English from

the Faculty of Humanities at Srinakharinwirot University, who are enrolled in the EN

131 Basic Writing course in the first semester of the 2016 academic year.
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6. Lesson plan

There are four unit plans that consist of 12 lesson plans in this study. Each
lesson plan will be conducted according to the framework of a genre-based
instructional module in a blended learning environment (GWIMBLE)in order to
enhance the students writing ability and thinking skills. In every lesson, the instruction
will be divided into two parts that are face-to-face instruction, and online instruction.
The instructional methods will be followed the stages of genre-based teaching and
learning cycle that is modeling the text, collaborative writing, and self-writing. The

lesson scope and sequence is presented in Appendix B and the sample lesson plans are

presented in Appendix C.
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APPENDIX B: Scope and sequence of the genre-based writing instructional

module in a blended learning environment (GWIMBLE)

Unit

Content

Text
types

Teaching
activity

Teaching
materials

Teaching
procedure

Assignment

Evalua-
tion

Unit 1: Procedural Writing (SWU secret recipe)

1)

Modeling
the
procedural
text

Cooking
recipe

Face-to-face:
Modeling the
text

Hand out:
procedural
paragraph 1

1. Teacher
asks the
students to
analyze the
characteristics
and features
ofa
procedural
paragraph.

Observa-
tion

Face-to-
face:
Modeling the
text

Hand out:
procedural
paragraph
2

Exercise
Handout

2. Students
identify the
organization
of a
procedural
paragraph.

3. Students
identify the
transition
signals of a
procedural
paragraph:
time order and
listing order.

4. Students
identify the
imperative
sentences.

5. Students
create the
topic and
concluding
sentence of a
procedural
paragraph.

Writing a
topic
sentences for
procedural
paragraph

Scoring
rubric

Face-to-face:
Collabora-
tive writing

Handout:
writing
prompt

6. Students
compose a
procedural
paragraph
using the
elements from
the given
examples.

Web blog
writing on
how to make
a special dish

Procedu-
ral
writing
rubric

( See
Appen-
dix G)

Online: Self-
writing

Facebook

7. Students
construct the
online
procedural
writing and
post it on
Facebook.

Web blog on
how to cook
your signature
dish

Procedu-
ral
writing
rubric
(See
Appen-
dix G)
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1)

Procedural
writing
processes

Cooking
recipe

Face-to-face:
Modeling the
text

The
students’
Facebook
post

1. Students
tell the
features and
functions of a
procedural
paragraph.

2. Students
analyze the
characteristics
and features
ofa
procedural
paragraph.

Identify the
organization
and features
of the text.

Observa-
tion

Face-to-face:
Collabora-
tive writing

Online
paragraph
about how
to cook
food.

Exercise
handout

3. Students
write an
outline of a
procedural
writing.

4, Students
construct the
first draft of a
procedural
writing.

5. Students
revise and edit
the first draft
ofa
procedural
writing.

Outline
writing

First drafting
Revising and

editing the
draft

Scoring
rubric

Online: Self-
writing

Facebook

6. Construct
the first draft
of SWU
secret recipes.

Write the first
draft of the
SWU secret
recipes

Procedura
| writing
rubric
(See
Appen-
dix G)

13)

Procedural
writing:
write a
Swu
secret
recipes

Cooking
recipes

Face-to-face:
Modeling the
text

1. Students
tell the
writing
process of a
procedural
writing.

Observa-
tion

Face-to-face:
Modeling the
text

The
presentation
programs
e.g. Emaze,
Prezi,
Storybird,
and etc.

2. Students
identify the
features of the
selected
presentation
program.

3. Students
tell the
process of
how to
construct the
presentation
using program
selected.

Identify the
organization
and features
of the text

Observa-
tion

Face-to-face:
Collabora-

Students’
first draft of

4, Students
conduct the

Revising and
editing the

Peer
review
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tive learning

the SWU
secret
recipes

peer review.

5. Students
revise and edit
the first draft
ofa
procedural
writing.

first draft

Online: self-
writing

Student’s
presentation
on
Facebook

6. Students
construct the
online
procedural
writing via
presentation
program and
share it on the
Facebook.

Creating a
presentation
of SWU
secret recipe
and publish it
on Facebook.

Procedu-
ral
writing
rubric
(See
Appen-
dix G)

Unit 2 Descriptive writing (The local attraction around SWU

2(1)

Modeling
the
descriptive
text

Brochure

Face-to-face:
Modeling the
text

Hand out: A
descriptive
paragraph

1. Students
analyze the
characteristics
and features
of a
descriptive
paragraph.

Observa-
tion

Face-to-face:
Modeling the
text

Hand out: A
descriptive
paragraph

2. Students
identify the
organization
ofa
descriptive
paragraph.

3. Students
identify the
adjective that
describe a
place.

4. Students
identify the
sensory
words.

5. Students
create the
topic and
concluding
sentence of a
descriptive
paragraph.

Identify the
organization
and features
of the text.

Observa-
tion

Face-to-face:
Collabora-
tive writing

Handout:
The writing
prompt

6. Students
compose a
descriptive
paragraph
using the
elements from
the given
examples.

Collaborative
writing
describing
one of the
famous places
in Thailand.

Descrip-
tive
writing
rubric
(See
Appen-
dix G)
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Online: Self- | Facebook 7. Students Describing a Descrip-
writing construct the photograph tive
Handout: online about writing
The writing | descriptive memorable rubric
prompt writing about | place in one’s | (See
their life and post Appen-
photograph on | the paragraph | dix G)
Facebook. on Facebook
2(2) | Descriptive | Minisite | Face-to-face: | The 1. Students Identify the Observa-
writing Modeling the | students’ tell the organization tion
processes text Facebook features and and features
post functions of a of the text.
descriptive
writing.
2. Students
analyze the
characteristics
and features
ofa
descriptive
paragraph.
3. Students
choose the
best
descriptive
paragraph of
the class.
Face-to-face: | The mini 4. Students Outline Descrip-
Collabora- site on write an writing tive
tive writing SWU outline of a writing
attractions descriptive First drafting | rubric
writing. (See
Exercise Revisingand | Appen-
handout 5. Students editing the dix G)
construct the draft
Handout: first draft of
The writing | the descriptive | Describing
prompt writing. the places in
the University
6. Students area in a form
revise and edit | of descriptive
the first draft paragraph
of a
descriptive
writing.
7. Students
compare the
draft with
their
classmate.
Online: Self- | Facebook 8. Students Surf on the Descrip-
writing construct the internet to tive
Handout: first draft of find the writing
The writing | SWU information rubric
prompt attractions about the (See
brochure. places in Appen-
SWU and dix G)
choose on
pace to
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describe in a
form of
paragraph and
post it on
Facebook
2(3) | Descriptive | Minisite | Face-to-face: - 1. Students - Observa-
writing: or slide- | Modeling the tell the tion
Write a show text writing
brochure process of a
about the descriptive
local writing.
attractions
around Face-to-face: | The 2. Students Identify the Observa-
SWuU Modeling the | presentation | identify the organization tion
text programs features of the and features
e.g. Emaze, | selected of the text.
Prezi, presentation
Storybird, program.
and etc.
3. Students
tell the
process of
how to
construct a
presentation
€.g. mini site
or slideshow
of their
paragraph
using the
digital
program.
Face-to-face: Students’ | 4. Students Revising and Peer
Collaborative | descriptive | conduct the editing the review
writing paragraph | peer review. draft
5. Students
revise and
give feedback
of their peers’
work.
6. Students
revise and edit
the first draft
of the
descriptive
writing.
Online: Self- | The 7. Students Describe the Descrip-
writing presentation | construct the place in SWU | tive
programs presentation that the writing
e.g. Emaze, | describing the | studentswant | rubric
Prezi, places around | to change and | (See
Storybird, SWU usinga | create mini Appen-
and etc. presentation site or the dix G)
program. slideshow and
Facebook post it on
Facebook.
Handout:
Writing
prompt
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Unit 3 Narrative writing (SWU urban legend)

3(1)

Modeling
the
narrative
text

Urban
legend

Face-to-face:
modeling the
text

Handout:
Narrative
paragraph

1. Students
analyze the
characteristics
and features
of a narrative
paragraph.

Observati
on

Face-to-face:
modeling the
text

Handout:
Narrative
paragraph
Exercise
handout

2. Students
identify the
organization
of a narrative
paragraph.

3. Students
identify the
transition
signals of a
narrative
paragraph.

4, Students
identify the
past tenses
used in
narrative
writing.

5. Students
create the
topic and
concluding
sentence of a
narrative
paragraph.

6. Students
construct a
sensory and
emotional
details
sentence.

Identify a
sensory and
emotional
details

Scoring
rubric

Face-to-face:
collabora-
tive learning

Handout:
Writing
prompt

7. Students
compose a
short story
using the
elements form
the given
examples.

Collaborative
story writing
about the
urban legend
that they have
heard when
they were
young.

Narrative
writing
rubric
(See
Appen
dix G)

Online: Self-
writing

Facebook
group

8. Students
construct the
online
narrative
writing.

Writing a
narrative
paragraph by
telling the
urban legend
based on the
photograph
on Facebook

Narrative
writing
rubric
(See
Appendix
G)
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3(2)

Narrative
writing
processes

Urban
legend

Face-to-face:
Modeling the
text

The
students’
Facebook
post

1. Students
tell the
features and
functions of a
narrative
writing.

2. Students
analyze the
characteristics
and features
of a narrative
paragraph.

Identify the
organization
and features
of the text.

Observati
on

Face-to-face:
Collaborative
writing

Online
urban
legend
Exercise
handout

3. Students
write an
outline of a
narrative
writing.

4, Students
construct the
first draft of
the narrative
writing.

5. Students
revise and edit
the first draft
of a narrative
writing.

Outline
writing

First drafting

Revising and
editing the
draft

Write a
classroom
urban legend
and post it on
Facebook

Scoring
rubric

Online; Self-
writing

Facebook

6. Construct
the first draft
of the
university’s
urban legend.

Write and
urban legend
of SWU and
share it on
Facebook

Narrative
writing
rubric
(See
Appen-
dix G)

3(3)

Narrative
writing:
Write an
urban
legend

Urban
legend

Face-to-face:
Modeling the
text

1. Students
tell the
writing
process of a
narrative
writing.

Observa-
tion

Face-to-face:
modeling the
text

The picture
books made
by the story
bird

2. Students
identify the
features of the
Story bird’s
pictures book.

3. Students
tell the
process of
how to
construct the
photo book
using Story
bird.

Observa-
tion
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Face-to-face: | Students’ 4. Students Revising and Peer
Collaborative | urban conduct the editing the review
writing legend peer review. draft
about
University 5. Students
revise and edit
the first draft
of the
narrative
writing.
Online: Self- | The 6. Construct Tell a SWU Narrative
writing presentation | the online urban legend | writing
programs narrative and share it rubric
e.g. Emaze, | writing viathe | on Facebook. | (See
Prezi, presentation Appen-
Storybird, programs dix G)
and etc.
Facebook

Unit 4: Persuasive writing (Studying in SWU)

4(1) | Modeling Online Face-to-face: | Handout: 1. Students - Observati
the forum Modeling the | persuasive analyze the on
persuasive text paragraph characteristics
text and features

of a

persuasive

paragraph.
Face-to-face: | Handout: 2. Students Identify the Scoring
Modeling the | Persuasive identify the organization rubric
text paragraph organization and features

ofa
persuasive
paragraph.

3. Students
identify the
transition

signals in a
persuasive
paragraph.

4. Students
identify the
adjective
clauses.

5. Students
create the
topic and
concluding
sentence of a
persuasive
paragraph.

of the text.
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Face-to-face: | Handout: 6. Students Express your | Persuas-
Collaborative | Writing compose a opinion about | ive
writing prompt persuasive the hot issues | writing
paragraph that on the rubric
using the news at the (See
elements form | moment. Appen-
the given dix G)
examples.
Online: Self- | Pantip 7. Students Write a Persuas-
writing construct the persuasive ive
Facebook online paragraph writing
persuasive words giving | rubric
Handout: writing about | your opinion (See
Writing their on the Appen-
prompt photograph on | selected issue | dix G)
Blog. on Pantip and
post it in Web
blog.

4(2) | Persuasive | Online Face-to-face: | The 1. Students Identify the Observa-
writing forum Modeling the | students’ tell the organization tion
processes text Facebook features and and features

post functions of a of the text.
persuasive
writing.
2. Students
analyze the
characteristics
and features
of a
persuasive
paragraph.
3. Students
choose the
best
persuasive
paragraph of
the class.
Face-to-face: | Theonline | 4. Students Outline Persuas-
Collaborative | forum write an writing ive
writing outline of an writing
Youtube expository First drafting | rubric
writing. (See
Exercise Revisingand | Appendix
handout 5. Students editing the G)
Handout: construct the draft
Writing first draft of a
prompt persuasive Write a
writing. persuasive
paragraph of
6. Students 200 words
revise and edit | giving your
the first draft | opinion
ofa toward the
persuasive advertisement
writing. that you have
watched from
7. Students YouTube or
compare the on Facebook.
draft with
their
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classmate.
Online: Self- | Handout: 8. Students Write a Persuas-
writing Writing construct the persuasive ive
prompt first draft of paragraph writing
SWU hot giving your rubric
Line issue online opinion (See
forum. toward the Appen-
Blog issues on the dix G)
campus and
post it in web
blog.

4(3) | Persuasive | Online Face-to-face: - 1. Students - Observati
writing: forum Modeling the tell the on
Write a text writing
forum process of a
about SWU persuasive

writing.
Face-to-face: | Online 2. Students Identify the Observa-
Modeling the | discussion identify the organization tion
text forum features of the | and features
(Pantip) online forum. of the text.
Face-to-face: | Students’ 3. Students Peer review peer
Collabora- persuasive tell the review
tive writing paragraph process of Revising and
how to editing the
construct an draft
online forum.
4. Students
conduct the
peer review.
5. Students
revise and
give feedback
of their peers’
work.
6. Students
revise and edit
the first draft
of the
persuasive
writing.
Online: Self- | Pantip 7. Students Write an Persua-
writing Compose an persuasive sive
Facebook online paragraph writing
discussion giving your rubric
forum and opinion (See
post it on toward the Appendix
Facebook. given issues G)
and persuade
them to study
at SWU on
the campus
and post itin
Pantip.com
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APPENDIX C: Sample Lesson Plans

Unit 3: Narrative writing
Lesson 1: An Urban Legend (Modeling the Narrative Writing)
Overview: Students will learn about narrative organization, and sensory and
emotional details.
Duration: 3 hours
Topic: My Urban Legend
Participants: 35 first year English major students
Objectives: Terminal objective

Students will be able to write narrative paragraphs to describe the

sensory and emotional situations in their lives.

Enabling objectives

Students will be able to.

Recall and describe about the background for an event and the story of

events in their lives.

Brainstorm and outline the story of events in their lives.

Identify the rhetorical focus of narrative organization: topic sentence,
supporting sentences, and concluding sentences.

Apply sensory and emotional detail to the story of events in their lives.

Create the narrative paragraph using the simultaneous events

(meanwhile, while, at the same time that) and use order of events (first,
second, third, after that, eventually, afterwards, next, then, soon, later,
and finally,)

Apply the criteria to peer-edit their narrative paragraphs.

Revise their narrative paragraphs.

Background Present simple tense

knowledge :  Present perfect tense
Present continuous tense
Past continuous tense

Materials: -Access to Facebook



-Powerpoint

-Worksheet

-Online discussion board

-Passage: Elisa Day, The Choking Doberman

-Peer Editors Questions

Evaluation,  Scoring Rubrics

Assessment:

Role:

Teacher - Discussion leader

Students - Student and Summarizer

Teaching Procedure:

= Students form a group of five.

Modeling the specific text

Face-to-face

Role:

1. Teacher leads the discussion about the
haunting situation and asks the students

using questions.

T

S:
2. Teacher introduces the topic of the lesson.

T.

Teacher - Discussion leader

Students - Student and Summarizer

4 v 4 o 4 o

Have you ever experienced the
haunting situation before?

(Various answers)

What had happened?
(Various answers)

Can you recall your story?
(Various answer

Can you tell your story about that
haunting situation?

(Give some sample of their story)

Our todays topic is about how to

Online
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narrate the story.

Does anyone know what narrative
writing is?

S: It is a writing that tells a story.
The writer tells a story that set the
background, describes, and

comments the event.

T In this unit, you will write a narrative
paragraph that tells an urban legend.
Do you know what urban legend is?
A ghost story.

S1. J y
A hunted story.

S2.
A mysterious story.

S3: Y Y

T An urban legend is a form of modern

folklore with fictional stories often
rooted in local popular culture.

Teacher shows the students the sample

narrative writing: Elisa Day

There is a legend about the beautiful
woman whose dead is mysterious. In
medieval Europe, there apparently lived a
young woman named Elisa Day, whose
beauty was like that of the wild roses that
grew down the river, all bloody and red.
One day, a young man came into town and
instantly fell in love with Elisa. They dated
for three days. On the first day, he visited
her at her house. On the second day, he
brought her a single red rose and asked her
to meet him where the wild roses grow. On
the third day, he took her down to the
river—where he killed her. The horrible man
supposedly waited till her back was turned,
then took a rock in his fist, whispering, “All
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Teacher posts the sample

narrative writing: Elisa Day on

Facebook, and tell them to

upload it for doing the activities.



beauty must die~—and with one swift blow,
he killed her instantly. He placed a rose

between her teeth, and slid her body into
the river. He has disappeared. Some people
claim to have seen her ghost wandering the
riverside, blood running down the side of
her head, a single rose in her hand. Elisa

was killed because of love and trust.

Teacher asks the students read the text.

Then teacher teach the students about the

narrative paragraph organization.
T:. A paragraph has three parts that are;

the topic sentence that explains about
the topic, the supporting sentence that
explains and gives examples about

the topic, and the concluding sentence

that summarizes the main point.

Teacher asks the students to analyze the

events from the story.
T. Which sentence in the reading text is

a topic sentence?

S: The first sentence.

T. What does it say?

S: There is a legend about the beautiful
woman whose dead is mysterious.

T: What does this sentence tell you?

S: It tells me that | am going to read the
story of the dead woman.

Teacher checks the students- understanding

towards the text.

T. What words does the writer use to
order the events in the story?
S: One day, On the first day, On the
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S:

second day, On the third day,
What words does the writer use to
describe Elisa?

Beautiful.

Teacher shows the PowerPoint on the

screen and asks the students to number the

order in which the events occurred.

a. The man killed Elisa.

b. The man took Elisa down to the

river.

¢. The man came into the town and

fell in love with Elisa.

d. The man brought her a rose.

e. The man came into her house.

T
S:

Which situation occurred first?
CEDBA

Teacher checks the students’ understanding

by showing the answers on the PowerPoint.

T. Inthe concluding sentence, the writer
explains what have happened after the
death of Elisa. Which sentence best
describes the situation?

a. | All beauty must die.

b. | Elisa was killed because of love and
trust.

c. | Some people claim to have seen her
ghost wandering the riverside.

d. | Elisa's beauty was like that of the wild
roses.

S:  Sentence B
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9.

Teacher asks the students to analyze the

language focus.

T.  When did the story take place?

S:  Inthe past.

T. What grammar the author used to
narrate the story?

S:  Pasttense.

T. How do you use past tense?

s.  When we talk about the action that
occurred in the past.

7. Canyou give me example of past
tense form?

S.  Was, had, went, walked, etc.

T. Teacher asks the students to work in a

group of 4-6 students. Teacher give a

set of topic cards to the students that

the students need to take in turn pick
up the card form the top of pile to talk

about the story related to the topic on

the card. The other students ask the

guestions to the speaker to get the

person speak more. Then, the students

take turn.

Teacher asks the students to analyze the

transitional signals in the text.

254

Teacher posts the useful links for
the students to learn about the
transition signal on Facebook

and Line application.
http.mwww readingrockets.org/.con

tentpdfsitransition«20words.pdf

http.,grammar.yourdictionary.co

mystyle-and-usage/list-transition-


http://www.readingrockets.org/content/pdfs/transition%20words.pdf
http://www.readingrockets.org/content/pdfs/transition%20words.pdf
http://grammar.yourdictionary.com/style-and-usage/list-transition-words.html
http://grammar.yourdictionary.com/style-and-usage/list-transition-words.html

10

11

12

T. Can you find the transitional signal in
the paragraphs? What are they?
S:  (On the first day, Then, etc)

T: You may find the other transitional

signals in the Edmodo.

Can you tell me why we have to use

the signal words?

S:  Totell the order of events in the story.

Teacher asks the students to stand in circle

and make up a story of the day. Each

student must make one sentence and start

the sentence with the transition signal. For

example:

S1: On the first day | come to SWU, | was
Very nervous.

S2:Then, | felt more relax when | met my
new friends.

Last S: Finally, we become a friend in

crime from then.

Teacher randomly selected the students by
to report to the class about the transition
signals that were used in the story of the
day.

Teacher asks the students to analyze the

rhetorical focus.

T. With your group, read the passage

again and discuss what information is
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words.html

Teacher asks the students to
study the transition signal and

give comments on Facebook.


http://grammar.yourdictionary.com/style-and-usage/list-transition-words.html

included in each paragraph. Fill in the

given worksheet.

Narrative Organization

Topic sentence

S: (work with their group and analyze the

rhetorical structure of the narrative

organization. Then, they present and
compare to their classmates.)

Expected answer

Narrative Organization
Topic sentence

- The topic sentence tells the reader what
the story will be about

-1t may also tell when and where the story
took place.

- The topic sentence should capture the
readers interest

Supporting sentence

- The supporting sentences tell what
happened.

- The supporting sentences explain the
sequence of events.

-They include sensory details, such as what
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the writer saw, heard, smelled, or tasted.
- Supporting sentences also tell about the

writer's feeling during the events.

Concluding sentence

-The concluding sentence ‘wrap up-the
story.
-The concluding sentence may include a

comment about why the experience was
important or what the writer learned from

the experience.

Teacher asks students to use their
smartphones to look online to find more

example of urban legend.

Teacher shared one example of the online
urban legend beforehand.
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Students surf the internet finding
the example of the narrative
writing. The suggested websites

are:

http./listverse.com/2013/06/12/10-

creepy-urban-legends-from-

around-the-world,

http.,www.cracked.comarticle 1

5628 the-5-creepiest-urban-

legends-that-happen-to-be-

true.html

Sample narrative paragraphs

The Choking Doberman
This urban legend comes from
Sydney, Australia, and features
a bizarre story regarding a

choking Doberman dog. One

night, a couple who had been out

for a few too many drinks came



http://listverse.com/2013/06/12/10-creepy-urban-legends-from-around-the-world/
http://listverse.com/2013/06/12/10-creepy-urban-legends-from-around-the-world/
http://listverse.com/2013/06/12/10-creepy-urban-legends-from-around-the-world/
http://www.cracked.com/article_15628_the-5-creepiest-urban-legends-that-happen-to-be-true.html
http://www.cracked.com/article_15628_the-5-creepiest-urban-legends-that-happen-to-be-true.html
http://www.cracked.com/article_15628_the-5-creepiest-urban-legends-that-happen-to-be-true.html
http://www.cracked.com/article_15628_the-5-creepiest-urban-legends-that-happen-to-be-true.html
http://urbanlegends.about.com/od/dogs/a/chokingdoberman.htm
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home to find their dog choking in

the living room. The man

panicked and fainted, but the
woman decided to call her old
friend, a vet, and arranged to

drop the dog off at the vet clinic.

After dropping off the dog, she
decides to go home and get her

husband into bed. It takes her a

while to do this, and in the

meantime, the phone rings. The

vet screams hysterically that they
need to get out of the house

immediately. So without any clue
as to what's going on, the couple

leave the house as quickly as

possible.

As they come down the stairs,
several policemen run up to meet

them. When the woman asks

what the problem is, a policeman
gently tells her that the dog was

choking on a mans finger. A
burglar must still be present in
their home. Soon enough, the
former owner of the finger is
found unconscious in the

bedroom.

11  Teacher asks the students to report the

finding and share their finding online.

Then, the teacher shows the examples on
12
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14

15

the screen. Then, teacher concludes the
concept of the narrative writing.

T: “As you can see, a narrative is story

writing. The writer tells the story that

sets the background of an event,
describe and comment the event. When

you write a story, you write the events

in the order using time signal »

Teacher asks students in small groups to
summarize the concepts of the topic
sentence of the narrative paragraph.

T: What is the topic sentence?
S:  «The topic sentence of the narrative

paragraph usually tells the reader what
the story will be about, or it may tell
where and when the story takes place.

It should capture the readers interest.

Teacher asks the students in the same group
to identify the concepts of the supporting

sentences of the narrative paragraph.

T: What are the supporting sentences?

S:  «The supporting sentences of the
narrative writing tell what happened. It
explains the sequence events. It

includes sensory details such as what
the writer saw, heard, smelled, or

tasted, also the writers feeling.

Teacher asks the students in the same group
to explain the concepts of the concluding

sentence of the narrative paragraph:

T. What is the concluding sentence?
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S:  «The concluding of the narrative
writing wraps up the story. It includes

a comment why the story is important
or what the writer or reader learned

from it~

16  Teacher selects one urban legend, and
asked the students to do the activities

together.

Example

A child who woke during the night
would frequently hold her hand out to
her dog to lick so she would go back to
sleep. One night, she was awakened
multiple times by what sound like a
dripping faucet. Each time she awoke,
she put her hand down for her dog to
lick. When morning came, she went into
the bathroom to find out what was
causing the dripping. In the shower, she
discovered her dog hanging from the
curtain rod, with his blood dripping into
the drain. When she returned to her
room, she discovered a note which read,
«Human can lick, too~.

T. Can you find the topic sentence in this

story?
S: No.

T: What should be the best topic

sentence?

S: There is a scary story of the girl with
her beloved dog that died strangely.
T. Can you find the concluding sentence

in this story?
S: No.

T. What should be the best concluding

sentence?
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S: The dead of the girl's dog is

mysterious, so as the things that

licking her hand at night.

Teacher asks the students to work in pairs
and look through the online example that
they have shared online again, and figure
out whether it has a topic sentence, the
supporting sentences, and concluding
sentence or not. Then, teacher tells the

students to fill in the missing part of the

paragraph.

Teacher tells the students that in order to
write a narrative paragraph the writer
should include the sensory details and the
emotional details of the writing in order to
give the reader the better picture of the
writing.

Teacher explains and gives example of

each detail.
T. Look at the following example, and
tell me what the sensory details are.
- My teeth were chattering and
my legs felt like jelly.
-l could smell the aroma of the
roses in the garden.
- This soup taste so good like

the food from heaven.

- | could hear a loud noise of
the crash at the back of the

school.

Sensory details give information about
S:

261

Students share their selected
creepy urban legend with the
additional of topic sentence and

concluding sentence online.

Other students give comments on

the peers> works.



S:

how something looks, tastes, smells,

feels, and sounds.

Look at another set of example, and

tell me what the emotional details are.

- | feel so happy like I never

ever happy before.

- The movie gives me such a

miserable feeling.

- The sight filled me with

excitement.

Emotional details help readers
understand the writers feeling.

19 Teacher asks the students to practice

analyzing the sensory and emotional

details.

T

With your group, read the sentences
below and discuss whether it is

sensory or emotional details. Write S

next to the sentences that have sensory

detail. Write E next to the sentences

that have emotional details.

1. The morning mist brought in the

smell of the ocean.

2.We were very nervous, so we called

the police.

3.1 had never felt such happiness.

4. The dates were sticky and sweet,

and they were delicious with the hot,

bitter tea.

5.1 felt a sharp pain in my ankle, and |
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recognized the sting of jellyfish.

T. Can you tell me what the answer for
item 1 is?
s. Itssensory detail, so I put S in the

space.

T.  What makes you think that?

s.  The words -smell of the ocean
T. Verygood.

Answer:

1S 2E 3E 4S 58S

Collaborative writing

Role: Teacher -facilitator
Students —group member and writer

20 Teacher asks the students to analyze and

brainstorm the ideas.

T.  Work in small group and think about
the time you face the hunted situation.
Complete the chart with detail about
what happened before, during and

after the situation.

Haunted situation Before | During | After

Who was there?

What happened?

How did you feel?

T. Tell your friends about your haunted

situation by using the data in the
table?
S1: (Presentation)
S2. (Presentation)

21 Teacher tells the students that they have to

practice writing their own narrative
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paragraph by using :
- The narrative paragraph
organization: topic sentence,

supporting sentence, and concluding
sentence

- Past tenses
- Sequence words to tell the order of

events

- The sensory and emotional details

22 Teacher gives the students the writing
instruction. Students are asked to work in

pair to write a short narrative paragraph of
150 - 200 words about their haunted

situation that they have ever faced in their
life.

Instruction

Directions:

Select one photo in your mobile phone, and
arite a narrative paragraph of 150 — 200
words by telling the urban legend based on
your selected photograph. Use sensory and
emotional details to help the reader
understand what your experience and how
you feel. Also, tell what you learn from that
experience.

In your paragraph you should include:

- The narrative paragraph

organization: topic sentence,

supporting sentence, and
concluding sentence

- Past tenses

- Sequence words to tell the order of
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24

events
- The sensory and emotional details
Students outline the order of events and

information.

Students then work with other pairs and
give the peers a comment using peer
review’s questions.

T: For this peer review, you will be
working in a peer review in pair. The pairs
will review the papers of the other pairs.
Review the papers of your peers, by

completing the peer review’s form.

Peer Review's Questions

1. Does the paragraph include the
topic sentence?

From the topic sentence, do you
have a clear picture of where the
paper is going?

2. Does the paragraph provide
specific arguments, examples, or
illustrations supporting the topic
sentence?

3. Does the paragraph use the
appropriate grammar structure for
this type of writing?

4. Does the paragraph use the
appropriate vocabulary for this
type of writing?

5. Does the paragraph include the
concluding sentence?

6. Does the paragraph include the
topic?

7. lIsitagood topic for this
paragraph?
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Self-writing
Teachers role: facilitator
Student's role: writer

Students visits Facebook in order
to download the online task’s
direction that students are
required tell a story about the
urban legend that they have

heard when they were young.

Students work independently out
of the class time to integrate the
knowledge from the modeling
the specific text stage lesson and
the comments from peers to
compose their individual
paragraph. Then, the students
write a narrative paragraph
telling their classmate about their

well-known urban legend.

Teacher posts the instruction on

Facebook.

Instruction

Directions:

Write a narrative paragraph of
150 — 200 words about urban
legend that you have heard when
they were young. Use sensory
and emotional details to help the
reader understand what your
experience and how you feel.
Also, tell what you learn from
that experience.

In your paragraph you should
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include:

e The narrative paragraph

organization: topic sentence,

supporting sentence, and
concluding sentence

e Past tense

e Sequence words to tell the
order of events

e The sensory and emotional
details

e The vocabulary from the given

models

Teacher posts the peer feedback-s
guestions on Facebook.

Teacher asks the students to share
their work in the Facebook group
(EN131 GWIMBLE). The students
are allowed to give comments on the
classmate’s paragraph.

Teacher gives the students
comments and allows the others
students to give comments on their

classmates’ work.

Teacher asks the students to look at
the post of their peers and ask the
students to select the story that they
like the most, and then give
feedback or share their experience or

feeling in the comment’s box.



Unit 2: Narrative writing

Lesson 2: The urban legends in the classroom

Overview:
Duration:
Topic:
Participants:

Objectives:

Background

knowledge :

Materials:

Students will learn the narrative writing process.
3 hours

The urban legends in the classroom

35 first year English major students

Terminal objective

Students will be able to write narrative paragraphs to describe the

sensory and emotional situations in their campus urban legend.

Enabling objectives

Students will recall and describe the rhetorical focus of narrative

organization: topic sentence, supporting sentences, and concluding
sentences.

Students will analyze the characteristics and features of a narrative
paragraph.

Students will write an outline of a narrative writing

Students will construct the first draft of the narrative writing
Students will be able to apply the criteria to peer-edit their narrative
paragraphs.

Students will be able to revise their narrative paragraphs.

Students will be able to construct the first draft of the university’s

urban legend.

Present simple tense
Present perfect tense
Present continuous tense
Past continuous tense

-Access to Facebook
-Powerpoint
-Worksheet

- Students’ Facebook post
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-Peer Editors Questions
Evaluationy Scoring Rubrics
Assessment:
Role: Teacher - Discussion leader
Students - Student and Summarizer
Teaching Procedure:
+ Students form a group of five.
Face-to-face Online

Collaborative writing

Role: Teacher - Discussion leader
Students - Student and Summarizer

1. Teacher randomly selects five posts of the

original version of the students: urban

legend on Facebook and shows them on the

screen.

2. Teacher asks the students in class to look at

their peers> Facebook post and asks the

students to tell the characteristics and the

language features of their peers’ Facebook
post.

T.  What are the narrative writing
organization?
S: AKkind of writing that narrates or

tells the story.

T.  What are the words that the writers’
use to order the sequence of the
story?

S:  The writer uses transition signals

T.  Can anyone give me the examples of

signal words?
S1. First,
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S2.
S3.
S4.

After that,

Eventually,

Finally,

According to your peers’ Facebook

post, can you give the examples of
the sensory details?

(Give some sample of the sensory
details based on the class> urban
legend)

According to your peers: Facebook

post, can you give the examples of
the emotional details?

(Give some samples of the emotional

details based on the class urban

legend)

3. Teacher asks each student to vote for the

best post of the day.

T.  Which should be the urban legend
Instagram post of the day?

S (Vote for the best post)

T.  The urban legend post of the day is

4. Teacher tells the students that they have to

construct their urban legend related to the

classroom.

Prewriting

Role:

Teacher's role - discussion leader and

facilitator

Student's role - summarizer and writer

6. Teacher asks the students to surf the

internet to find the example of the urban

270

Students log on to the Facebook
to vote for the best post of the

day.



legend related to the classroom context and
then identify the characteristics and

language features of it. Teacher asks the

students to answer the gquestions about the

sample models.
T.  What is the title of the story?
S:  (Various answers)

T.  Which sentence tells you the topic?
What is it called?
S.  First sentence and it is called a topic

sentence.

T. Can you find the transitional signal in
the paragraphs? What are they?

S.  (Various answers)

T. How many tenses are there in the
sample paragraphs?
S: (Various answers)

T: How does the writer end a story?

S: By writing a concluding sentence that
includes a comment why the story is
important or what the writer or reader

learned from it

Teacher tells the students that in order to
compose the urban legend successfully;
they need to work through the stages of
prewriting, writing the first draft, editing,
writing the final draft, and publishing.

Teacher tells the students that in students
can write the outline in order to brainstorm

their idea. Teacher shows the example of
the paragraphs outline on the screen.

T. To forman outline, you need to use a

Teacher posts the information
about the stages of prewriting,
writing the first draft, editing,
and writing the final draft on

Facebook. (Handout)
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listing technique to get your ideas and
then you have to edit your list to get
rid of the unnecessary or the

irrelevance ideas.

Teacher asks students to use their
smartphone to find more example of the

paragraph outline. Then, students tell the

class about the example that they can find
online.
Teacher tells the students to work in a

small group of 3 -4 students to make an

outline of their classroom urban legend

according to the following prompt.

Write a narrative paragraph of 200 words
telling the urban legend about the

classroom. It can be the story of the

classroom objects, teacher and students, or

the weird situation occurs in the classroom.
In your paragraph you should include:

e The narrative paragraph
organization: topic sentence,
supporting sentence, and
concluding sentence

e Past tense

e Sequence words to tell the order
of events

e The sensory and emotional details

Teacher tells the students that they can
download the writing instruction and

outline template on Facebook.

272

Students surf the internet to find
the examples of the paragraph

outline.

Teacher uploads the writing
instruction and outline template

on Facebook.

Students download the writing

instruction and outline template



12

13

After the students finish their outline,
teacher asks them reread the outline to edit
their list by crossing out their unimportant

ideas.

Teacher tells the students to create an
outline on the separate sheet of paper, and
present it to the class for the teacher and

peer’s comment.

Writing the first draft

Role:

14

Teachers role - facilitator
Student's role - writer
After the teachers approval, teacher tells

the students to write the first draft of their

short tale (200 words) based on their

outline.

Editing

15

16

17

18

When the students finish their first draft,
exchange the paper with the other group
and give each other feedback using the
peer review.

Teacher tells the students to look at the

students to consider their peers feedback
and revise their work.

Students share their revised first draft with

the classmate. Teacher motivates the
students to give their friends comments.

Teacher tells the students to vote for the

best classroom's urban legend.

T. Which story should be the best
classroom urban legend?

S: (Vote for the best urban legend)

on Facebook.

273



19.

274

Teacher asks the students to
publish the group’s work
paragraph on Facebook, and
allowed other students to
comment on the work online.
Students visit the Facebook in
order to download the prompt,
the tasks outline, and study the
example of the tasks.

Students work independently
out of the class time to write an
urban legend of the university
based on the prompt given.

Surf on the internet to find the
information about the university

for example: the university

history, the university building,
the university staff, places and

etc. Then, select information of

the university that you think it is
interesting to write a narrative
paragraph of 200 words telling
the urban legend about the

university.

In your paragraph you should

include:

e The narrative
paragraph organization:
topic sentence,
supporting sentence,
and concluding sentence

e Past tenses
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e Sequence words to tell
the order of events
e The sensory and

emotional details

3. Students follow the stages of
listing, outlining, and first
drafting. When they finish their

first draft teachers asks the
students to share their first draft
on their Facebook.

4. Teacher allows the others
students to give comments on

their classmates> work.




Unit 2: Narrative writing

Lesson 3: The university urban legends

Overview:
Duration:

Topic:

Participants:

Objectives:

Background

knowledge :

Materials:

Evaluation,
Assessment:

Role:

Students will learn the narrative writing process.
3 hours

The SWU urban legends

35 first year English major students

Terminal objective

Students will be able to write narrative text.
Enabling objectives

Students will recall the writing process of a narrative writing.
Students will identify the features of the Story bird's pictures book.
Students will revise and give feedback of their peers’ work.
Students will revise and edit the first draft of the process writing.
Students will construct the online narrative writing via story bird.

Present simple tense
Present perfect tense
Present continuous tense
Past continuous tense

- Access to Facebook
-Powerpoint

-Worksheet

- Students’ Facebook post

- Presentation program: e.g. Story bird, Emaze, and etc.

-Peer Editors Questions

Scoring Rubrics

Teacher - Discussion leader

Students - Student and Summarizer

Teaching Procedure:

= Students form a group of five.
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Face-to-face Online

Collaborative writing

Role: Teacher - Discussion leader
Students - Student and Summarizer

1. Teacher asks the students in class to
describe the steps of narrative writing

processes.

T.  What are the steps of the narrative
writing process?

S:  Outlining, First drafting, Revising,
Editing, and Final draft.

2. Teacher asks 2 -3 students to share their

attitude towards the writing steps

T.  What is your attitude toward the
writing steps?

S1. (Various answers)

S2: (Various answers)

S3.  (Various answers)

Modeling the text: The online story book

Role: | Teacher-s role - discussion leader

Student's role - student and summarizer

3. Teacher tells the students that on the online Students go to
instruction session the students will be www storybird.com, then the
asked to construct their urban legend using teacher asks the students to join
the presentation program. The example that the classroom.

is introduced in this is the Story bird.



http://www.storybird.com/
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Plan ahead for your spring fundraiser.

4. Teacher shows the students the sample The teacher allows the students’
work of the story bird and the to complete 2-3 slides shows
characteristics of the story bird. using Story bird.

Peer-feedback

Role: Teachers role - facilitator
Student's role - writer
6. Teacher shows the students a sample of the | 1. Teacher uploads the peer

students’ first draft that the teacher has feedback form on Facebook.
revised and gave feedback, and tells the 2 Students download the peer
students that they have to revise and give feedback form on Facebook.

feedback to their peers first draft of the
University urban legend.

7. Teacher shows one more example of the
students work and asks the students to give
the peer feedback to their peers> work.

8. The students will be working in a peer
review in pair. Each person in the pairs will
review the papers of the other people in the
pairs. Review the papers of your peers,
completing this form for each paper.

Peer review’s questions

1. Does the paragraph include the topic?
Is it a good topic?
2. Does the paragraph include the topic

sentence?




3. From the topic sentence, do you have a
clear picture of where the paper is
going?

4. Does the paragraph provide specific
arguments, examples, or illustrations
supporting the topic sentence?

5. Does the paragraph use the appropriate
grammar structure for this type of
writing?

6. Does the paragraph use the appropriate
vocabulary for this type of writing?

7. Does the paragraph include the
concluding sentence? From the
concluding sentence, do you have a
clear picture of what the whole

paragraph is about?

Editing

9.

When the students finish their peer review,
teacher tells the students to look at the

students to consider their peers feedback

and revise their work.
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Self-writing

I\

Students visit the Facebook in
order to download the prompt,
the tasks outline, and study the

example of the tasks.

Students work independently
and create their story book using
the Story bird or other
presentation program based on
the their revised first draft based

on the following situation:

Surf on the internet to find




280

the information about
Srinakharinwirot University for
example: University history,
University building, University
staff, University students, places
and etc.

Then, select a piece of
information of Srinakharinwirot
University that you think it is
interesting to write a narrative
paragraph of 250 words telling
the urban legend about the
university.

In your paragraph you should

include:

e The narrative
paragraph organization:
topic sentence,
supporting sentence,
and concluding
sentence

e Pasttense

e Sequence words to tell
the order of events

e The sensory and

emotional details
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The legend of the
SWU Ongkharak
campus pond

3 Teacher asks the students to

share their work on Facebook.

4. Teacher allows the others
students to give comments or
share their experiences on their

classmates> works.
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APPENDIX D: The students writing tasks

GWIMBLE

Unit 1: Procedural writing

Lesson 1: Modeling the procedural text

Directions:

Write a process paragraph of 150 — 200 words. Describe the steps for
making your signature dish especially for your beloved one. Try to think of
three or four steps that describe the process. Describe how to cook your
signature dish, explain why you decide to cook that dish, what ingredients
are needed, and who is it for.

In your paragraph you should include:
o The topic of your paragraph

o The process paragraph organization: topic sentence,
supporting sentence, and concluding sentence

o Imperative sentences

o Time-order transition signals or listing-order transition
signals.

Share your work on the Facebook group (EN131 GWIMBLE)

Due date: August 26, 2016.



GWIMBLE
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Unit 1: Procedural writing

Lesson 2: Collaborative writing

Directions:

Form a group of 3 — 5 students and ask your friend on Facebook about their
most favorite ingredient (one each) for cooking. Then, write a process
paragraph of 150 — 200 words to describe the steps for cooking a dish from
the ingredients that your friends mentioned. Try to think of four or five steps
that describe the process. Describe how to cook your selected dish, explain
why you decide to cook that dish.

In your paragraph you should include:

o

(@]

The topic of your paragraph

The process paragraph organization: topic sentence,
supporting sentence, and concluding sentence

Imperative sentences

Time-order transition signals or listing-order transition
signals.

Share your work on the Facebook group (EN131 GWIMBLE)

Due date: September 5, 2016.
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GWIMBLE

Unit 1: Procedural writing

Lesson 3: Self-writing

Directions:

You are living alone at the SWU dormitory with 50 baths left in your
pocket. Your mom is going to give you some money in the next five days.
Your friends and roommates are all at their home. So, it is the time that you
have to survive by your secret cooking for yourself for the next five days
from only one menu.

Think about 3 — 5 special and cheap ingredients that you can find in
SWU or in your dormitory for cooking this budget dish (It should not cost
more than 50 baht). Then, write a process paragraph of 200 — 250 words to
describe the steps for cooking a dish from the ingredients form your selected
paragraph.

Try to think the steps that describe the process. Describe how to cook
your selected dish, explain why you decide to cook that dish.

In your paragraph you should include:
o The topic of your paragraph

o The process paragraph organization: topic sentence,
supporting sentence, and concluding sentence

o Imperative sentences

o Time-order transition signals or listing-order transition
signals.

Share your final work on the Facebook group (EN131 GWIMBLE)

Due date: September 12, 2016.
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Unit 2: Descriptive writing

Lesson 1: Modeling the descriptive text

Directions:

Choose the topic from the list on page 2 and write a descriptive paragraph of
150 — 200 words. Describe the place that is special for you as one of the
memorable places in Thailand in details. Where is it? What do you like most
about it? What feeling and memories associated with the place?

In your paragraph you should include:
o The topic of your paragraph

o The process paragraph organization: topic sentence,
supporting sentence, and concluding sentence

o Sensory and Specific details
o The picture of the place you describe

o The outline and first draft of your work.

Share your work on the Facebook group (EN131 GWIMBLE)

Due date: September 16, 2016.
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Unit 2: Descriptive writing

Lesson 2: Collaborative

Directions:

You are the winner of the Mr. and Mrs. District contest, and you are
assigned by the district-chief officer to promote tourism in the district. Write
a descriptive paragraph of 150 — 200 words. Describe the selected place that
Is worth visiting in the district except SWU. Where is it? Why do you think
it is the best place to visit? What feeling associated with the place?

In your paragraph you should include:
o The topic of your paragraph

o The process paragraph organization: topic sentence,
supporting sentence, and concluding sentence

o Sensory and Specific details
o The picture of the place you describe

o The outline and first draft of your work.

Share your work on the Facebook group (EN131 GWIMBLE)

Due date: September 23, 2016.
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Unit 2: Descriptive writing

Lesson 3: Self-writing

Directions:

You are the president of the university. You have just finished developing
the University landscape. Write a descriptive paragraph of 150 — 200 words
describe how the university looks like. Why did you develop the campus
atmosphere as you planned? How did you feel about the work you have
done?

In your paragraph you should include:
o The topic of your paragraph

o The process paragraph organization: topic sentence,
supporting sentence, and concluding sentence

o Sensory and Specific details
o Spatial order
o The photos of the place you describe

o The outline and first draft of your work

Share your work on the Facebook group (EN131 GWIMBLE)

Due date: October 3, 2016.
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Unit 3: Narrative writing

Lesson 1: Modeling the narrative text

Directions:

Write a narrative paragraph of 150 — 200 words about the urban legend that

you have heard when they were young. Use sensory and emotional details to
help the reader understand what your experience and how you feel. Also, tell
what you learn from that experience.

In your paragraph you should include:

o

o

The topic of your paragraph

The process paragraph organization: topic sentence,
supporting sentence, and concluding sentence

Sensory and Emotional details
Your own photograph

The outline and first draft of your work

Share your work on the Facebook group (EN131 GWIMBLE)

Due date: October 17, 2016.
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Unit 3: Narrative writing

Lesson 2: Collaborative writing

Directions:

Write a narrative paragraph of 200 words telling the urban legend about the
classroom. It can be the story of the classroom objects, teacher, and students,
or the weird situation occurs in the classroom.

In your paragraph you should include:
o The topic of your paragraph

o The narrative paragraph organization: topic sentence,
supporting sentence, and concluding sentence

o Sequence words to tell the order of events
o The sensory and emotional details
o Your own photograph

o The outline and first draft of your work

Share your work on the Facebook group (EN131 GWIMBLE)

Due date: October 24, 2016.
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Unit 3: Narrative writing

Lesson 3: Writing a final draft

Directions:

Surf on the internet to find the information about the university for example:
University history, University building, University staff, University students,
and etc.

Then, select a piece of information about the university that you think it is
interesting to write a narrative paragraph of 250 words telling the urban
legend about the university.

In your paragraph you should include:
o The topic of your paragraph

o The narrative paragraph organization: topic sentence,
supporting sentence, and concluding sentence

o Sequence words to tell the order of events
o The sensory and emotional details
o Your own photograph

o The outline and first draft of your work

Share your work on the Facebook group (EN131 GWIMBLE)

Due date: October 31, 2016.
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Unit 4: Persuasive writing (SWU urban legend)

Lesson 1: Modeling the persuasive text

Directions:

interested in.

Surf on the internet to find the discussion forum on Pantip that you are

Write a persuasive paragraph of 250 - 300 words giving your opinion on the
selected issue on Pantip and post it on Facebook.

In your paragraph you should include:

o

o

The topic of your paragraph

The persuasive paragraph organization: topic sentence,
supporting sentence, and concluding sentence

Opinion transitions
Your own photograph
url of the selected discussion forum (Pantip)

The outline and first draft of your work

Share your work on the Facebook group (EN131 GWIMBLE)

Due date: November 7, 2016.
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Unit 4: Persuasive writing

Lesson 2: Collaborative writing

Directions:

advertisement.

Surf on the internet to find the advertisement that you are interested in.
Choose one advertisement (from YouTube or Facebook), then write a
persuasive paragraph of 250-300 words giving your opinion toward the

In your paragraph you should include:

o

o

The topic of your paragraph

The persuasive paragraph organization: topic sentence,
supporting sentence, and concluding sentence

Opinion transitions

Modal verbs

Opinion clauses (reason, contrast, result)
Your own photograph

url of the selected advertisement

The outline and first draft of your work

Share your work on the Facebook group (EN131 GWIMBLE)

Due date: November 14, 2016.
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Unit 4: Persuasive writing

Lesson 3: Self-writing

Directions:

Read about the problems of the Jones family which are explained on page
180 (in Unit 4 Persuasive writing 2 handout)

Surf the internet to explore some information about the departments, the
faculties, the course or the activities in your university.

Write a persuading paragraph (250 — 300 words) to give advice or persuade
Mr. and Mrs. Jones to send Tom to study at your university.

In your paragraph you should include:

o

o

The topic of your paragraph

The persuasive paragraph organization: topic sentence,
supporting sentence, and concluding sentence

Opinion transitions

Modal verbs

Opinion clauses (reason, contrast, result)
Your own photograph

url of the selected website

The outline and first draft of your work

Share your work on the Facebook group (EN131 GWIMBLE)

Due date: November 21, 2016.
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APPENDIX E: The test specifications of the pre and post-test of English writing
ability and thinking skill

In this study, the construct of the test will be set-based on the list of the
students> writing knowledge and competence (Bachman and Palmer, 1996: Weigle,

2002). On the other hand, the test will be developed according to the revised Bloom's

taxonomy, namely remembering, understanding, applying, analyzing, evaluating,

and creating action verbs to evaluate the students thinking skills (Anderson and
Krathwohl, 2001). Therefore, the areas of language ability and knowledge, and
revised Bloom's taxonomy action verbs are chosen as the constructs of the test.

The test will be developed based on the test specifications framework of

Alderson, Clapham, and Wall (1995) as explained below.

Test specification information
1.1 The purpose of the test
The test aims at examining the writing and thinking ability in English

(grammatical knowledge, textual knowledge, functional knowledge,
sociolinguistic knowledge, and strategic competence)in various genres
(descriptive, narrative, procedural, and persuasive)of the undergraduate
English-majored students who are enrolled in the Basic Writing course. The
test is a low-stake, achievement, and summative test with the aim of
evaluating the students-accomplishment at the end of the course. The
stakeholders of the test are the students and the instructors of the course. This
test is the instrument for diagnosing the students- ability to write a paragraph
in four genres; specifically descriptive, narrative, procedural and persuasive.

The test will be designed to correlate with the course objectives

indicated in the course specification of the EN 131 Basic Writing course. The

objectives are as follows:
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1. The students will be able to recognize patterns, the organization and

the process of writing.

2. The students will be able to apply the correct use of sentence
structures, grammar, mechanics, organizational patterns and the

writing process in their expression of ideas.
3. The students will be able to write well-organized, coherent and

unified paragraphs or short compositions.

1.2 Characteristics of the test takers
The target of this test is a group of students who are enrolled in the

EN 131 Basic Writing course in the first semester of the Academic year 2016.
They are thirty-five English-majored students from the Faculty of Humanities
at Srinakharinwirot University. The Thirty-seven students are all Thai. They
are both male and female first-year students. This course is offered as a

compulsory course.

1.3 Test level
This test will be a summative course, low-stake test It will be a

writing test that is assessed by using the criteria and rubrics designed

according to the course and lesson objectives. Therefore, it will be a criterion-
referenced test It is aimed at university students with an intermediate

language level.

1.4 Definition of construct
(1) Grammatical knowledge
It includes the knowledge of the vocabulary, grammatical structures,
morphology, and syntax based on the rhetorical situations and the writing

genres provided. The details are shown below:
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e Knowledge of syntax-The students are able to use the syntactic

structure accurately, with the range of general and specific

vocabulary needed in each genre.

e Knowledge of genre - The students are able to analyze the task and
write a paragraph by using the knowledge of genre -language
used specifically for each genre.

e Knowledge of rhetorical organization - The students are able to

organize their writing into a paragraph using typical

organization: topic sentence, supporting sentences (body), and
concluding sentence in each genre, namely: descriptive,
narrative, persuasive and explanatory.

e Knowledge of cohesion - The students are able to include some
connections among the information.

e Knowledge of lexis - The students are able to use the general and

specific terms needed in descriptive, narrative, persuasive, and

procedural writing.

o Descriptive: adjectives in descriptive writing
o Narrative: order of events, the simple past, the past

continuous
o Procedural: linking words associated with reasoning,

introducing facts, giving reasons
o Persuasive:time order signal words, imperative

sentences

(2) Strategic competence

The students are able to use writing strategies - generating ideas,
organizing, revising and editing, and evaluating -to complete the task

successfully.
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(3) Sociolinguistic knowledge

It is the students' knowledge of how to use the language

appropriately in different situations.

(4) Thinking skills
The students are able to complete the task assigned by the action verbs

of the revised Bloom's taxonomy.
e Remembering: describe, tell,
e Understanding: compare, explain,
e Applying: illustrate
e Analyze: explain, compare, criticize
e Evaluating: justify, evaluate

e Creating: design

1.5 Content of the test
(1) Organization of the test:

a. Number of tasks: 3 tasks (3 items) 120 points 40 points each)
b. Types of tasks: writing a short narrative of a past story, explaining the

process of cooking some dish and writing an opinion paragraph on a

controversial issue.
c. Response format: writing a short paragraph of 200 words on a

separate answer sheet

(2) Time allocation: 3 hours

(3) Length of input data: 3 pages

1.6 Test task details

(1) Score: 60 points (20 points each) for writing ability assessment

60 points (20 points each) for thinking skills assessment
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(2) Purposes:
a. To evaluate the test takers ability to write in four genres, namely:
descriptive, narrative, procedural, and explanatory.
b. To evaluate the test takers: ability to use the lower-order and higher-
order thinking skills of the revised Bloom's taxonomy
(3) Items: 3 items (no.1-3)
(4) Tasks:
a. Taskl

This test requires the students to write in the procedural and
descriptive genres. They will be required to write a short paragraph of

150 - 200 words by following the prompt given in the test.
b. Task Il

This test requires the students to write a short explanatory paragraph

of 150 - 200 words. They will be required to follow the prompt given
in the test.

c. Task I
This test requires the students to write a short narrative paragraph of

150 - 200 words by following the prompt given in the test.

(5) Test tasks/ Response formats

This test is aresponsive test task that requires the students to write

in the written form.The test takers need to perform at a limited
discourse level of genre, connecting sentences into paragraph (Brown,
2004).

a. Taskl

The first task is to write a descriptive and procedural paragraph. The

students will be asked to read a fact file of a celebrity and then also

choose the dish that he/she should eat. Then, the students need to

write a paragraph describing the food and the steps needed to cook
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the dish, and explain why the dish is suitable for their favorite

celebrity. The Bloom’s taxonomy action verbs that are in this test are
described, explain, and design. The lower-order thinking skills and
higher-order thinking skills are under the classification of
remembering, understanding, evaluating and creating. They have
forty minutes to finish the task.

b. Task Il
The second task is to write a persuasive paragraph giving an

opinion on a controversial situation. The students will be given a
short article about the debated issues in Thailand. Students will be
asked to read the short article and give their opinion toward it. The
Bloom's taxonomy action verbs that will apply in this task are
described understanding), compare @nalyze), and state own opinion
evaluating).

c. Task Il

The last task is to write a narrative paragraph. The students will be
asked to tell a story about their recent trip. The students have to

write the answer into the space provided, and also justify what they

have learned from the trip. The Bloom's taxonomy action verbs that
are used in this test are:tell, what, where, when, which, who,
describe the situation (remembering), explain understanding, tell
how @pplying), and tell why evaluating). They have forty minutes to

finish the task. Then, the task will be collected by the test proctors.

1.7 Grading Criteria

The criteria used to grade the students> writing are the analytic

scoring. The grading criteria are based on the test construct details:
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grammatical knowledge, textual knowledge, functional knowledge,

sociolinguistic knowledge, and strategic competence.

The criteria used for grading the students thinking skills are the

analytic scoring. The grading criteria are based on the revised Bloom's
taxonomy: remembering, understanding, applying, analyzing, evaluating,
and creating.

1.8 Rubric
The criteria used in the writing ability rubric are the written
communication, critical thinking and creative thinking value rubrics (The
Association of American Colleges and Universities, 2012) with the
adaptation of the language function of the paragraph essay.
The criteria used in the thinking skills rubric are adapted from the

revised Bloom's taxonomy by Anderson and Krathwohl (2001).
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APPENDIX F: The pre-test and post-test of English writing ability and thinking

skills

Testitems1-3

1. Instruction: Write a descriptive and procedural paragraph of how to
cook food by following the steps below:

Read the following fact file of the celebrity

ADAM LEVINE
LIKE: DISLIKE:
* Anything with soup o Deep-fired dish
» Many kinds of meat * Seafood especially
+ Green vegetables shrimp
¢ Rice ¢ Raw food
» Spicy food is ¢ Tomato and carrot
preferable. o Food that is sweet.

/4

From the information given, design the new dish that suit Adam's
preference. You need to describe the dish by describe what it is and how it
tastes. Then, explain how to cook this dish. Also, explain why you

recommend this dish for Adam.

Words limit: 200
Time: 60 minutes
Scores: 40 points
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2. Instruction: Write persuasive paragraph according to the following
comment posted on the online forum:

g Posted by Patricia

11102558 2259
There's nothing wrong with kissing in the public. Everybody
have their own right to do something. Many people do it and if
it does not hurt anyone. | think it is OK.

Write a paragraph web post responding to the previous situation by
answering the following questions:

e Do you agree or disagree with this statement? Why?

State your opinion toward kissing in public in Thailand.

Words limit. 200
Time: 60 minutes
Scores: 40 points

3. Instruction: Write a narrative paragraph of your past learning
experience.

One of the Chinese proverb in learning said that <Learning is a treasure
that will follow its owner everywhere .

Write a narrative paragraph telling your own story of you learning a
significant life lesson. Describe your life experience and how it

changes your life.
Words limit: 200
Time: 60 minutes
Scores: 40 points
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The rubric of GWIMBLE procedural writing
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Criteria

Scores

4

3

2

1

Introduction

The introduction
excellently states
the main topic and
previews the
structure of the
paragraph that
excellently inviting
the reader to follow
the steps of doing

The introduction
clearly previews
the structure of the
paragraph, but is
not particularly
inviting

to the reader to
follow the steps of
doing something.

The introduction
states the main topic,
but does not
adequately preview
the structure of the
paragraph nor

is it particularly
inviting the reader to
follow the steps of

There is no clear
introduction of the
main topic or
structure of the
paragraph.

something. doing something.

Content Reader fully Reader mostly Reader partly Reader hardly
understands the understands the understands the understands the
steps of instruction | steps of instruction steps of instruction | steps of instruction.
and put them in a and put them ina | and put themina
form of a paragraph.| form of a form of a paragraph,

paragraph, but but there is confusio
there is confusion | in most steps.
in some steps.

Language Writer perfectly Writer suitably Writer barely uses | Writer poorly uses

features uses the sequences | uses the sequences order, | the sequences order,

order, vocabulary,
and the imperative
sentences to
describe the steps

of doing

something that make
the steps

easy to understand.

the sequences
order, vocabulary,
and the imperative
sentences

to describe the
steps of doing
something

that make the steps
somewhat easy to
understand.

vocabulary, and the
imperative sentences
to describe the steps
of doing something
that make the steps
somewhat difficult
to understand.

vocabulary, and the
imperative sentences
to describe the steps
of doing something
that make the steps
difficult to
understand.

Conventions

Writer makes no
errors in grammar,
punctuation, or
spelling that distract
the reader from

the content.

Writer makes a fey
(1-3)errors in
grammar,
punctuation, or
spelling that
distract the reader
from the content.

Writer makes some
@-6)yerrors in
grammar,
punctuation, or
spelling that
distract the reader
from the content.

Writer makes more
than 6 errors in
grammar or spelling
that distracts the

reader from the
content.

Conclusion

The conclusion
strongly restates the
topic sentences in
different words and
includes the
suggestions, or
warning to help the
reader to do the
tasks successfully.

The conclusion
suitably restates th
topic sentences in
different words an
may include the
suggestions, or
warning to help the
reader to do the

tasks successfully.

The conclusion
restates the topic
sentences in similar
words but does not
include any
suggestions, or
warning to help the
reader to do the tasks

successfully.

There is no clear
conclusion, the
paragraph just ends.
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Criteria Scores
4 3 2 1
Introductior] The introduction The introduction The introduction | There is no clear
excellently clearly introduces item, introduces the introduction of the
introduces item, person, or place that | topic topic or the
person, or the writer will describe| but does not description of item

place that the write
will describe; also
include writer-s

general feeling.

also include writer’s
general feeling.

adequately previev
the item, person, o
place that the
writer will
describe; also
include writer's

person, or place.

general
feeling.
Organizatiol The details are The details are Some details are | Many details are
placed inalogical| placed in a logical not in a logical or | notin alogical or
order and the order, but the way expected order, or | expected order.
presentation way | in which they are some detailsare | There is little sensd
are introduced introduced sometimes | missing and this | that the writing is
effectively keepsthd makes the writing less| distracts the reader| organized.
interest of the reade| interesting.
Content The details that the | The details that the The details that thg The details that th

writer excellently
gives the
background
information about
the item, and also
gives the details to
describe what the
item, person, and
place like, and the
feeling of the
writers.

writer clearly gives
the background
information about

the item, and also
gives the details to
describe what the item,
person, and place like,
and the feeling of the
writers.

writer partly gives
the background
information about
the item, and also
gives the details to
describe what the
item, person, and
place like, and the
feeling of the
writers.

writer hardly gives
the background
information about
the item, and also
gives the details to
describe what the
item, person, and
place like, and the
feeling of the
writers.

Conventiong

Writer makes no
errors in grammar,
punctuation, or
spelling that
distracts the reader
from the content.

Writer makes a few
-3)errors in
grammar,
punctuation, or
spelling that distracts

the reader from the
content.

Writer makes somé
@-6)errors in
grammar,
punctuation, or
spelling that
distracts the reade
from the content.

Writer makes morg
than 6 errors in
grammar or
spelling that
distracts

the reader from th
content.

Conclusion

The conclusion
strongly restates the
topic sentences in
different words and
includes the
suggestions,
prediction or
warning.

The conclusion
suitably restates

the topic sentences

in different words
and may include the
suggestions,
prediction, or warning.

The conclusion
restates the topic
sentences in simila
words but does not
include any
suggestions,
prediction, or
warning
successfully.

There is no clear
conclusion, the
paragraph just end
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The rubric of GWIMBLE narrative writing

Criteria

Scores

4

3

2

1

Introduction

The introduction
excellently stateg
the main topic
and previews the
structure of the
paragraph that
excellently
inviting the
reader by setting
out the situation

The introduction
clearly previews
the structure of the
paragraph, but is
not particularly
inviting to the
reader by setting
out the situation
and sor the

character.

The introduction
states the main
topic, but does not
adequately preview
the structure of the
paragraph nor is it
particularly
inviting the readet
by setting out the
situation and or th

There is no clear
introduction of the main
topic or structure of the
paragraph.

and sor the character.
character.
Language The story is The story is clearly The story is partly| The story is poorly
features excellently developed using | developed using | developed using the
developed using | the sequence of | the sequence of sequence of events,
the sequence of| events, sensory events, sensory sensory details, and the
events, sensory | details, and the details, and the writers feeling about or
details, and the | writer's feeling writer-s feeling during the events.
writer's feeling | about or during thg about or during the
about or during | events. events.
the events.
Content Topic is Topic is clearly Topic is partly Topic is poorly supported
excellently supported by supported by by

supported by
specific details
and the story ling
is evident and
connected to the
topic.

specific details and
the story line is
evident and
connected to the
topic.

specific details an
the story line is
evident and
connected to the
topic.

specific details and the
story line is evident and
connected to the topic.

Conventions

Writer makes no
errors in
grammar,
punctuation, or
spelling that
distract the reade
from the content.

Writer makes a fev
@-3)errors in
grammar,
punctuation, or
spelling that
distract the reader
from the content.

Writer makes somé
@-6)yerrors in
grammar,
punctuation, or
spelling that
distract the reader
from the content.

Writer makes more than 6
errors in grammar or
spelling that distracts

the reader from the
content.

Conclusion

The conclusion
strongly wraps
up the story and
includes the
comment on why
the story is

important.

The conclusion
suitably wraps up
the story and
includes the
comment on

why the story is

important.

The conclusion
somehow wraps uf
the story but does
not includes any
comment on why
the story is

important.

The conclusion does
not reflect on what
is experienced or
told.
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Criteria

Scores

4

3

2

1

Introduction

The introduction
excellently states the
main topic and
previews the
structure of the
paragraph that
expresses opinion
about the topic.

The introduction
clearly states the
main topic and
previews

the structure of the
paragraph that
expresses opinion
about the topic.

The introduction
partly states the main
topic and previews
the structure of the
paragraph that
expresses opinion
about the topic.

The introduction
poorly states the
main topic and
previews the
structure

of the paragraph
that expresses
opinion about th
topic.

Supporting | The text excellently | The text suitably The text partly The text poorly
opinion and | contains sufficient | contains sufficient | contains sufficient contains
reasons supporting opinion | supporting opinion | supporting opinion sufficient
and specific reasons | and specific reasons | and specific reasons to | supporting
to support opinions, | to support opinions, | support opinions, and | opinion and
and provide the and provide the provide the thoughtful | specific reasons
thoughtful reasons | thoughtful reasons | reasons and well-chosel to support
and well-chosen and well-chosen examples. opinions, and
examples. examples. provide the
thoughtful
reasons and
well-chosen
examples.
Organization| The test is The test is coherently The test is coherently | The test is
and support | coherently organized and organized and coherently
organized and developed. developed. organized and
developed. Transitions are Transitions are developed.
Transitions are various and use somewhat use. Transitions are
various and use suitably. poorly
effectively. use.
Conventions | Writer makes no Writer makes a few | Writer makes some Writer makes
errors in grammar, | (1-3)errorsin -6y errors in grammar,| more
punctuation, or grammar, punctuation, or than 6 errors in
spelling that punctuation, or spelling that distracts | grammar or
distracts the reader | spelling that distract | the reader from the spelling that

from the content.

the reader from the
content.

content.

distracts the
reader from the
content.

Conclusion

The conclusion
strongly restates the
topic sentences in
different words and
comment on the
opinion.

The conclusion
suitably restates the
topic sentences in
different words and
comment on the

opinion.

The conclusion
restates the topic
sentences in similar
words but does not
include any comment
on the opinion.

There is no clear
conclusion, the
paragraph just
ends.
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Criteria Scores
4 3 2 1
REMEMBERING The writing The writing The writing There were no
and exhibits and shows | exhibits and shows | exhibits and shows | observed
UNDERSTANDING | memory of memory of memory of memories of
previously learned | previously learned | previously learned | previously
content, rhetoric, content, and content of learned content,
and paragraph paragraph narrative, rhetoric, and
organization of organization of procedural, paragraph
narrative, narrative, expository, and organization of
procedural, procedural, descriptive. narrative,
expository, and expository, and procedural,
descriptive. descriptive. expository, and
descriptive.
APPLYING The writing The writing The writing There were no
demonstrates the demonstrates demonstrates observed use of
observed use of language acquired acquired
acquire knowledge, | mechanics and knowledge and knowledge,
facts, writing acquires facts in narrative, facts, writing
techniques, and knowledge and procedural, techniques, and
language facts in narrative, expository, and language
mechanics in procedural, descriptive writing. | mechanics in
narrative, expository, and narrative,
procedural, descriptive writing. procedural,
expository, and expository, and
descriptive writing. descriptive
writing
ANALYZING Students are able to | Students are able to | Students are able to | They were no
examine and break | examine and break | examine and break | observed
information into information into information into students- ability
parts by identifying | parts by identifying | parts by identifying | tg examine and
motives, causes, motives, causes, motives, causes, break
relationship relationship relationship information
required in required in required in into parts by
narrative, narrative, narrative, identifying
procedural, procedural, procedural, motives,
expository, and expository, and expository, and causes,
descriptive writing. | descriptive writing. | descriptive writing. | relationship
They can make They can make required in
inferences and find | inferences to narrative,
evidence to support | support the procedural,
the narrative, narrative, expository, and
procedural, procedural, descriptive
expository, and expository, and writing. There
descriptive. descriptive. were no
inference and
evidence to
support their
narrative,
procedural,
expository, and
descriptive.
EVALUATING Students are able to | Students are able to | Students are able to | There were no

present and or
defend opinion by

present andor
defend opinion by

present andor
defend opinion by

observed
students- ability
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making judgment
about information,
validity of ideas or
quality of words
based on set
criteria. They can
justify a decision or
course of action.

making judgment
about information,
validity of idea, or
quality of work
based on a set of
criteria.

making judgments
about information,
validity of idea, or
quality of work.

to present
andor defend
opinion by
making
judgments
about
information,
validity of
ideas, or quality
of work based
on a set of
criteria. They
cannot justify a
decision or
course of
action.

CREATING

Students are able to
compile, generate,
or view
information, ideas
or products
together in a
different way by
combining
elements in new
pattern or by
proposing
alternative
solutions.

Students are able to
compile, generate,
or view
information, ideas,
or products
together in
different way and
in new pattern.

Students are able to
compile, generate,
orview
information, ideas,
or products
together in
different way.

There were no
observed
students ability
to compile,
generate, or
view
information,
ideas, or
products
together in
different way
by combining
elements in
new pattern or
by proposing
alternative
solutions.

Adapted from Revised Bloom's Taxonomy by Anderson and Krathwohl (2001)
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APPENDIX I: The Genre-based Writing Instructional Module in a Blended

Learning Environment (GWIMBLE) Coding Scheme

Topic Coding Scheme Definition and description

Blended-learning model

(Heinze & Proctor,
2004)

Face-to-face instruction Traditional learning
BFT - In-class activities

Example:

- Tnenssuene TufesFeu i Nangsy
ngu

v
= umimmuawamuwﬁwumu

BFP Traditional learning
- Paper-based learning

Example:
- azlenmslsznoumsieulinuinion
a < A ] il 9
- DinsAndeuTasesevesderilums

= 1 Y =
Lﬂlﬂuﬂi%LﬂWﬁNﬂiu‘H’Ouiﬂu

Online instruction Technology-based learning

BOW - Use websites and
applications
Example:

- 1¥website ¢ Tumsdradanu@ou
- imsl¥website aqu Emaze
wio Storybird lumsafsassdnau

i laldsanuruma social media

BOS Technology-based learning
- Use social network
Example
- #nsl¥social meida e 1wu
facebookiilugoimalumsaearu
- indew’d comment awvewitou
rune social media #155h

. v
Fonaalumsaeaiuiug
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Instructional Model of
Genre Analysis (Hyland,
2013; Martin & Rose,
2005; Widodo, 2006)

Modeling the specific
text

GM

Explore the purposes and the
language features of the text
Example

- whleiegdszasdvesms@onlunday
Yszian

- Ihdedldmdmilalunudoundas
sz
Yy 9 Y o L = '

- $ndedddudan honsallaluau@euna
aziszian

ATTUIUMIREUTONT DAY

Tdenhiiadesd supporting

k2
t
- ¥hdewthiladesd topic sentence
Y
3

details
- $hdewhiadesd concluding

sentence

Collaborative writing

GC

Co-construct the text by imitating

and prepare the students for writing
individually
Example
a o a oA Y o A v
- fimsdananssunguiiieliinGould
= = ' Y
Andumaoudeniin
- lddn@susaunuiou
- dasavaeuud ly waznuzismsiSuilys
o ' £ A ' 3
NuRsngeHINve AU T
- nAsIa LazEmaIUZA AR

a9 Tuauveaiion
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Self-writing

GS

Compose and monitor the text
individually
Example

- [ Y vy
- mnsaeudenth 1daenuies
- ANTAASNATIANANUVDINUD
Audoaald

- imsesivaeunazud lvdenthnmen

Components of attitude
(Schau, 2003)

Affective

AA

Fun, not stressed, not threatened and
not disappointed in taking the course
- 3dn7msiSeu GWIMBLE ayn

- 3@nnmsiseu GWIMBLE vhl# ludan

G

Cognitive capability

AC

Knowledge and intellectual skills in
learning
- dhlandnms@owivanniun @y

= o E
o~ 1]ﬂ’JHJ’LTHJ1§ﬂ1uﬂ15lmﬂuﬂ’€]ﬁﬁ1ﬂ1ﬂﬂlu
a ' 9 1 9 £S
- L"UEJHEJEJWHWING]VlﬂgﬂﬁGQWIN

pad1lszneuLazHanMIRege NI

Value

AV

Usefulness, relevance, and

advantage of the course for

individual and professional life
- 3dnhmsizeuriu GWIMBLE 1

ANNTIATY
Y= a s

- §@n71 GWIMBLE sz Temniaons
Tainyz Mgy

- 3@nmsiseury GWIMBLE Hse Towd
1 =
aonsizeulueuian

- 3@nmsiseury GWIMBLE Hse Toad

' o o A X
aomsouluszaungeuae liluewna

Difficulty

AD

Difficulty in understanding the
subject
- msiseury GWIMBLE hldidhlandes

1% grammar a1990814 13 Tumsion ldde
2
Vu

- GWIMBLR whlandesdeusas

. ¥
paragraph 8814 15 lddeu
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Interest Al Students ‘tendency in the course
- ¥dnhitensaoudienlu GWIMBLE
auls
Y= = ' Ed
- Fanaulvlumsdieu essay a9
Effort AE Students intention in learning

9

@ =l ~ 3 @
- avleiseumsieu essay W19y

2

WINAYY

3 o A 74
- aslevhnuiienaseds

A Aa ' o

- pumuieifissuedsainae

- gamsthuasenunaesaiaue
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APPENDIX J: Attitude toward the Genre-based Instruction Module in Blended

Learning Environment (GWIMBLE) Questionnaire

Attitude toward the Genre-based Instruction Module in Blended

Learning Environment GWIMBLE) Questionnaire

This questionnaire consists of two parts that are:
Part |- Attitude toward the genre based instruction module in blended learning
environment GWIMBLE)

Part I1: Attitude and suggestions about the genre based instruction module in
blended learning environment GWIMBLE)

Your answer will be used for academic purpose only and will not affect your
grade in anyway. The information you have provided will be confidential.

Direction: Please put a v in the box to answer of your choice or write in the space

provided.
Sex
Male D Female D
Age
........................................... years old
Year of study
First year |:| Second year |:| Third year D
Fourth year |:| Other D .................................

Years of learning English
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Part I: Attitudes toward the genre based instruction module in blended learning
environment GWIMBLE)

Direction: Please read the following statements and put a v in the box that best

describes your opinion about each of it.

5 means strongly agree
4 means agree
3 means neutral
2 means disagree
1 means strongly disagree
Statements Level of attitude

5 4 3 2|1

Attitude toward the learning stages in the genre-based
instructional module in blended learning environment
(GWIMBLE)

Stage 1: Modeling the text

The GWIMBLE helped me realize the purpose of writing.

I realized how information had been structured in the online sample.

The GWIMBLE helped me analyze the language features.

The GWIMBLE helped me analyze the paragraph organization.

During the face-to-face session, | studied the useful language and

structure that were needed to construct the writing in a particular

genre.

6. During the online learning session, | was able to compose a
paragraph by imitating the sample text through the technology in
blended-learning tools.

Stage 2: Writing Process

7. The GWIMBLE helped me focus on writing a paragraph based on
the language and structure from the model of the text.

8. The GWIMBLE helped me put the theories of each genre into
practice

g W

9. The GWIMBLE helped me understand “what to write” in order to
accomplish the writing of each paragraph.

10. The GWIMBLE helped me understand “how to write” in order to
accomplish the writing of each paragraph.

11. During the face-to-face session, students were able to construct the
paragraph through the stages of listing.

12. During the face-to-face session, students were able to construct the
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paragraph through the stages of outlining.

13. During the face-to-face session, students were able to construct the
paragraph through the stages of writing a first draft.

14. During the face-to-face session, students were able to construct the
paragraph through the stages of peer reviewing.

15. During the face-to-face session, students were able to construct the
paragraph through the stages of revising.

16. During the face-to-face session, students were able to construct the
paragraph through the stages of editing.

17. During the face-to-face session, students were able to construct the
paragraph through the stages of writing a first draft.

18. During the face-to-face session, the GWIMBLE facilitated the
students to work collaboratively to improve their writing.

19. During the online learning session, the GWIMBLE helped me
repeat the stages of listing based on the prompts given, and share
my work online.

20. During the online learning session, the GWIMBLE helped me
repeat the stages of outlining based on the prompts given, and share
my work online.

21. During the online learning session, the GWIMBLE helped me
repeat the stages of writing the first draft based on the prompts given
and share my work online.

Stage 3: Writing the final draft

22. The GWIMBLE introduced technological tools such as Emaze and
Storybird to create my work.

23. GWIMBLE introduced technological tools such as Facebook to
share my work.

24. | realized the benefits of the technological tools used in each lesson.

25. | was able to model the text using the specific technological tools.

26. During the face-to-face session, | knew how to do the peer review
task.

27. During the face-to-face session, | was able to revise the task based
on the peer review.

28. During the face-to-face session, | was able to edit my work.

29. During the online session, | was able to complete the final draft
using the technological tools mentioned in the face-to-face session.

Attitudes toward the genre based instruction module in
blended learning environment (GWIMBLE)

30. The GWIMBLE helped me to complete the tasks conveniently.

31. The GWIMBLE encouraged me to learn about English writing.

32. The GWIMBLE was flexible for me in terms of learning writing
time.

33. | am satisfied with the tasks that | completed in the GWIMBLE.
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34.

I am satisfied with the activities that I completed in the GWIMBLE.

35.

I am satisfied with the materials that | learned from in the
GWIMBLE.

36.

I had chance to discuss things with my friends when learning
through the GWIMBLE.

37.

| believe that the GWIMBLE is suitable for learning writing
in various genres.

38.

| think that the GWIMBLE allowed me to show my identity.

39.

| enjoyed learning through the GWIMBLE.

40.

I would prefer blended learning to be used in other courses rather
than only in writing class.

Part I1: Attitude and suggestions about the genre based instruction module in

blended learning environment GWIMBLE)

Direction: Answer the following questions to express your attitude and give

suggestions to the GWIMBLE course

1. Do you think the “Modeling the text~ helps you to write a paragraph? How does it
help?

2. Do you think the “writing process~ stages facilitate you to learn what and how to
write a paragraph? How?

Why?
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4. Which activities do you like the most? Why?

Why?

END OF THE QUESTIONNAIRE
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APPENDIX K: The Thai version of the GWIMBLE attitude questionnaire

HUUABUDINISD AAATIANDMITIUM IV UIVUDTIDANHUSH UMW

!%EI‘Hfniﬁé]NE!TJ‘UNQ’SJNETTL!(GWIMBLE)

yuvaevuantlsznovlide 2 au laun

TN 1 : RAAAABNTTOUMSIVIULLUDITINAAHULAIUANINATITIUMTADULUY
NAUNAIU(GWIMBLE)
TN 2 : RAAALAZA UL INADMTABUMTVIULVVOT TN AHULAIUANINNITITIUMT
aou
HUVNAUNA1U(GWIMBLE)
o gd [ I3 d‘ X A A 1 gJ/ =
v lunuudeunwiliiiaglszasaie 1d lusdmmamniu uaz lulinanszny

1 an 9 ] <3 ya o
Gl@m)wamif%ﬂummuﬁm magauﬂaﬂ1iﬂzgﬂmu]lm‘ﬂummau

Y o A ‘/cl D A ° o ° ul ! !
AT NUATDIVTNY U INOADUATDIY LLASIVYUATNDUAN LUBDIINN

1N
g [ vaje [
21 1)
Y aqde v
Fuinmasanmn
1 L] 12 [ 33 ] 4[] ouq [

=

STUZIANIBYUMBIDING Y

()




TN 1 : DAARABNTAOUMIIVIULLVDTINAANULAIUANINATITIUMTADULUU

HWEUHNTT1U (GWIMBLE)
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o ' 9 ' 2y A ‘/ ' i A A = a 4 an
e mwuamuma”lﬂuu,mmmiawma ﬁﬁiu%@ﬁ'ﬂﬂﬂ@‘ﬁﬂn’]ﬂ\‘lﬂ']'liJﬂﬂlﬁuéUf)\‘IUﬁﬂ

[

1] a [~ e
TaslszaunNuAATIUAIT

= 3 v 1 A
5 NI IHUAIYDY NN
= < Y
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=2 (=] Y
2 HUION 'lumuma
= [~} 9 ] A
1 NI ]lmwumﬂamm
U a
ILAUIVANG
Yonu 4 3| 2/ 1

[
aaa

NANATNANDMITOUM VS UUVVDITDANHUSRIUTNINATIEUMNS

FOHUVVNANNTIH(GWIMBLE)

v
U

a v a .
YUN 1: MIAINNUVSY (Modeling the text)

=KX o

1. GWIMBLE e ldauldinladvinnlscasnvosnsmen

q

(2 o Y 9 ' g Y o = ]
2. ammn"l@'n ﬁuau‘,ammuu“lﬂﬂﬂumwuﬂuclugﬂgmmmﬂa

U

4 Pl
ninlaandesoulall

o

3. GWIMBLE m1auldmgrindnddavesnis (language

g

features)

o Y o Y 4 o 1 9
4. GWIMBLE Vlﬂﬁﬂuhlﬂ’lm313ﬁ@ﬂﬂﬂi$ﬂ@ﬂﬂlﬂﬁﬂ@ﬁu1

(paragraph organization)

' = Y = (2 yA 9 [ Y
5. 1u5$w’310ﬂ1igiau1uwamﬂu ﬂullﬂliﬂugl,ﬂﬂﬁﬂﬂiﬂiﬂﬁiiﬂ

]
o v ]

mundaydmiuhnlFlunudsuauessoanyaraian

(genre)

@ = I Y Y == = 9 @ i '
6. ﬂuﬁ”ﬁﬂimﬂmuﬂ@ﬁ‘L!"IllﬂIﬂﬂﬂ"liﬂﬂ“hl”lliEluqijﬁ]"lﬂ@]’cl@leWNG]
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7. GWIMBLE e liau'lddnsumseudoniinlasldnuay
HANNIHININMTANHININAIDEIIA1N)
] Y J [} 1 1
8. GWIMBLE %10 ldauldszgnaldnannguiaies luuaay
o ) = =
95500NYUL (genres) WUMIANHUMTIVEU

9. GWIMBLE s1eldnuSouiuazianlaldndudesiouos 15as
1470
gonth1ueI508NYUY (genres) HUUA1I

10. GWIMBLE $gl#nuieuiuazidnlaldnsudesdouludond
Tuessoanyae (genres) HUUA9 0819 1

11. TuszrnamsiFeuludioadou SuUau1T0 AU T VIUVD
@ 1 9 I Y ..
AUAUMITIVTINTOYAAINS |9 (listing)

12. TusgrnamsiFeuluioaou AuaInNWUNUNTAEUUD
FurumMIenIn5931914 (outlining)

] = 9 = % =

13. Tuszrnamsizeuluviodisou DUAIUITNUNUNTUSUYDY
SuEUMIT19UReu | (first drafting)

14. TuszrnamsiFeuludioadou SUaUIT0 AU TVIUVD
[ 1 vy [ Y . .
aumumwumﬂ@ﬂ@gmmm% (peer reviewing)

15. TusgnnamsBeuluiodFou aUaINITOUAUNTEUVD
AUAIUNMIUSV99190U e (revising)

16. TuszrnamsiFeuludioadou SUauIT0 AU TVIUVD
FUAIUMTUITUNENT 1A (editing)

17. TusgnnamsBeuluiodFou aUaINITUAUNTEUVD
o ] =\ 1 9 Yy .
AUFMUMTVIUTNGANG'1A (final drafting)

18. TuszrnamsiFeuluiosSeu GWIMBLE $1edaasuld
v A
Uniseu
NANTINNUINAU UM IWAINDHEM TV UVDIN LD

1 ~ 4 1 Y o 9y

19. Tumsszrnamsidoussu latl GWIMBLE %8 1vau'ld

0 ) mY . ' ¢
‘VI‘]J‘VI’JHﬂ"IiVHi’J‘]JS’JﬂJGU’EJ%IJﬁﬂTJ”IﬂJEblﬂ (listing) W1 Tang ag

o v 4 4
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1 ] o o
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Focus Group Interview Questions

Research Question:

What is the students- attitude toward genre-based writing instructional module in a
blended learning environment GWIMBLE)?

Interview Schedule
Interviewee:

Intended Duration:

Date:

Interview began:

min.

Interview finished:

Place:

Actual duration:

mins

Topic: The students- attitude toward
genre-based writing instructional

module in a blended learning
environment GWIMBLE) example?

Questions:

example?

learning writing?

1. Which activities in the class do you
think influence your writing most?

2. What online materials do you think
influence your writing the most?

3.Do you think GWIMBLE can enhance
your writing ability? Can you give

4. Do you think GWIMBLE can enhance
your thinking skills? Can you give

5. Do you think GWIMBLE are flexible in




325

APPENDIX M: The Thai version of GWIMBLE focus group interview
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APPENDIX N: Letter of Consent

TITLE OF STUDY

The Effects of the Genre-Based Writing Instructional Module in a Blended Learning

Environment on English Writing Ability and Thinking Skills of Thai Undergraduate
Students.

INVESTIGATOR

Patricia Visser
Ph.D. Candidate

English as an International Language, Chulalongkorn University
Email: patriciavissers55@hotmail.com

PURPOSE OF STUDY

You are being asked to take part in a research study. Before you decide to participate
in this study, it is important that you understand why the research is being done and
what it will involve. Please read the following information carefully. Please ask the

researcher if there is anything that is not clear or if you need more information.

The purpose of this study is to develop a technology-enhanced, genre-based writing
instruction module to enhance the Thai students English thinking skills and writing
ability.

STUDY PROCEDURES
This research is divided into two major phases, which are the development of the
genre-based writing instruction module in a blended learning environment, and the

experiment. In the experiment stage, the research instruments employed to collect the
data is pre-test and post-test, stimulated recall, attitude questionnaire, and the focus
group interview. The independent variable is the genre-based writing instruction
module in a blended learning classroom. The dependent variables are students> writing
ability in English, students: thinking skills, and students- attitude toward learning
through the genre-based writing instruction module in a blended learning classroom.

This study consists of two phases: the development of the module and the experiment.
In phase 1, the development of the module, studying the theories and research
relevant to teaching English writing, thinking skills, and genre-based writing and
blended learning begins the procedure of this study. Then, the genre-based writing

instructional module in a blended learning environment is constructed for the
participants.
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In phase 2, the experiment stage, the participants are asked to attend the instruction.
The researcher first employs the pre-test of English writing ability and thinking skills.
Then, the participants are asked to study in the twelve lessons of four units. At the end
of each unit, the stimulated recall will be employed to investigate the students-
thinking skills. At the end of the course, the participants are asked to complete the
post-test of English writing ability and thinking skills. The researcher also investigates
the students attitude towards the course using the attitude questionnaire and the focus
group interview.

CONFIDENTIALITY

Any information that is obtained in connection with this study and that can be
identified with you will remain confidential.

CONSENT

| have read and | understand the provided information and have had the opportunity to
ask questions. | understand that my participation is voluntary and that 1 am free to

withdraw at any time, without giving a reason and without cost. I understand that 1
will be given a copy of this consent form. | voluntarily agree to take part in this study.

Participant's signature Date

Investigator's signature Date




APPENDIX O: The validation of lesson plan

The validation of the Genre-based Writing Instruction Module in Blended Learning

Environment (GWIMBLE) lesson plan is shown in the table below:

ltems El | E2 | E3 10C

1. Lesson Layout and Design:
1.1 The layout and design of the lesson are appropriate 1|0 ]| 0| 0333

and clear.

1.2 The layout and design of the lesson are effectively 1|0 ] 0| 0333
organized.

1.3 The language and layout of the lesson plan are 1|0 ]| 1 | 0667
accurate.

1.4 The instructional steps are clear and easy to follow. 11| 1| 1000

2. Objectives:
2.1 The terminal objective is appropriate, and achievable | 1 | 1 | 1 | 1000
for the lesson time allocation.

2.2 The enabling objectives are related to the terminal 111 1| 1000
objective.
2.3 The objectives are relevant and consistent with the 111 1| 1000

concept of the lesson.

3. Stages and Activities:

e Face-to-face instruction
3.1 Modeling

Genre analysis

3.1.1 The activities are relevant to the “modeling thetext- | 1 | 1 | 1 | 1.000

stage which allows the students to explore the purpose
and the language features of the text.

Thinking skills
3.1.2 The activities help the students to retrieve, 11| 1 | 1000
recognize, and recall relevant knowledge. remembering)
3.1.3 The activities help the students to demonstrate the 1|1 ] 1 | 1000
understanding of ideas by organizing, comparing, and
interpreting the text. (understanding)

3.2 Collaborative writing

Genre analysis

3.2.1 The activities are relevant to the «collaborative 111 | 1| 1000
writing» stage which guides the students to co-construct
the text by imitating the model text, and prepare the
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students for writing individually.

Thinking skills

3.2.2 The activities help the student to apply acquired
knowledge and implementing the samples in their text.

@pplying)

0.667

3.2.3 The activities help the students to make inferences
and find evidence to support generalization. @nalyzing)

0.667

Online instruction

3.3 Self-writing

e Genre analysis

3.3.1 The activities are relevant to the «self-writing~ stage
which gives the students opportunity to compose and
monitor the text independently.

0.667

Thinking skill

3.3.2 The activities help the students to make judgments
on information validity of ideas. evaluating)

0.000

3.3.3 The activities help the students to compile element
together to form a coherent or functional test. creating)

0.333

3.4. Online tools

3.4.1 Online tools are appropriate for the lesson.

1.000

3.4.2 Online tools are suitable for students’ language
level.

1.000

3.4.3 Online tools are interesting, motivating, and
comprehensible.

1.000

0.78

0.50-1.00 =reserved, 0-0.49 = modified
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The validation of the pre-test and post-test is shown in table below.
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Items El1| E2 | E3 | I0OC
1. Procedural paragraph
1.1 The task requires the test takers to write the procedural 1|10 ] 1 |0667
paragraph.
1.2 The task assesses the test takers' procedural writing.
e It requires the students to list the steps on how to 110 | 1 |0667
cook a dish.
e It requires the students to present factual 1 10| 1 0667
information about the dish.
1.3 The task assess the students the lower thinking skills
namely:
e remembering 1| 1] 0 |0667
e understanding 1 /1| 1 |1000
14 The task assess the students the higher thinking skills
namely:
e evaluating 1] 1| 1 1000
e creating 111 | 0 |0667
15 The following verbs applied in the prompt describe,
explain, design are suitable.
e describe 1] 1| 1 1000
e explain 1 /1| 1 |1000
e design 1] 1| 1 1000
1.6 The word limit (150 - 200 words) is appropriate for the 1 | 1] 0 |0667
test task.
1.7 The time allocation 40 minutes) is appropriate for the 1] 1| 0 |0000
test takers to complete the tasks.
2. Persuasive paragraph
2.1 The task requires the test takers to write the persuasive 0| 1| 0 {0333
paragraph.
2.2 The task assesses the test takers’ persuasive writing.
e It requires the students to make an argumentonthe | 1 | 1 | 0 | 0667
online forum.
e It requires the students to present factual 0| 1] 0 |o0667
information about the issue.
2.3 The task assess the students the lower thinking skill
namely:
e Understanding 1 1 | 0 | 0667
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2.4 The task assess the students the higher thinking skills
namely:
e Analyze 1 1] 0 |0667
e Evaluating 1 1| 0 |0667
2.5 The following verbs applied in the prompt are suitable.
e Describe 1] 1| 0 |0000
e Compare 111 | 0 {0000
e state opinion 1 /1|1 |1000
2.6 The word limit (150 - 200 words) is appropriate for the 1] 1| 0 |0000
test task.
2.7 The time allocation 40 minutes) is appropriate for the 1] 1| 0 |0000
test takers to complete the tasks.
3. Narrative paragraph
3.1 The task requires the test takers to write the narrative 0| 1| 10667
paragraph.
3.2 The task assesses the test takers’ narrative writing.
e It requires the students to tell their important story. 1 (1] 11000
e |t requires the students to give the details in the 1] 1| 1 1000
story.
3.3 The task assess the students the lower thinking skill
namely:
e Remembering 1 1] 0 |0667
e Understanding 1 | 1] 0 |0667
3.4 The task assess the students the higher thinking skills
namely:
e Applying 111 0.667
e Evaluating 0|1 0.667
3.5 The following verbs applied in the prompt are suitable.
e describe the situation 0| 1| 1 |0667
e Explain 111 | 0 |0.000
e tell how 1] 1] 1 /0333
e state the reason why 1] 1] 1]0333
3.6 The word limit (150 - 200 words) is appropriate for the 1] 1] 1 /0333
test task.
3.7 The time allocation 40 minutes) is appropriate for the 1] 1] 1 /0333
test takers to complete the tasks.
0581
0.50-1.00 = reserved, 0-0.49 = modified
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The validation of the GWIMBLE attitude questionnaire is shown in table below:

Statements

Evaluator

El

E2

E3

10C

Attitude toward the learning stages in the genre-based

instructional module in blended learning environment
(GWIMBLE)

Stage 1: Modeling the text

1.

GWIMBLE helps the students realize the purpose of
writing in each genre (descriptive, narrative,

explanatory, and persuasive).

1.000

Students realize how information is structured in the
online sample of each genre (descriptive, narrative,

explanatory,
and persuasive) to reach the purposes, audience, and

content of the text.

0.667

GWIMBLE helps students to be able to analyze the
language features used in each genre (descriptive,

narrative, explanatory, and persuasive).

0.667

GWIMBLE helps students to be able to analyze the
paragraph organization of each genre (descriptive,

narrative, explanatory, and persuasive).

1.000

During the face-to-face session, students study the

useful language and structure that are needed to
construct the writing in a particular genre.

0.667

During the online learning session, the students are
able to compose a paragraph by imitating the sample
text through the technology in blended learning
tools.

0.667

Stage 2: Writing Process

7.

GWIMBLE helps Student to focus on writing a
paragraph in each genre (descriptive, narrative,

explanatory, and persuasive) based on the language
and structure from the model of the text.

1.000

GWIMBLE helps students to apply the theories of
each genre descriptive, narrative, explanatory, and

persuasive) into practice.

0.667
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GWIMBLE helps the students to know «what to
write» in order to accomplish each paragraph
(descriptive, narrative, explanatory, and persuasive).

0.667

10.

GWIMBLE helps the students to know «how to write,
in order to accomplish each paragraph (descriptive,
narrative, explanatory, and persuasive).

0.667

11.

During the face-to-face session, students be able to
construct the text through the stages of listing,
outlining and first drafting, peer reviewing, editing,
and final drafting.

0.333

12.

During the face-to-face session, GWIMBLE

facilitate the students to work collaboratively to
improve their writing.

0.667

13.

During the online learning session, GWIMBLE
helps students to repeat the stages of listing, outlining
and first drafting, based on the prompts given, and
share their work on a web blog.

0.667

Stage 3: Writing the final draft

14.

GWIMBLE introduces the technological tool for
each type of genre, such as: Storybird, Instagram,

Blog, online forum etc.

0.333

15.

Students realize the benefits of the technological tool
used in each lesson.

0.667

16.

Students are able to model the text using the specific
technological tools.

0.667

17.

During the face-to-face session, the students know
how to do the peer review of the task.

1.000

18.

During the face-to-face session, the students are able
to revise the task based on the peer review.

0.667

19.

During the face-to-face session, the students are able
to edit their works.

0.667

20.

During the online session, the students are able to
complete the final draft using based on the
technological tool mentioned in the face-to-face

session.

1.000

Attitudes toward the genre based instruction module in
blended learning environment GWIMBLE)

21.

Students in the GWIMBLE are convenience in

0.333
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completing the tasks.
22. The GWIMBLE encourages the students to learn 11 1| 00667
English writing.
23. The GWIMBLE is flexible for the students in terms 0| 1| 00333
of learning writing time.
24. Students feel that learning through the GWIMBLEisy 0| 1| 00333

easy
to learn.

25. Students are satisfied with the tasks that they learn 11 1| 00667
from the GWIMBLE.

26. Students are satisfied with the activities that they 1|1 1| 00667
learn from the GWIMBLE.
27. Students are satisfied with the materials that they 1|1 1| 00667

learn from the GWIMBLE.

28. Students have a chance to discuss with their friends 1 1 11000
when learning through the GWIMBLE.

29. The GWIMBLE can enhance writing in English. 0| 1| 00333

30. Students believe that the GWIMBLE is suitable for 1 1 11000
learning writing in various genres.
31. Students think that the GWIMBLE allows them to 1 0 00333
shows their identity.

32. Students think that GWIMBLE is effective in terms 0| 0| 0O/0000
of improving their writing in English.

33. GWIMBLE are not difficult to learn. 0| 0| O/|0.000
34. Students enjoy learning through the GWIMBLE. 1| 0| 1]0667
35. The students prefer the blended learning in other 0| 0| 1/0333

courses.
0619

0.50-1.00 =reserved, 0-0.49 = modified

Part Il: Attitude and suggestions about the genre based instructional module in

blended learning environment

Questions Evaluator | 10C
Ell| E2| E3
1. Do you think the “Modeling the text- helps you to write 1 1 1| 1.000
a paragraph? Why?
2. Do you think the “writing process- stage facilitate you 1| 1] 11000
to learn what and how to write a paragraph? Why?
Do you think the “writing the final draft- stage helps you to 1|1 1] 11000
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write

a paragraph? Why?
4. \Which activities that you like the most? Why? 11 1| 11000
5. Which technological tools that you think it is benefit for 1| 1] 11000
your learning the most? Why?
6. Do you think your writing is improved after learning 11 1| 11000
through the GWIMBLE? Why?

1.000

Part 1 +Part 2

0.619 +1.000-1.619 0.809

0.50-1.00 =reserved, 0-0.49 - modified
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APPENDIX R: The validation of the GWIMBLE of focus group interview

The validation of the GWIMBLE attitude questionnaire is shown in the table below.

Evaluator 10C
Questions El| E2 | E3
1. Which activities that you developed intheclassdo | 1 | 0 | 1 0.667
you think influence your writing most?
2. What online materials do you think influenceyour | 1 | 1 | 1 1.000
writing the most?
3. Do you think GWIMBLE can enhance your 1111 1.000
writing ability? Why?
4. Do you think GWIMBLE can enhance your 1111 1.000
thinking skills? Why?
5. Do you think GWIMBLE are flexible in learning 0O|1 |1 0.66
writing?
0.866

0.50-1.00 =reserved, 0-0.49 = modified
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APPENDIX S: The evaluation of the student’s paragraph

Spicy Stake with Corn Soup

Adam likes meat, vegetables and soup. In his case, | highly recommend my
spicy stake with corn soup menu. The tender grilled meat spread with mild spicy
sauce. It comes with smooth corn soup which you can feel the scent of diary. The
menu is very easy to cook by just following these simple steps. First, prepare corn
soup by boiling heavy cream in a pot and add corn as much as you like. Next, grill
several kinds of meat until they are all cooked. As the meat is cooked, spice them with
Sriraca sauce which you can buy in the supermarket. Then, put them in a dish and
decorate with green vegetable salad. Once the dish is ready, serve it with corn soup
that you have prepared in the first step. This menu is not hard to cook and it is also
match Adam’s likes. If you do not like corn, you can change it to mushroom.

Writing evaluation

Criteria Scores Explain
Introduction 4 The introduction excellently states the main topic
and invites the reader to follow the steps of doing
something.
Content 3 Reader mostly understands the steps of
instruction.
Language 4 Writer perfectly uses the sequence order,
features vocabulary, and imperative sentences to describe
steps.
Conventions 3 Writer makes a few (1-3) grammatical errors.

Conclusion 4 The conclusion strongly restates the topic
sentence and includes suggestion.

Thinking evaluation
Criteria Scores Explain
Remembering 4 The writer shows the memory of previously
and learned content and paragraph organization of
Understanding procedural writing.

Applying 3 The writing shows the use of language mechanics
and facts in procedural writing.

Analyzing 3 The students are able to examine and break the
information into parts. (They are required to
underline the topic and concluding sentences, and
circle the transition signals.)

Evaluating 4 Students are able to present the opinion or make
judgment about information.

Creating 3 Students are able to compile the information and
ideas.




338

VITA

Patricia Visser is an English Lecturer in the Language and Academic
Service Center at the International College for Sustainability Studies,
Srinakharinwirot University. She teaches the English fundamental courses that
relating to the four skills of English language. Her main research interests include
the blended learning, teaching English productive skills such as writing and

speaking, curriculum design, and English for specific purposes.



	THAI ABSTRACT
	ENGLISH ABSTRACT
	ACKNOWLEDGEMENTS
	CONTENTS
	CHAPTER I  INTRODUCTION
	1.1 Background of the study
	1.2 Research questions
	1.3 Objectives of the study
	1.4 Statements of hypothesis
	1.5 Scope of the study
	1.6 Definition of terms
	1.7 Significance of the study

	CHAPTER II  LITERATURE REVIEW
	2.1 Second Language Writing
	2.1.1 First language and second language differences
	2.1.2 Language knowledge in writing
	2.1.3 The problems of second language writing
	2.1.4 Second Language Writing Instruction
	2.1.4.1 The pedagogical purposes of teaching second language writing
	2.1.4.2 The focus on second language writing

	2.1.5 Related studies on second language writing

	2.2 Genre-based approach
	2.2.1 Genre
	2.2.2 Genre-based writing
	2.2.3 Types of genre
	2.2.4 Move analysis
	2.2.5 Genre analysis
	2.2.6 The Genre-Based Instruction

	2.3 Genre–based learning and thinking
	2.4. Thinking skill
	2.4.1 Writing and thinking skills
	2.4.2 Related studies on thinking

	2.5 Blended learning
	2.5.1 Blended-learning models
	2.5.1.1 The station-rotation model
	2.5.1.2 The lab-rotation model
	2.5.1.3 The flipped-classroom model
	2.1.5.4 Individual-rotation model
	2.5.1.5 The flex model
	2.5.1.6 Self-blend model
	2.5.1.7 Enriched-virtual model

	2.5.2 Related studies on blended-learning
	2.6.1 Technology in the English language classroom
	2.6.2 Technology and writing teaching
	2.6.2.1 Technological platform for learning
	2.6.2.1.1 The characteristics of Facebook
	2.6.2.1.2 The benefits of Facebook in education

	2.6.2.2 Web 2.0 writing tools
	2.6.2.2.1 Synchronous writing
	2.6.2.2.2 Asynchronous writing



	2.7 Genre-based and thinking skills in blended-learning
	2.8   Organizing the genre-based writing instruction module in a blended learning environment
	2.9 The Students’ Attitude toward GWIMBLE
	2.9.1 Attitude
	2.9.2 Components of attitude
	2.9.3 Components of positive attitude

	2.10 Conceptual framework of the Genre-based Writing Instructional Module in Blended Learning Environment
	2.11 Chapter Summary

	CHAPTER III  RESEARCH METHODOLOGY
	3.1 Introduction
	3.2 Research design
	3.3 Population and Sample
	3.4 Research Procedure
	3.5 Instructional plan
	3.5.1 Lesson plan
	3.5.2 The validation of the lesson plan

	3.6 Research instruments
	3.6.1 Pre-test and post-test of English writing ability and thinking skills
	3.6.1.1 The validation of the test
	3.6.1.2 Test implementation

	3.6.2 Stimulated recall
	3.6.3 Attitude questionnaire
	3.6.3.1 The validation of the GWIMBLE attitude questionnaire
	3.6.3.2 Questionnaire implementation

	3.6.4 Focus group interview
	3.6.4.1 The validation of the GWIMBLE attitude focus group interview
	3.6.4.2 Focus group interview implementation


	3.7 Data collection
	3.6 Data analysis

	CHAPTER IV  FINDINGS
	4.1 Introduction
	4.2 The effects of the GWIMBLE on the students’ writing ability
	4.2.1 Results from the comparison of the pre-test and post-test scores in English writing ability
	4.2.1.1 The overall test
	4.2.1.2 Procedural and descriptive writing
	4.2.1.3 Narrative writing
	4.2.1.4 Persuasive writing


	4.3 The effects of the GWIMBLE on the students’ thinking ability
	4.3.1 Results from the comparison of the pre-test and post-test scores of English writing ability and thinking skills
	4.3.1.1 The overall test
	4.3.1.1.1 Thinking skills in the overall test
	4.3.1.1.2 Thinking elements in the overall test

	4.3.1.2 Procedural and descriptive writing
	4.3.1.2.1 Thinking skills in procedural and descriptive writing
	4.3.1.2.2 Thinking elements in procedural and descriptive writing

	4.3.1.3 Narrative writing
	4.3.1.3.1 Thinking skills in narrative writing
	4.3.1.3.2 Thinking elements in narrative writing

	4.3.1.4 Persuasive writing
	4.3.1.4.1 Thinking skills in persuasive writing
	4.3.1.4.2 Thinking elements in persuasive writing


	4.3.2 Results from the stimulated recall
	4.3.2.1 Overall verbal protocol reports
	4.3.2.2 Thinking skills in procedural writing
	4.3.2.2.1 Lower-order thinking skills (LOTS)
	4.3.2.2.2 Higher-order thinking skills (HOTS)

	4.3.2.3 Thinking skills in descriptive writing
	4.3.2.3.1 Lower-order thinking skills (LOTS)
	4.3.2.3.2 Higher-order thinking skills (HOTS)

	4.3.2.4 Thinking skills in narrative writing
	4.3.2.4.1 Lower-order thinking skill (LOTS)
	4.3.2.4.2 Higher-order thinking skills (HOTS)

	4.3.2.5 Thinking skills in persuasive writing
	4.3.2.5.1 Lower-order thinking skills (LOTS)
	4.3.2.5.2 Higher-order thinking skills (HOTS)



	4.4 The relationships between writing ability and thinking skills
	4.4.1 Correlation coefficient between overall writing ability and thinking skills
	4.4.2 Correlation coefficient between the overall writing ability and thinking skills in procedural and descriptive writing
	4.4.3 Correlation coefficient between the overall writing ability and thinking skills in narrative writing
	4.4.4 Correlation coefficient between overall writing ability and thinking skills in persuasive writing

	4.5 The students’ attitude toward the GWIMBLE
	4.5.1 Quantitative results from the questionnaire
	4.5.1.1 Attitude toward the learning stages in the genre-based instructional module in a blended learning environment (GWIMBLE)
	4.5.1.2 Attitude toward the genre-based instruction module in a blended learning environment (GWIMBLE)
	4.5.1.3 Attitude toward the genre-based instruction module in a blended learning environment (GWIMBLE) and suggestions on it.


	4.6 Additional findings
	4.6.2 Application of technology in the GWIMBLE
	4.6.2.1 Details of the application of technology, obtained from the stimulated recall
	4.6.2.2 Details of the application of technology, obtained from the questionnaire
	4.6.2.3 Details of the application of technology, obtained from the focus group interview

	4.6.3 Online peer-assessment
	4.6.3.1 Giving compliments
	4.6.3.2 Agreement
	4.6.3.3 Evaluating the paragraph
	4.6.3.4 Sharing similar experiences


	4.7 Summary

	CHAPTER V  SUMMARY, DISCUSSION, AND RECOMMENDATIONS
	5.1 Summary of the study
	5.2 Summary of the findings
	5.2.1 English writing ability
	5.2.2 Thinking skills
	5.2.3 The relationship between writing ability and thinking skills
	5.2.4 The students’ attitudes toward the GWIMBLE

	5.3 Discussion
	5.3.1 Improvement of the students’ writing ability after implementing the GWIMBLE
	5.3.1.1 The genre-based approach in the GWIMBLE
	5.3.1.2 The blended-learning environment in the GWIMBLE
	5.1.3.3 Drawbacks of the GWIMBLE in the students writing ability

	5.3.2 The development of thinking skills after implementing the GWIMBLE
	5.3.2.1 The development of the students’ lower-order thinking skills (LOTS)
	5.3.2.2 The development of higher-order thinking skills (HOTS)

	5.3.3 The students’ attitudes towards the GWIMBLE

	5.4 Implications
	5.4.1 Implications for the EFL instructors
	5.4.1.1 Implications for the integration of the genre-based instructional model
	5.4.1.2 Implications for the integration of a blended learning environment

	5.4.2 Implications for students

	5.5 Limitations of the study
	5.6 Recommendations for further study

	REFERENCES
	APPENDIX A: Course structure - Details of the genre-based writing instructional module in a blended learning environment (GWIMBLE) course
	APPENDIX B: Scope and sequence of the genre-based writing instructional module in a blended learning environment (GWIMBLE)
	APPENDIX C: Sample Lesson Plans
	APPENDIX D: The students writing tasks
	APPENDIX E: The test specifications of the pre and post-test of English writing ability and thinking skill
	APPENDIX F: The pre-test and post-test of English writing ability and thinking skills
	APPENDIX G: The rubric of GWIMBLE writing abilities
	APPENDIX H: The rubric of the GWIMBLE thinking skills
	APPENDIX I: The Genre-based Writing Instructional Module in a Blended Learning Environment (GWIMBLE) Coding Scheme
	APPENDIX J: Attitude toward the Genre-based Instruction Module in Blended
	Learning Environment (GWIMBLE) Questionnaire
	APPENDIX K: The Thai version of the GWIMBLE attitude questionnaire
	APPENDIX L: Focus Group Interview Questions
	APPENDIX M: The Thai version of GWIMBLE focus group interview
	APPENDIX N: Letter of Consent
	APPENDIX O: The validation of lesson plan
	APPENDIX P: The validation of the pre-test and post-test
	APPENDIX Q: The validation of the GWIMBLE attitude questionnaire
	APPENDIX R: The validation of the GWIMBLE of focus group interview
	APPENDIX S: The evaluation of the student’s paragraph

	VITA

