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CHAPTERI I
INTRODUCTION

1.1. Background of the study

English is considered one of the most important subjects taught at
school in Thailand. It is regarded not just as aitool for communication but also a
way to enable learners to increase their knowledge of the world (Promsiri,
Prapphal and Vijchulata, 1996). In addition, it is believed that learners who are
proficient in the English language will have better opportunities in life, education,
and work. However, overall sthe English proficieney of Thai undergraduate
students is low, especially 1a'listening and speaking skills, when compared to the
overall proficiency of those in neighborihg countries such as Malaysia, Singapore,
and the Philipines (Wirlyachitra, 2002).’RiVers (1981) notes that speaking is used
twice as much as reading and writing outside the classroom. Unfortunately,
however, speaking skills are not a focus of T hai tertiary education (Wiriyachitra,
2002). In fact, it is recognized as the weak_ést'ékill of Thai students because of
interference from the mother tongue (Tha.i')‘," _eiél_at:k of opportunity to speak English
in daily life, shynesso speak English with classmates (Biyaem, 1997),
unchallenging English lessons, and passive learning (\Wiriyachitra, 2002).

Such problems have been recognized and certain reforms have been
implementedfor English language teaching and learning in“Thai higher education
institutions. However, despite the existence of such reforms, studies reveal that
littleimprovement has been:made in:English-language teaching-and learning.
Most Thai EFL teachers still'usethe'teaching methods they are“familiar with such
as the grammar-translation approach which focuses on grammatical structure,
vocabulary and reading (Maskhao, 2002). Students are still shy to speak in class
because of their poor grammar. In addition, they are viewed as passive learners
and lack authentic exposure outside of the class (Khumuen, 2003).To help Thai



2
students survive in this increasingly competitive world, fundamental changes have

to be made in the classroom to help promote students’ English speaking

proficiency.

1.2. Statement of problems

Differentiated instruction derives from the need for teachers to ensure that
all students of different abilities will beneftifrom their learning. It is based on
four guiding principles whiehi-focus on the fuikdamental concepts included in the
course content, responsiveness ta.individual students’ differences, integration of
assessment and instruetion,and ongoing adjustment of content, process and
products to meet individual'students’ Iévels of prior knewledge and way of
thinking (Rock, GreggfEllis &/Gable, 2008). Tomlinson (2006) proposes that
the curriculum, variancg'among Iearneré}, classroom environment, and teaching
methods should be considered when plari'n_ing a differentiating lesson. It is
important that teachersrecagnize their stU_ﬂgnts’ differences regarding readiness
to learn, interests, and personal-profiles wh_i"c'h.-'include learning styles, gender,
culture and intelligence preference. In addi'f_iog.to these factors, the classroom
environment is also dmportant. Teachers should create a learning environment that
makes students feelaccepted and appreciated. At the same time, the curriculum
should be focused, engaging and challenging. Finally,-the method of teaching
should be varied. Teachers:should recognize learner variance and aim to develop
multiple routes forteaching and learning to help students achieve their goals. In
addition, Rock et al. (2008) suggest that assessment is another essential part of
differentiated instruction. It should not include the traditional method of using
multiple choice tests to evaluate students’ learning. Instead, assessment should be
an ongoing process that takes place at different stages of an instruction: before,
during and after.

Computer-mediated communication (henceforth CMC) is

“communication that takes place between human beings via the instrumentality of



computers” (Herring, 1996: 1). It benefits language learning in many ways.
Beauvois (1997), Chun (1998) and Warschauer (1996) have found that CMC
helps create a less stressful environment for second language learning. Chun
(1994) and Sullivan and Pratt (1996) state that it provides more equal
participation than face-to-face interaction by allowing shy and less motivated
students to participate in the exchanges. Furthermore, CMC also increases output
from more learner participation in the exchange (Beauvois, 1997; Kelm, 1992;
Kern, 1995; Kim, 2003; Warschauer, 1996). Finally, CMC users perform
syntactically more complexand-morphologically more accurate language (Chun,
1994; Kelm, 1992; Kern, 1995, Warschauer, 1996). It is evident that CMC
facilitates comprehensiblie inputand ou'.tput, promotes negotiation of meaning
through online interaction and improves;‘rll."'earners’ linguistic features as they
interact with more competent language users.

This interactionds even more be’n_eficial if learners are engaged in a
meaningful task. Project work is an instru_@t_ional approach that engages learners
with meaningful and authentic tasks which help promote student-centeredness,
learner autonomy, collaborative learning, creative thinking and creativity. Its
unique characteristi¢ is that specific language aims are not prescribed, but all
skills and content knowledge are enhanced while learners complete a final project.
This approach is based on Dewey and Kilpatrick’s Constructionism and
Vygotsky’s Sacial Constructivism. The héart of project work is the determination
of the teacher to engage students/in a ‘binding communicative activity’ (Barson,
1997: 4), having a final project as @ stimulant for.creative energy. and
contextualized language use.and learning:

Studies show that project-oriented language learning integrated with
Internet technology benefits language learners in many ways. Firstly, learners
may be exposed to authentic texts, tasks and interaction (Warschauer, 1998).
Secondly, it provides opportunities to develop linguistic skills that are not
available in a traditional classroom (Ewing, 2000). Thirdly, it supports



intercultural and autonomous learning (Mueller-Hartman, 2000). Finally, it
increases learners’ levels of input and output and enhances motivation,
engagement and collaborative learning skills (Gu, 2002).

With a combination of differentiated instruction, CMC, and project
work, students should be more motivated to speak English. Through
differentiated instruction, students’ learning is closely supported and in a CMC
environment incorporated with project worlk siudents should be engaged in
meaningful interactions that-will help them-€ihihance their English speaking
proficiency.

According to-Facreh and Kasper (1983), communication strategies help
speakers to compensaié Tor communicétion breakdowns, facilitate oral production
of the target language  and.become morgl'i:onfident. Coemmunication strategy use
may also be stimulated via EMC: Whilg negotiating for meaning, the students
may employ communication strategies to'-_r_ngintain communication flow. Smith
(2003) suggests that communication stratggy use in CMC should be examined
because it will show how studénts avoid communicative disruptions and pursue
successful language performance. 1t is also essential for language teachers to
understand the ‘norms of language use” during computer-mediated interactions
and their contribution to second language acquisition.

However, the study of communication strategies via CMC is still under-
explored and no one hasstudied the use and patterns of communication strategy
use while participating in yoice CMC (audioblogs.and vioice€hats) in an EFL
context. This study will fill this regearch gap and.discuss the effects of
Differentiated Speaking Instruction using Computer-Mediated Communication
and Project-Work (henceforth DCP) on Thai students’ English speaking

proficiency and communication strategies.



1.3. Research questions

This study addresses the following research questions:

1.  To what extent does Differentiated Speaking Instruction using
Computer-Mediated Communication and Project Work (DCP)
improve Thai undergraduate students’ English speaking
proficiency?

2. What communication strategies.do Thai undergraduate students
use while participating in DCP?

3. Isthere anysignificant difference between Thai undergraduate
studenis* pereeived use of communication strategies before and
after participating in DéP?

4.  What aie Thal undérgrad_g.éte students’ opinions about DCP?

1.4. Objectives of the study, v

This study aims: jﬂ

1. To investigate the effects of_D(J:P on English speaking proficiency
of Thai undergraduate studfe_ntg. y

2. Toidentify what communication strategies.Thai undergraduate
studénts use while participating in DCP-~

3. To investigate the difference between Thai undergraduate students’
perceivedise of communic€ation strategies before and after
participating in DCP

4. To explore Thai undergraduate students’ opinions,about DCP



1.5. Statement of hypotheses

The hypotheses of this study are as follows:

1.  Thai undergraduate students’ English speaking post-test mean
scores will be significantly higher than their English speaking pre-
test mean scores at 0.05 level after taking the DCP

2. There is a significant difference between Thai undergraduate
students’ perceived use of communication strategies before and
after partieipating in DCP at0.05+evel.

1.6. Scope of the study
1.  The populaionin this sfudy are English-major students from the
Faculty,of Education’in a};"l"hai university.
2. The datawere collected using the following research instruments
and methods: TOEIC Speakin_g Test, Communication Strategy
Inventory, students’ audiob-jggs, students’voice chats, and a semi-
structured interview. ez
1.7. Limitations of the study

This study‘has been designed to optimize internal and external validity.
However, there were.some limitations that should be ¢ensidered when
interpreting the findings 6f:this study.

Sample size—Since this research was conducted ina@ classroom setting,
the sample size was small. Therefare, generalization of the findings should be
madexwitlr caution.

Research design—This study employed the pre-test/ post-test quasi
experimental design because students were assigned by the registration office to
their sections. It was impossible to randomly select the sample from the

population.



1.8. Definition of terms

Differentiated Speaking Instruction is a teaching theory that is based on
the premise that there is variability among learners (readiness level, interest and
learning profile). The teachers should adjust their instructional approaches
(content, process, and product) accordingly, rather than expecting students to
adapt themselves to the curriculum. The TOEIC Speaking Test was utilized to
examine students’ readiness level (proficieney,): Oral Interviews were conducted
to elicit students’ learning profiles. Topic of laierest Questionnaire was used to
elicit students’ topics ofinteresi-and the Multiple intelligence Inventory was
employed to explore siudenis’ learning styles.

Computer-Mediated Commu'.nication IS communication that takes place
between human beingssSynechronousty a;nfa asynchronously. In this study, the
communication is teacher to'students and students to students via the CMC tools.
Synchronous CMC tools used in this study, were voice chats and asynchronous
CMC tools were audioblogs. Students’ regﬁ-_o_rded voice chats and audioblogs were
analyzed to identify students*.communication strategies while participating in
DCP. ¥

Project Work is an instructional approach that engages learners with
meaningful and authentic tasks which enhance students™content knowledge and
language skills. The-process of project work in this study involved five main
stages: preparation, presentation, practice;‘assessments, and follow-up. The
project work was assessed by the instructer, peers, and students themselves based
on the Project Work Assessment Rubric.

Differentiated Speaking Instruction using Computer-iMediated
Communication and Project Work is an intervention that takes into account
students’ readiness levels, interests and learning profiles when designing the
lessons. While doing project work, students used CMC tools as a means for
promoting comprehensible input and output, negotiation of meaning,
collaboration and scaffolding.



English Speaking Proficiency is the ability to convey a message
intelligibly using proper pronunciation and structure (linguistic and discourse
competence), following sociocultural roles of language (sociocultural
competence), and employing communication strategies properly to cope with
communication breakdowns (strategic competence). Students’ English speaking
proficiency in this study was assessed by means of the TOEIC Speaking Test,
including six tasks: reading aloud, describing pictures, responding to questions,
responding to questions using.information provided, proposing a solution, and
expressing an opinion. Fhecriteria in an analytical.scoring adapted from ETS
(2007) included pronunciation,intonation and stress, grammar, vocabulary,
cohesion, relevance gi*conient, and cor|npleteness of content.

Communication strategies are 4§'trategies used to overcome problems
caused by students” insufficient knowledgeﬁ of the target language (English). The
categories of communication strategies e:m_,er,'ging from students’ audioblogs and
voice chats were strategies for compensatj.ng for the unknown words, strategies
for gaining more time, strategies for emphéisiz’ing, and strategies for unsuccessful
execution. Students’ perceived use of comfﬁugication strategies was assessed by a
developed 4-point Likert scale Communication Strategy inventory adopting the
framework of Cohen-and Dornyei (2002).

Thai Undergraduate students refer to English=major students from the
Faculty of Education, Chulalongkorn University. Their ages ranged from 18-21.
They were in thelrfourth year of'a 5-year:Teacher Preparatien Program.
According to the TOEIC Speaking pre-test scores, students were,at the
intermediate to uppér-intermediate level. Their technological backgrounds varied
from novice to expert. Half of them had been exposed to synchronous CMC

(voice chats), but none had experienced asynchronous CMC (audioblogs).



1.9. Significance of the study

This study aims to develop a speaking intervention to enhance English
speaking proficiency and communication strategies. The findings of this study are
significant in several ways. Firstly, in terms of theoretical significance, the
findings can contribute to the understanding of the effects of voice CMC on
English speaking proficiency and can alsa reveal the communication strategies
used via these tools.

In addition, the developed DCP can alse contribute to English speaking
instruction in Thailand..€GMC, one of the central eemponents of this intervention,
has been reported to lewer learners’ anxiety and increase their input. This
intervention has the petential 0 lessen Thai students™ inhibition which hinders
them from being profigientlanguage usefé.

Besides contriputing to-instruction methods, this study also has a
pedagogical purpose: ‘It provides insight into the nature of English speaking
instruction incorporating the Internet tech_hc_)_logy such as CMC. Students’
reflections regarding the instruction will provide valuable information for any

teachers who wish to implement DCP.

1.10. An overview-of the study

This study-aimed to investigate the impact of-the Differentiated
Speaking Instruction using~Computer-Mediated Communication and Project
Work on Thai undergraduate students’ English speaking proficiency and also
explore their use of communication strategies. This chapter presents the
background and Statement of the problems. Research guestions and-objectives
address the effects of the DCP on students’ English speaking proficiency and
communication strategies. The scope, variables, limitations, definition of terms,
and significance of the study are also explained.

Chapter 2 reviews the literature related to differentiated instruction,
project work, CMC, speaking proficiency, and communication strategies.



Chapter 3 elaborates on the research methodology. It explains the
research design, population and sample, research instruments, instructional
instruments, instrument validation, data collection, and analyses.

Chapter 4 reports the findings of the four research questions. Both

quantitative and qualitative data are presented.
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CHAPTER I
LITERATURE REVIEW

There are six main underlying concepts which are the foci of this study:
differentiated instruction, project work, computer-mediated communication
(CMC), speaking proficiency and asssessment, communication strategies, and
conversation analysis. The general characteristies of each concept are discussed
in this section.

2.1. Differentiated instruction

Differentiateddnstruction is an instructional approach that is based on the
premise that there is vagiability among |§é?ners and that teachers should adjust
their instructional approaches accordinglly rather than expecting students to adapt
themselves to the curriculum The ‘characfe_r,is,'tics and major components of

differentiated instruction'are as follows: = =

rsrda

2.1.1. Characteristics of differentirétgd instruction

The idea of differentiated instruction was derived-from the need to help
students of differentintellectual abilities improve their fearning in classrooms in
the USA as a part of iwo government policies: the Individuals with Disabilities
Education Act (IDEA, 2004 ) and No Child-Left Behind (NCLB, 2001). Itisa
recognition of the fact that«¢lassraoms generally include students with different
ability levels: high, grade level, and'low. The students in the low,group are the
most problematic’in learning as they cannot catch up with the rest of-the class.
Therefore, it is the teacher’s job to make sure that all students achieve the preset
learning goals (Rock et al., 2008).
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Tomlinson (2000) states that there are seven basic beliefs underlying

differentiated instruction: (1) same-age students differ markedly in their life
circumstances, past experiences and readiness to learn; (2) students’ differences
have a significant impact on the content and pace of instruction; (3) student
learning is heightened when receiving the support from the teacher that
challenges them to work slightly above what they do independently; (4) student
learning is enhanced when what it can be conneeted to their real life; (5) student
learning is strengthened by authentic [8arning opportunities; (6) student learning
is boosted when students feel that they are respected and valued; and (7) an
overarching goal of schoeling‘is'te recognize and promote the abilities of each
student. A

Based on these beliefs, Tomlinsc‘;h and Cooper (2006) propose that
learner, classroom environment, curriculﬁr_n’ (content) and teaching methods
(process) are the major criteria to be consid;eféd when differentiating instruction.
However, Rock et al., (2008) add ather two ,\"/ajr_yiables to be considered. Those are
the teacher variable and the assessment var‘qﬁb'l.ié (product). According to Corley
(2005) and Hall (2002), teachers should fiféf&ihsider learners’ needs, then
design their curricultim (content), teaching methods (process) and assessment
(product) corresponding to their learners® variability. In this study, the teacher
variable, which included documents’ analyses (curriculum and course
description) and the learner variable, was firstly examined. Then, the content,
process, and praduct were designed accordingly. Even though experts suggest
the classroemrenvironment beconsideredwhen differentiating instruction, it was
not considered as'a' major component’in this study, but rather a sub-topic of the

content variable.
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2.1.2. Major components of differentiated instruction

The five major components of differentiated instruction: the teacher
(documents’ analyses), the learner, the content, the process, and the product are
discussed as follows:

2.1.2.1. The teacher

In differentiated instruction, teachers should evaluate their knowledge
and skills, identify resources and systems for SUpport, then set reasonable goals
and realistic timelines to iniroduce differentiated instruction in the class. In order
to be successful in develaping adifferentiated instruction, the course curriculum
and the course description should be carefully examined. Teachers, therefore,
should have an in-depth understanding OT the subject matter that they teach. In
this study, the course carrigulum and thef"c_oUrse description were thoroughly

examined before developing the course content.
3 F"
o, :IJ‘—I

2.1.2.2. The learner T .

The main focus of differentiatéd iﬁéﬁifétion is.onrthe learner. It is a shift
away from teacher-cgntered to student-centered classrooms where the one-size-
fits-all approach is inapplicable.

Itis important that the teacher take students’ reédiness, interests and
learning profiles into ‘consideration when designing an instruction. Evidence
shows that students are more successful in school and are more engaged if they
are taught iy ways-that are, respansive;to theirreadingess levels, (Vygotsky, 1978),
interests (Csikszentmihalyi, 1990) and learning profiles (Sternberg et:al., 1998).
The definitions and characteristics of these three terms are as follows:
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Readiness

Corley (2005) defines ‘readiness’ as students’ knowledge,
understanding, and skill related to a particular sequence of learning and
influenced by students’ cognitive proficiency, prior learning, life experience and
attitudes about school. The concept of “readiness” is grounded in the work of
Lev Vygotsky (1978) and the zone of proximal development (ZPD), the range at
which learning takes place. Research determinedthat in classrooms where
individuals were performing at a level of about 80% accuracy, students learned
more and felt better about themselves and the subject area under study (Rock et
al., 2008).

Interest

Interest is defined by Corley. (2005) as topics that evoke student’s
curiosity and passion, and that will engage‘?tddents in learning. Tomlinson and
Cooper (2006) state that interest is closely"fé'lalt_ed to motivation. If students are
engaged in a learning activity that maiches Jthefr interest, motivation will be

increased, resulting'in amore favorable outcome.

Learning profile

Learning profile includes learning style, intelligence preference, culture
and gender. According to'Howard Gardnery(1993), learners learn and work in
multiple ways; therefore, the teacher should not generalize patterns to all
individuals:within-a group,but shouldidevelop-students’ strengths,by:helping
students compensate for'weaknesses in'the various intelligence areas:

The teacher can differentiate instruction according to students’ readiness
levels (proficiency), interests, and learning profiles by providing learning
activities that offer students choices for demonstrating mastery of learning.
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In this study, the content, process and product of the course were

adjusted to meet the students’ readiness levels, interests, and learning profiles.
The details are discussed as follows.

2.1.2.3. The content

Content is what the student needsta'lgarn such as major concepts,
principles and skills. It should be important.ana#focused, engaging, challenging,
and supported. Tomlinson and Cooper (2006) state that it is essential that the
teacher teaches what is mostimportant in the diseiplines and important to
students. In addition, the.eonient should also be engaging to stimulate students’
curiosity and interest. One way to do this 1s to help them see that what they learn
is of value for them in‘thesfeal world, Furthermore, they need to see what they
learn as challenging and supparting becaﬁ_sé challenge will bring growth to
students’ learning. Studghtsalso need to sense the support s ready for them

once they get stuck. =
In this study, the teacher differenti@fedf the instruction by adjusting the
degree of complexity using diverse instructional processes (face-to-face, online

and self-study) to teach the content.

2.1.2.4. The process

Process is an‘activity'in which students engage iir arder to make sense of
or master the content. It is the teacher’s goal to develop multiple routes for
teaching and learningdo-provide alternativesforstudentsito.suceeed: There are
multiple ways to differentiate the process, for example, by using tiered activities
(same task but different levels of difficulty), varying the length of time for
completing the task, or allowing students to perform individual work, pair work

or group work.
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In this study, the teacher varied the classroom activities to fit each

student’s level and allowed the students to work individually, in pairs or in
groups.

2.1.2.5. The product

The product or assessment demonsirates whether students have learned
the key concepts and skills of @ unit. Each sitdent should create different
products based on his or'her own readiness levels, interests, and learning
preferences by being provided.with a choice of four or five products that he or
she can choose to demopstrate mastery of learning.

In this study, students were able to choose what they were going to
create as a final project. For example, thé_’y could create video clips by using a
presentation tool or video editing tool ba§_ed. on their teehnological knowledge.

Differentiated instrugtion is an ideal instruction in which the teachers
take account the students’ variabifity whe;ﬁ*:(feg‘iﬂgning the lessons. However, its
implication in a language classroom is not elear. Experts only suggest ways for
differentiating instruction in 7gé'n'eral. To create environments that support
differentiated instrUction i a language classroom, project-based learning and
CMC were integrated Into this study. The details of both principles are discussed
as follows: | |

2.2. Project Work

Prejectywork is aninstructionaliappreach-thatsstimulates-students’
motivation to learn by engaging them'in meaningful tasks, texts-and interaction.
It has been widely defined and characterized. In this section, definitions and
characteristics of project work, its integration with the Internet technologies and
frameworks are elaborated upon.
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2.2.1. Definitions and characteristics of project work

Project work has been widely defined and characterized by a number of

experts as shown in the following quotations:

Projects are multi-skill activities focusing on topics or themes
rather than on specific language targets. As specific language
aims are not prescribed, and studenis Coencentrate their efforts
and attention on reaching an agreed goal, project work
provides students with epportunities to reeycle knowledge,
language and skilis in@ relatively natural context (Haines,
1989, p. 1) :

Project work is@ ““versatile vehicfig for fully integrated

language and copfent learning.” (Stoller, 1997, p. 3)
o
d # -3 :IJ‘—I
Project work is student-centered a@“ driven by the need to

create an end product. However, it is the rolite to/achieving
this end-prbdtjct that makes project work so worthwhile. The
route to the end-product brings opportunities for students to
develop their Confidence and independence and 'to work
together in a real-world environment oy cellaborating,on a
task. (Fried-Booth, 2002, p.6)

The versatility of project-based learning makes itdifficult to-articulate
one single definition that takes into account the various ways in which the
concept can be translated into practice. However, based on the quotations
mentioned earlier, project work can be defined as an instructional approach that
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engages learners in meaningful and authentic tasks which promote student-

centeredness, learner autonomy, collaborative learning, critical thinking and
creativity. Even though specific language aims are not prescribed, all skills and
content knowledge are extensively enhanced while learners are completing an
end product.

To successfully conduct project work,. Stoller (2006) proposes ten
conditions be taken into consideration: 1) it.should have a process and product
orientation; 2) it should be defined by Students to encourage student ownership in
the project; 3) it should be.eondticted over a period of time (rather than a single
class session); 4) it should encotirage the natural integration of skills; 5) it
should make a dual commitment iolanguage and content learning; 6) it should
allow students to work'in groups and.on 1hQir own; 7) itshould require students
to take some responsihility fortheir.own “"l_earning through the gathering,
processing, and reporting of information f,r':c;)rﬁ target language resources; 8) it
should require teachers and students to asé"l;jrfnq._ynew roles and responsibilities; 9)
it should result in a tangible final product; q“ﬂd'.iiO) it should conclude with
student reflections on bath the process and 'tﬁ_éébfoduct.

Since the DCP integrated CMC for this study; the aforementioned
conditions proposed by Stoller (2006) are partially applicable. Studies
concerning project work-and the Internet technologies are explored in the next

section.

2:2:2 /Rrejectworkeandithed ntennetitechnologies

Debski (2006) states that the development of the“Internet technologies
allowing people to use computer networks for social purposes, known as “social
computing,” has made a great contribution to project-based learning and
teaching. Communication tools such as online diaries, emailing and chatting help
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engage learners in creative, goal-oriented and collaborative activities. He states

that the integration of project work and the Internet technology would help
engage students in a ‘binding communicative activity’ (Barson, 1997: 4), having
a project as a catalyst for creative energy and contextualized language use and
learning.

Warschauer et al. (2000) support the above statement and suggest
teaching guidelines for integrating the Internet.iechnologies into a lesson as
follows: 1) students should be immerséd in learning language skills and
technology skills simultaneetsly, with the teacher providing the necessary
structure and support along the way, 2) the computer is used naturally and
regularly together with other.togls and media, “serving the creation of an
enriched workplace for aceessing resouréfesJ and using language constructively”
(Barson & Debski, 1996: 52), 3) the clasé;obm needs to incorporate project work
to support new ways of teaching angd engag}a studentsiin meaningful tasks, and 4)
the course curriculum should be shaped a(':i.:_'dr.q.@ng to students’ own needs and
interests having the teacher guiding them o_lﬁtr'\:e side.

Even though Warschauer et al. (2(.)0"'0_)'é|drbvide such useful suggestions,
they do not provide apractical framework for integration of project work in the
classroom like Debski (2006) does. In the next section, the frameworks used in
this study will be elaborated upon.

2.2.3. Frameworks of project work

Tihere-are-founproject-work frameworks-synthesized-inthisisstudy,
namely; those of Alanand Stoller (2005), Fried-Booth'(2002), Debski (2006) and
Mills (2006). The first two frameworks are for a typical classroom, while the
second two are for a classroom integrated with the Internet technologies. The
details of each framework are as follows.
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2.2.3.1. Alan and Stoller’s framework

Alan and Stoller (2005) point out that the project-based learning
approach has been under-exploited in some language classrooms because
teachers have too much control or students are left alone without guidance on the
language, content or process. In addition, evaluation tends to focus primarily on
the appeal of the project and disregards studeni’s gains in language and content
learning. They then propose ten stages of implementing project work in a
language classroom that'would help maximize its benefits. The process includes
1) students and the teacher.adree on a theme for the project, 2) students and the
teacher determine the final outcomes of the project, 3) students and the teacher
structure the project, 4) the teacher.prepares students for the demands of
information gathering; 5) students gather information, 6) the teacher prepares
students to compile and analyze data, 7) ét_udents compile and analyze
information, 8) the teacher prepares studen"g's for the language demands of the
final activity, 9) students present the finalvb:_'rbq;;ct and 10) students evaluate the

project.

2.2.3.2. Fried-Booth’s framework

Fried-Booth (2002) proposes three main stages of implementing project
work. The first is the planning stage in which students discuss the scope and
content of their project. The objectives, language needs, and end product should
be identified. As a successful project depends on how well-organized the teacher
is, theteagher-should prepare:adequate resources-and space for the project and
should consider students’ safety'if the information gathering is to be done outside
of the classroom.

In the implementation stage, students perform the task of achieving the
predetermined objectives, and the teacher monitors students’ performance and
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gives support. To provide students with a clearer vision of what their end product

should be like, examples of previous projects should be presented.

The last stage is the creation of the end product which may come in
different forms such as posters, websites, magazines or audio recordings.
Collaborative learning can be promoted if friends are taking part in the project.
In addition, evaluation can be either formal.or.informal, and the teacher should
provide a follow-up program to address stdaenis* language needs.

When comparing the frameworks proposed by Alan and Stoller (2005)
and Fried-Booth (2002), itwasfound that Fried-Booth (2002) was more clear

and applicable in language classrooms. |

2.2.3.3. Debskt’s framework |
Debski (2006) proposes six stageé_ of implementing project-oriented
CALL (the term he coingd for project work integrated with technology) as in the

following: ==

Incubation stage is to find out whalfbéét motivates students to learn and
plan the process thatwill lead to the achieVé?ﬁéht of setting goals.

Awareness stage Is to increase self, group, role and language awareness
among students.

Investment stage will facilitate student access to communities that use
the language they study.

Justifiéation stage will educate students about the rationale behind
projectsoriented learning:and:therole:of technelogydmteaching.anddearning a
language.

Creation stage provides students with opportunities to complete creative
writing tasks and to share information among themselves and their future

audience.
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Donation stage will confirm the students’ relationship with the

communities they have been interacting with by presenting the product of their
work.

Debski (2006) comments that technology can be integrated into project-
based language learning by providing platforms for discussing, building, and
sharing student’s projects (Resnick, 2002). Students can use electronic mail,
bulletin boards and chat to exchange information‘about their projects. In
addition, they can also use weh content and multimedia on the Internet to create
their end products such as.aweb stie or blog. Finally, students can publish their
work on the web and share the knowledge they gain with a worldwide online
audience. :

Even though«this framework intégrates Internettechnologies, two stages,
namely, the investmeniStage and donatidn stage proposed by Debski (2006), are
inapplicable. This is becatise the projects d‘?\/éloped by the students in this study
were small-scaled. Therefore, the two stag'e':tsf n}gntioned above were not fully

adopted.

2.2.3.4. Mil1s* framework

Mills (2006) proposes seven steps for designing web-enhanced learning
projects. First, curriculum-based goals for student learning should be identified.
Then, learning:objectives supporting the classroom curriculum should be
determined. After that, an assessment protocol should be established based on the
learning ehjectives; process.of learningiand products of learning:lt should
identify.the final product such as web page, oral presentation, or written report.
Rubrics are often used to establish an objective basis for evaluating both process
and product learning. Then, the learning tasks that will accomplish the learning

objectives and permit students to complete the assessment process should be
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identified and the Internet information resources should be specified and their

use described. After that, the learning tasks are to be structured and sequenced.
Finally, the learning tasks should be rehearsed to make sure that the sequence
and associated information resources are applicable to learning objectives. Links
to information resources should always bhe verified as accurate and appropriate.
Even though Mills’ (2006) frameworkuis applicable to this study, it does
not include how the project work can be asseSsed like other experts’ frameworks.
This study adopted all the frameworks mentioned earlier and categorized
them into five main stagesapreparation, presentation, practice, assessment, and

follow-up. A summary gittheproject werk frameworks is shown in Table 3.12.

2.2.4. Researeh in‘project work

Series of researeh have investigat‘éd the effects of project work on
different aspects of language learning. The":fdl'lowing studies showed positive
effects and highlighted the benefits of projéc‘twork in language classrooms.

Sudrung (2004) studied the effects of all.;project-based curriculum on 27
Thai high-school students® English Iangua.gé'_SRills. Students’needs were
analyzed prior to the course. Students followed the project work process in order
to create five assigned projects. The findings from pre-tests and post-tests’ scores
showed improvement of-all four language skills, namely, listening, speaking,
reading, and writing.

Toyoda (2000) reported similar findings from the study of learners of
Japanese cHissstudy: aimed, tesinvestigate the effects ofproject-oriented computer-
assisted language learning (CALL) on 12'international students™ information
technology skills and Japanese language proficiency. His findings from class
observation, interviews, and web-based project assessment revealed positive

effects of an integration of project work and technology. He found that students
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with different areas of expertise help each other. Their communication with the

teacher and peers increased. However, there were minor technological problems
concerning the email sending task.

Besides the language skills, project work has also been reported to
promote authenticity, critical thinking, team learning, and negotiation of
meaning. Andrews (2000) examined stucdents in two French classes (one class
with six students and the other with eight students). Through class observation,
weekly teacher’s log, students” document gathered from web forum, web pages,
e-mails, and student interview . findings showed that students in the class
implementing project work werge exposed to more authentic materials and were
facilitated to make more eritical reflection via online peer assessment.
Tragoolsrid (2002) supported the benefifjé of project work and reported the
positive effects on team learning. 30 Thai. uhdergraduate students were divided
into five groups. The findings from the Team Learnlng Questionnaires and Team
Performance Questionnaires showed students lmprovement of team learning
skills. One of the most interesting study mtegratlng project work and CALL was
by Jeon-Ellis, Debski, & nggleworth S (2005) which investigated eight
students’ oral interactions while completing project work in the PrOCALL
(project-based computer-assisted language learning) classroom. The findings
from video and audio recording of the class talk, interviews, questionnaires,
participant observation, and students* webpages showed thatthe PrOCALL
context can pravide students with opportunities for negotiation of meaning or
collaborative dialogues—dialogues in which.speakens-are engaged problem-
solving-and knowledge-building about language.

It is apparent that project work is a powerful teaching approach with
unique characteristics and process that may promote students’ improvement on

language proficiency, and other aspects of language learning such as
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authenticity, critical thinking, team learning, and negotiation of meaning or

collaborative dialogues.

Besides the project work, CMC was another principle adopted in this
study. Its qualities such as lowering pressure and increasing students’ output
(Kelm,1992; Kern, 1995; Kim, 2003) are valuable for maximizing students’
learning. CMC will be discussed in the nexisection.

2.3. Computer-mediated communication (CMC)

CMC has been widely.defined by many experts; however, the most cited
is by Herring (1996) whosdefines CMClas “‘communication that take place
between human beings via the instrumentality of computers” (p. 1).

As this study-aimed to use CMC to enhance students’ speaking
proficiency, it is essential to understand ﬁgw CMC can lead students to such
ability. Second language acquisition theor,iés will be discussed and then the types
and uses of CMC will be elaborated upon.

2.3.1. Computer-méd'iated comrhllj"r_{ii:_ation and speaking proficiency

Over the pasttwo decades, the benefits of CMC:in language learning
have been extensively reported. The advancement of CMC technology in the mid
1990s has allowed its remote users to orally communicate with one another via
voice CMC such as veice chat, voice e-mail, and ‘audio conferencing (Rosell-
Aguilar, 2005):These tools have been reported to contribute significantly to EFL
classrooms:a\VVoice"CMCeincreases the students’ speaking practies, time because it
allows teachers'to assign more pair work activities than in‘a face-to-face
classroom (Hampel & Hauck, 2004). In a large class in which the students have a

limited number of speaking turns, CMC can be “an effective tool in providing
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more time for speaking practice” (Cheon, 2003, p. 10). It was also reported to

increase students’ speaking proficiency (Satar & Ozderner, 2008; Volle, 2005).

Second language acquisition (SLA) theories that explain the processes of
language acquisition in the CMC environment are Krashen’s Input Hypothesis,
Swain’s Output Hypothesis, Long’s Interaction Hypothesis and the Sociocultural
approach to SLA.

2.3.1.1. Krashen’s Input Hypothesis

Krashen (1985) suggesis that a language learner will learn best when he
or she is provided with cemprehensible input--linguistic structures that are a little
beyond the learner’s Current level'of competence (i+1). What is relevant to the
CMC learning environment in Krashen’sj’input hypothesis is that students in
CMC produce more input than'in face—to‘-!face conversation (Beauvois,1992;
Kelm, 1992; Kern, 1995; Kim, 2003; Perez;; 2003; Warschauer, 1996); therefore,
CMC is an environment where students géfézggosed to a large amount of

comprehensible input.

2.3.1.2. Swain’s Output Hypothesis

Krashen’s input hypothesis is supported by Swain (1985) who proposes
that one also needs opportunities to produce comprehensible output when
acquiring a language. Swain’s Qutput Hypothesis (1985) was formulated based
on the results af her study which show that even though her learners of French
had beenextensively exposed-ta:the targetdanguage;they failed-to achieve native
like praficiency. In"her opinion, output plays an importantrole in language
acquisition. Learners need opportunities to use their linguistic resources in a
meaningful and contextualized way. Based on this, CMC is an ideal place for
learners to practice the target language with their peers in a relatively stress-free
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environment. Students’ affective filter will be lower because their anonymity can

be maintained (Kelm, 1996) and their anxiety when making mistakes can be
mitigated (Beauvois, 1997; Chun, 1998; Warschauer, 1996). Besides Krashen’s
comprehensible input and Swain’s comprehensible output, Long’s Interactional
Hypothesis also concerns second language acquisition via CMC.

2.3.1.3. Long’s Interaction Hypothesis

According to Long (1996), it is within interaction that one acquires a
language. It is modifying inputand modifying interaction that makes input more
comprehensible and it 1s.ghe input from this negotiated interaction that has a great
impact on language learning./Negotiation of meaning is an attempt of
interlocutors to “resolVe communication breakdown and to work toward mutual
comprehension” (Pica,Holliday, Lewis, & Morgenthaler 1989: 65). Through
negotiation of meaning, interaction is changed and redirected, leading to greater
comprehensibility. In a CMC environment, students participate in genuine,
contextualized communication. Many studles have reported that meaningful
interaction and negotiation of meaning mcreased in @ CMC environment when
compared to face-to=face one (Fernandez-Garcia & Martinez-Arbelaiz, 2002;
Smith, 2003; Pellettieri, 2000).

2.3.1l4. Sociocultural’/Approach

According to Vygotsky (1978), social interaction plays a salient role in
learning and development; He pointsioutithat-learners-passess, twa levels of
development. One is an actual development level (what one can‘do)and a
potential developmental level (what one should be able to do in the future). The
learner progresses from the actual level to the potential level through interactions
with peers. The area between the actual and potential levels is called the learner’s
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Zone of Proximal Development (ZPD). It is the interaction with others that helps

learners move through their ZPD to reach a potential developmental level and it
is during the interaction that language learning occurs. A CMC learning context
can provide learners with more opportunities to interact with others and to be
scaffolded by someone who is more proficient through socialization and
collaboration.

In this study, CMC was used as a medium of communication between
the teacher and students and students and students. The synchronous CMC tool
used in this study was voice€hat and the asynchronous CMC tool was an
audioblog. The tasks designed aimed to promote comprehensible input,
comprehensible output, negatiation‘of meaning, collaboration and scaffolding. In
the next section, types and uses of CMC’toq_Is are discussed.

2.3.2. Types and usges of CMC
Interactions via CMC can be categjbfizjgd into two modes: asynchronous

and synchronous. Their characteristics and uses are as follows:

2.3.2.1. Synchronous-tools

Synchronous tools enable real-time communication and collaboration in
a ‘same time-different place’ mode. These tools allow people to connect at a
single point instime, at.the same time. Theprimary. drawback of synchronous
tools is that, by definition, they require same-time participation. Different time
zonesrandyconflicting schedules:can createicommunication challengest In
addition, they tend to be costly and may require significant bandwidth to be
efficient (Ashley, 2003).

The synchronous tool used in this study was voice chat. It is a
synchronous CMC tool that allows a user with a computer to call and speak to
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others using a computer or landline telephone. Voice chat is like using a regular

phone except that it uses the Internet for the call. It is inexpensive or often even
free. In addition, it prepares the user to work with communication lacking visual
clues like speaking via a telephone. The user can download the software, select a
username and a password. Once the software is downloaded to the computer, the
user can invite people to their contact lists and:make a connection. In this study,
the voice chat was used to stimulate students” iateraction with an information-

gap activity (describing pictures) to promote students’ negotiation of meaning.

2.3.2.2. Asynehrogetstools

Asynchronous tgels enable .communication and collaboration over a
period of time through'a “different time-different place” mode. These tools allow
people to connect at each persen’s own c“b_nVenience and own schedule.
Asynchronous tools are useful for ‘sustainir'i&g Jdialogue and collaboration over a
period of time and providing peopte with 'r‘és_oy_yrces and information that are
instantly accessible, day or night. They pos?esé the advantage of being able to
involve people from multiplé time zones. I.h"éadition, asynchronous tools are
helpful in capturing the history of the interactions of a group, allowing for
collective knowledge to be more easily shared and distributed.

In this study, the asynchronous toal used was an audioblog. It is an
asynchronous4ool that combines blogs (web logs).and audio files. Users could
post audio filesonline, instead of or in addition to text files, and share these files
with an,audience s Theentries:were ccataleguediby-datejand timeand:were stored
as an audio portfolio. Audioblogs are an excellent place for studentsto post their
opinions and ideas.

In this study, audioblogs were used as a channel for students to express
their opinions and reflections, and practice speech production.
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2.4. Speaking proficiency

2.4.1. Definition and characteristics of speaking proficiency

Murphy (1991) states that speaking proficiency is a subcategory of oral
communication skills involving listening and pronunciation. Bailey (2006)
comments that speaking skill is more difficult than receptive skills such as
reading and writing because speaking happens«in “real time” and is almost
always accomplished via interaction with at-l€ast'one other speaker.

Bailey (ibid.) examines the components of spoken English by presenting
the following model propgsed by van Lier (1995) which is useful for helping

teachers to fully understand the substantial components related to speaking skill.

A

PHONOLOGY [ digtinctive }

feature -
/ phonerﬁé " -
- syllable
MORPHOLOGY morpheme
— ‘ word \ —‘ —
/ STRESS
phrase \ A
SYNTAX RHYTHM
clause INTONATION

Vs ‘
utterance
DISCOURSE \
/{ L text }

Figure 2.1 Units of Language (van Lier, 1995, p.15)
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The figure shows the many elements involved in speaking. The left

column represents four traditional linguistic components, namely phonology,
morphology, syntax, and discourse. The center column illustrates the units of
spoken language. At the base of the pyramid, text refers to stretches of language.
Spoken texts are composed of utterances - what someone says. A clause refers to
two or more words that contain a verb marked.for tense and a grammatical
subject. A phrase is two or more words that-funetion as a unit but do not have a
subject or a verb marked for tense. A word is called a free morpheme when it can
stand alone and convey meaning. In contrast, bound morphemes are to be
connected to other words«/A phoneme is a unit of sound that distinguishes
meaning. It can be either.a consonant or vowel sound. A syllable overlaps the
levels of morphemesand phonemes because a syllable ean consist of a
morpheme or simply one or more phoneﬁneé. Consonants and vowels are called
segmental phonemes. Their distinctive feafyré is @ minute contrast of two sounds
such as /p/ and /b/ that areSeparated by vlél:iéi]]g. The three labels on the right of
the pyramid—stress, rhythm and intonatiorf—fépresent the suprasegmental
phonemes. When we, speak, these phonem.e'é" carry meaning differences above the

segmental phonemes;depending on Where the stress is placed.

2.4.2. Process of speech production

In order to understand how the linguistic elements mentioned above
work, the procéss of speech production by Levelt (1989) are outlined here. The
four processes-are-conceptualization,formulation;articulation and self-
monitoring. Conceptualization is 1o plan the message content.' Formulation is to
find words to express meaning (lexicon), sequence them in an appropriate
grammatical order (syntax) and prepare speech patterns of words to be used
(phonology). Articulation is to execute the speech concerning motor control of
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the articulatory organs. Finally, self-monitoring is the ability of language users to

identify and self-correct mistakes.

Bygates (2001) states that it is difficult for elementary learners to speak
fluently and accurately because they lack both automation of the four processes
and accuracy. Speaking is reciprocal and less predictable than written
interactions. It is produced “on-line,” so that speakers have no chance to check or
correct it. This time pressure affects the three first processes, namely,
conceptualization, formulation and articulation.

To evaluate how well sitidents deal with these production processes,

experts suggest some guideiipesand options as explained below.

2.4.3. Assessing Speaking Skill ™

In order to assess speaking skill e“ffebtively, several considerations are to
be taken into account. O Malley ang Piercé; (1996) suggest that the activities to
be assessed should come from activities téﬁi_‘g‘hp_yin class and should be appropriate
for the students’ level of oral langtage profll“cigncy. Furthermore, assessment
should focus on both, communicative and academlc language functions and to be
conducted regularly: Finally, the resulfs of assessments should be provided to
students to help them make the necessary changes in their performance.

The three ways of assessing speaking that are commonly used are direct
test, indirect test and semi-direct test.” A direct test requires Students to speak the
target languageé as in an oral interview, conversation or unscripted role-play. In
an indirecttest; test takerside:netactually; speak butimaysbe given aiconversation
cloze test or phoneme discriminationtask. Finally, in the'semi-directtest,
students speak but do not interact as in a conversation or role-play. They may
listen to prompts and provide a response.
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As speaking is a productive skill, its scoring methods are more complex

than receptive skills such as reading and listening. The three main methods for
scoring speaking skill are objective scoring, holistic scoring, and analytical
scoring. Objective scoring is a method that does not involve judgment. Holistic
scoring involves judgment and training raters. A speech sample such as an oral
interview, recorded conversation or passageread aloud is given an overall
evaluation which can be a rating (six on a ten-peint scale) or a designation (pass
or not pass) or advanced designation (Rovice, intermediate, advanced or superior
categories). Analytical scornganvolves abilities underlying the speaking skills
such as vocabulary, grammary pronunciation and fluency based on theory
(Bailey, 2005). |

In this current'study, stuclents toc’)‘k the TOEIC Speaking Test—a semi-
direct test in which they were required to‘!answer prompts. Students were rated
by two raters using analytical scoring. Crité;ri'é based on the ETS (2007) included
pronunciation, intonation and stress, graniﬁjér.,;yocabulary, cohesion, relevance

of content, and completeness of content.

2.5. Communication Strategies

2.5.1. Definitions of communication strategies

A communication strategy is “a mutual attempt of two interlocutors to
agree on a meaning linsituations where requisite meaning structures do not seem
to be shared” (Tlarone, 1980: 419). The term was coined by Selinker (1972) in his
seminar paper-on“interlanguage;’ discussing“strategies:of second language
communication” (p. 229). However, he did not go into detail about the nature of
these strategies. Around the same time, Savignon (1972) published a research
report in which she highlighted the importance of coping strategies (the term she

used for communication strategies) in communicative language teaching and
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testing. Then in 1973, Véradi gave a talk at a small European conference on

systematic analysis of strategic language behavior. However, Varadi’s paper was
not published until 1980. By that time, Tarone and her associates (Tarone, 1977,
Tarone, Cohen, & Dumas, 1983) had published two studies specifically focusing
on communication strategies, providing the first definition of “communication
strategy” and introducing a taxonomy: that is censidered to be the most influential
at present.

Interest in communication strategies increased greatly after Canale and
Swain (1980) included them in their model of communicative competence as
components of strategic gompetence. They define the term as “the verbal or
nonverbal communication stgategies that may be called into action to compensate
for breakdowns in communication due fo performance variable or due to
insufficient competence” (p. 200). ILis tHe_ Competence underlying one’s ability
to make repairs, to cope with imperfect an\/\iiedge, and to sustain
communication through “paraphrase, circﬁf:rﬁlqgution, repetition, hesitation,
avoidance and guessing as well asshifts infeéi'ster and style” (Savignon, 1983,
p. 40-41). These definitions eorrespond to."l"er'cé)he (1980)7s statement that
“communication straégies are seen as tools used in a joint negotiation of
meaning, in situations where both interlocutors are attempting to agree as to
communicative goal” (p: 420).

2.5.2. ‘Frameworks of communication strategies

Tiheframeworks:of communication strategiesrvany: according to the
researchers™ different perspectives regarding the issue. The three major
perspectives are the traditional approach, the interactional approach, and the

psychological approach.
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2.5.2.1. Traditional approach

In the traditional approach, communication strategies are viewed as
verbal or nonverbal first-aid devices used to compensate for gaps in the speaker’s
L2 proficiency. This view is reflected in Tarone’s (1977) and Faerch and
Kasper’s (1983) definitions:

Conscious communication strategiesare.used by an individual
to overcome the crisis Which oiccurs when language structures
are inadequatge.to convey.the individual’s thought. (Tarone,
1977: 195) '

CSs are potentially conscious plé-e}nsrfor solving what to an

individual presents itself as a préblem In reaching a

particular communicative goal. (E.é_agfch & Kasper, 1983: 36)

According to this conceptualizatior,n? communication strategies constitute
a subtype of L2 problem-management efforts, dealing with language production
problems that occur-at the planning stage. They are separate from the other types
of problem-solving devices, meaning-negotiation and repair mechanisms (e.g.
requesting and providing elarification), which involve the handling of problems

that have already surfaced duringthe course of communication.

2.5.2.2. Interactional approach

Proponents of the interactional approach see communication strategies
from a different perspective. They define them as “tools used in a joint
negotiation of meaning where both interlocutors are attempting to agree as to a

communicative goal” (Tarone, 1980: 420). This interactional perspective would
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allow for the inclusion of various repair mechanisms, which Tarone considered

communication strategies if their intention was “to clarify intended meaning

rather than simply correct linguistic form” (1980: 424).

2.5.2.3. Psychological (cognitive) approach

While the researchers of the interactional approach see communication
strategies as a communicative device to compensate the breakdown in an
interaction, proponents of the psychological approach (Bialystok, 1990) see
communication strategies fromwyet another perspective. They argue that
communication strategiesarednnerently mental procedures; therefore,
communication strategy sesearch should investigate the cognitive processes
underlying strategic language use. They i_ilaj_m that not understanding the
cognitive psychological and psycholingufi's_ti.c dimensions of communication
strategy use, and focusing only on the sur"Té;cé"‘ verbalizations of underlying
psychological processes, would fead to ta)lf!c.‘ivﬁomies of doubtful validity.

Instead of conductlng progtct- orleﬁfed research, Bialystok recommends

that communicationstrategy research adopt anew analytic perspective, focusing

on the cognitive “deep structure™ of strategic language behavior.

2.5.3. The classification of communication stfategies

A large number of studies on'communication stratégres have proposed
different types'of strategies. However, the most up-to-date and comprehensive
one is'byCohen & Darnyei(2002)wha have-classified communication strategies
into four major ‘categories: 1) avoidance or reduction strategies, 2) achievement
or compensatory strategies, 3) stalling or time-gaining strategies, and 4)

interactional strategies. Details are as follows:
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2.5.3.1. Avoidance or reduction strategies

Message abandonment is a strategy in which a speaker leaves a message
unfinished because of some language difficulty.

Topic avoidance is a strategy in which a speaker avoids topic areas or
concepts which pose language difficulties.

Message replacement is a strategy in which a speaker substitutes the

original message with a new one because ai-noifeeling capable of executing it.

2.5.3.2. Achievement or compensatory strategies

Circumlocution is'a strategy in which a speaker describes or exemplifies
the target word he or she.eannot remember (for example, “‘the thing you open
bottles with’ for corkscrew). |

Approximationds asstrategy. in wﬁ.i_ch a speaker uses an alternative term
which expresses the meaing of the word as closely as possible to the one he or
she cannot remember (for exampie, ship faf,7s§,il boat’).

Use of all-purpose words is a strate_fgy'.-in which a speaker extends a
general, ‘empty’ lexical item to contexts where _specific words are lacking (for
example, the overuseiof thing, stuff, make, and do). '

Use of non-linguistic means is a strategy in which a speaker uses mime,
gesture, facial expression and sound imitation to convey the meaning.

Literal translation Is a'strategy in'which a'speaker translates literally a
lexical item, anidiom, a compound word or structure from the native language
toward+thetargetanguage.

Foreignizing Is a strategy in which a speaker uses‘a word'in‘the native
language by adjusting it towards the target language phonologically and/or

morphologically.



38
Code switching is a strategy in which a speaker switches to using the

native language.

2.5.3.3. Stalling or time-gaining strategies

Use of fillers and other hesitation devices is a strategy in which a
speaker uses filler words or gambits to fill pauses and to gain time to think (for
example, well, now let me see, as a matter of faet, etc.)

Repetition is a strategy in which a speaker repeats a word or a string of
words immediately after they were said (either by the speaker or the conversation

partner). .

2.5.3.4. Interactionalstrategies,

Appeal for help'is a strategy.in W"h_ibh a speaker turns to his or her
conversation partner for help when facing,é% language deficit either directly (for
example, “What do you call...?)or indire(':‘tfll'y;(‘q.g., rising intonation, pauses, eye
contact, or puzzled expression). =

Asking for repetitioh is a strategy mwhlch a speaker requests repetition
when not hearing or understanding something properly (€.g. ‘Sorry?,” ‘Pardon?’).

Asking for clarification is a strategy in'which a speaker requests
confirmation of what he.or she heard or whether he or she understood something
correctly (e.g.<'You mean...?,” ‘Do yau mean...?).

Expressing non-understanding is a strategy in which a speaker expresses
the fact thatshe-or-she didnotunderstandisemethinggproperly-either werbally or
nonverbally'(e.g. “Sorry, I 'don’t'understand’, ‘I think I’ve-lost the thread”).

Interpretive summary is a strategy in which a speaker paraphrases the
interlocutor’s message to check if the speaker has understood correctly (e.g. ‘So
what you are saying is...,” ‘Let me get this right; you are saying that.....”).
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2.5.4. Computer-mediated communication and communication

strategies

Studies on communication strategies via CMC have thus far mainly
relied on the interactional viewpoint. They reported on the participants’
communication strategies while negotiating for meaning— efforts of two people
engaged in an interaction trying to maintain/the flow of communication. This
negotiation of meaning contributes to second language learning (Bialystok,1990;
Dérnyei, 1995; Kasper & Kellerman, 1997). In the CMC environment, students
are facilitated in the negotiation'of meaning with ene another which leads to
extensive use of communication strategies.

Chun (1994) did.a pieneering study that addressed communication
strategy use during CMC She reported a‘fwj_de array of individual styles of
interaction with students’ electronic discéurée resembling that of oral discussion.
She found that computer mediated interaction fostered interactional moves such
as clarification requests, confirmation and"(:ﬁdr_r}.prehension checks, and repair.
Smith (2003) supported Chun’s findings and réported similar results showing
that learners used a'wide rangé of commuhiééﬁbh strategies during CMC similar
to those found in face-to-face interaction. In addition, he also found that non-
linguistic and para-linguistic cues such as eye gaze, nods, intonation, and pitch
used in spoken discourse to communicate meaning were absent in the text-based
CMC exchanges. Khamis (2010) did & 'similar investigation of students’
communicatiofnstrategies via text-based CMC in the EFL context. She found that
the majonityvof15-Egyptian.students used topic continuation-strategies (using
prompts to continue the discussion) most frequently, both in asynchronous and
synchronous text-based CMC. Off-task discussion (replacing a previous message
with an unrelated topic), forward inferencing (showing understanding), and

hypothesis testing were respectively less preferable.
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Even though these studies have provided information about

communication strategies in CMC, the use of communication strategies via
asynchronous and synchronous voice CMC has never been investigated,
especially in the EFL context. To fill this research gap and to further study
communication strategies existing in natural online talks, this study will explore
communication strategies used by Thai studenis in asynchronous and
synchronous CMC while participating in the Differentiated Speaking Instruction
using Computer-Mediated Communication and Project Work.

In order to explorgsstudents” communication strategy use via CMC tools,
conversation analysis was'employed. In the next section, conversation analysis is
introduced and the transcription conventions are elaborated upon.

2.6. Conversation Analysis (C_A)

Conversation analysis isa method QT describing people’s social
interaction. It is based on feur basic assum'ﬁﬁojns: talk is action, action is
structurally organized, talk creates and maiﬁta.i.'hs intersubjective reality, and

understanding is publicly displayed.

Talk is action
In converstion analysis, talk is considered a vehicle of human action. The
language conveys ideas of speakers’ actions, €.g. opening andclosing

conversation, and telling stories.

Action is structurally organized
In the CA view, actions are structured and organized. Speakers comply

with rules and structures in order to convey a comprehensible message.
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Talk creates and maintains intersubjective reality

Conversation analysis gives access to the construction of meaning in real
time. In CA studies, talk and interaction are examined to identify the speakers’

intentions.

Understanding is publicly displayed

CA focuses on meanings and undersianaings that are made public
through conversational action. Speakers’ mutual understanding can be reached
when both parties understand the message conveyed in the previous turn. In
producing a turn of talk that is hearableias an answer, the speaker also shows that
he or she understood the preceding turn as a guestion. Based on this assumption,
Silverman (2006) suggests that analyzing‘ asingle turn of talk should be avoided.
It is essential to understandhow the posifi.ohing of a particular utterance relates
to how the speakers make sense of what is'zgd'ing on.

CA studies concern three features 'Ei:_fftajl_ks: turn-taking and repair,
conversational openings and ‘adjacency pai_lFs,".:and ‘institutional’ talk.

Turn-taking and repair

Turn-taking and repair include (1) how a speaker makes a turn relate to
the previous turn, (2) what the turn interactionally accommplishes, and (3) how
the turn relatés to'a succeding turn. When turn-taking errors‘and violations occur,
‘repair mechanisms’ will be used. Silverman (2006) states there are
consequences-of turn-takingaandrepair andithat a-speaker and, his,orher
conversational partners must listen'toall utterances in ‘a‘conversation. In
addition, both parties should share the same system in which utterances are
understood. For example, both parties should understand that ‘How are you?’ is
used as a greeting. Lastly, when a speaker offers an ‘appropriate’ form of reply,
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his or her interlocutor (someone who responds) is expected to show

understanding. This turn-taking system is the means that both parties use to

display to one another that they are engaged in social interaction.

Conversational openings and adjacency pair

In the 1960s, Schegloff applied conversation analysis to his study of
patterns of telephone answering. He determinedsfrom studying the first 5 seconds
of 500 telephone calls toand from an American police station the basic rules of
two-party conversation. Thefirst is that one party speaks at a time. According to
his “distribution rule,” thesanswerer 'speaks first as it would irritate callers if the
answerer was silent. Moreover, callers would not talk until the answerer says
something first. Callers would then identify themselves to answerers and provide
the first topic. This study provides a good._example of how conversation analysis

can elicit the patterns of paturally occurrin'g talk.

S

Institutional talk :

One of the major differences betwééh_ Ednversation analysis and discourse
analysis is the emphasis on context. Place, time, and identities of the participants
are taken into consideration when conversation analysis is performed. In
conversation analysis, the types of talk, whether during “formal’ or ‘informal’
interactions, ranging from a courtroom to a casual talk, are identified. This way
the researcher‘may properly examine how the interaction and the context are
related:

In‘this current study, these three major features of ‘Conversation analysis
were applied focusing on students’ reciprocal online natural interactions.
Students’ turn-taking and repair as well as conversational openings and
adjacency pair were highlighted. In addition, this study also took into account
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that an online context has its own unique characteristics. In order to

systematically and consistently analyze students’ communication strategies via
voice-based online tools, students’ conversations were audio-recorded and
trascribed based on transcription conventions adapted from Markee and Kasper
(2004), Silverman (2006), and MICASE (Rita, David, & Sheryl, 2007). Markee
and Kasper (2004) present a transeription.convention adapted from Atkinson and
Heritage (1984), two of the pioneers of conversation analysis, to get a
‘participant-relevant’” perspective on language learning (p. 491). Silverman
(2006) provides a simplified version which was easy to use. MICASE stands for
The Michigan Corpus ofAcademic Spoken English. It is a spoken language
corpus concerning academic speech within the University of Michigan, Ann
Arbor, Michigan. Its§ymbols concerning people’s action, (problematic)
pronunciation, and studénts” efrors were il.dépted to this current study because the
researcher found these extra features weré 'éir}'-‘lply transcribed by MICASE
(2007). According to Liddacoat {Z007), trz:nE:r}bmg data is not a ‘once-for-all-
time’ representation of talk (p.. 13} fts evol?ing nature requires researchers to
produce different transcriptiéﬁé- fo explain.a.i'f-fqe_rént aspects of the talk. This
current study integfatéd the transcription conventions of Markee and Kasper
(2004), Silverman (2006), and MICASE (2007) because they were applicable to
the online talk, a focus of this study. Transcriptions used in this study are as

shown below:



Table 2.1. Transcription Conventions (Markee & Kasper, 2004; MICASE,
2007; Silverman, 2006)
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[ VO2: and [did you see any lake? Left brackets indicate the point
VO6: [huh? at which the current speaker’s
talk is overlapped by another’s
talk.

= VO5: in the middle of the sea= Equal signs, one at the end of the

VO8: =uh ha. line and one at the beginning,
indicate no gap between the two
< % Vines:
(2.0) Because (2.0) kthink it’s good. / - Numbers in parentheses indicate
_ elapsed time in silence in tenth
- ofja second.
@) this particular (.) texture of A-dot In parentheses indicates a
clothes. tiny gap, probably no more than

one tenth of a second.

_ really? Underscoring indicates some
form of stress, via pitch and/or
amplitude!

O:::kay? Colons indicate prolongation of
the immediately preceeding
sound. The length of a row of
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colons indicates the length of the
prolongation.

CAP ....and MINE is after

Capitalsindicate especially loud
sounds relative to the

surrounding talk.

.hhhh a row of h’s prefixed by a dot
indicates an inbreath.
hhhh ~ arow of h’s without a dot
cindicates an outbreath.
XXX _ ljhintelligible word (one x for
6{1@ syllable)
<LAUGH> action

<Pronun: /krltilia/>

<sic>

student’s pronunciation (criteria)
errors made by students not typo.

2.7. Chapter Summary

Tiherreview. of theliterature has outlined-therrelevantresearchiin

differentiated instruction, project work, computer-mediated communication,

speaking proficiency and assessment, communication strategies, and

conversation analysis.
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The studies concerning differentiated instruction provide useful

guidelines for designing lessons that can better serve students’ different needs.
The project work frameworks from various experts suggest the instructional
process to be adopted in the present study. Contributions of computer-mediated

communication and communication strategies on language learning and English

speaking proficiency were ess r designing the lessons.

Conversation analysis was or investigating students’
communication strategie —

AULINENINYINT
ARIAINTUNRIINYINY



CHAPTER 11
RESEARCH METHODOLOGY

This chapter describes the research design, population and sampling
method, research and instructional instruments, data collection, and data analysis.

3.1.  Research Design

This was a mixed-method research siudywhich adopted the quasi-
experimental research methed using a one-group-pretest-posttest design to elicit
quantitative data. In addition; itatilized research instruments such as students’
audioblogs, voice chats and asemi=structured interview for the qualitative analysis.

3.2.  Population and sampling 4

3.2.1. Populatign

The population of this sttdy was 50‘Engllsh major students from the Faculty
of Education at a public university in ThaHand They were pre-service teachers of
English who spent.five years completing the program with a one-year teaching
practicum. Only these-who-gained 70% scores onthe English Screening Tests were

qualified to major imEnglish.

3.2.2% Participants

The participants in this study were nine students from the English program
who enrolled.in 272531 Speech.lmprovement, an elective course designed to
enhance students® English speaking proficiency focusing-on English-oral
communication and daily social interactions. This course is offered in the first
semester of every academic year. The class meets once a week for two hours. The

average age of the participants was between 18-21 and all of them were fourth-year



48
students. After completing this elective course, students pursued the teaching

practicum in the following year. This study adopted the purposive sampling
technique for the selection of participants. This was because students’ levels of
English speaking proficiency should be at least at an intermediate level in order to
successfully interact with one another via CMC while completing the project work
during the DCP intervention.

Prior to the DCP._intervention, the negcds of students were analyzed. The
information obtained from this procesé was utilized to primarily inform teachers on
individual student’s backgrounds, learning styles and strategies, and interests, which
enabled teachers to design the suitable course content, instructional processes, and
means of measurement According to the results of the TOEIC Speaking Test,
students were at thedevels of intermediate and upper-intermediate speaking
proficiency. The findings from the Multiple Intelligence Inventory, Topic of Interest
Questionnaire, and Oral Interviews showlei_gil fhat most students were visual learners
and interested in the topics of food, traveli,'-:éng_, the environment. Their technological
backgrounds varied from the beginning tqﬁd\Zénced levels.

3.3.  Research insStruments

Five research instruments were used to elicit information from students to
answer the research questions 1, 2, 3, and.4 which were the TOEIC Speaking Test,
the Communication Strategy Inventory, students®audioblogs; students’ voice chats,

and a semi-structured interview (see Table 3.1).
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Table 3.1 Research Instruments and Data Analyses

Research Questions Instruments Distribution Data
Analyses
Research question 1: -TOEIC -Weeks 1&12  -Descriptive
To what extent does Speaking pre- statistics
Differentiated Speaking test and post- -Wilcoxon
Instruction using Compuier-  test Matched-Paired
Mediated Communication-and Signed Ranks
Project Work (DCP) improve Test
Thai undergraduate stucenis’
English speaking profieiency?
Research question 2: ‘Communi- - Week 12 -Descriptive
What communication cation Strategy statistics
strategies do Thai Inventory..
undergraduate students use ‘Students’ - Week 3 - Conversation
while participating in DCP? - —audioblogs analysis
= Students® =Yeeled
voice chats

Research question 3: -Communi- -Weeks 1 & 12 -Descriptive
Is there any Sigrifica} cation|Strategy statistics
difference between Thai ffventory “Wilcoxon

undergraduate students’
perceived use of
communication strategies
before and after participating
in DCP?

Matched-Paired
Signed Ranks
Test
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Research Questions Instruments Distribution  Data Analyses
Research question 4: -Semi- -Week 15 - Content
What are Thai undergraduate  structured Analysis

students’ opinions about DCP? interview

3.3.1. TOEIC Speaking Test

The TOEIC (Test gi*English for International Communication) Speaking
Test developed by Educational Testing Service (ETS) was used as the English
speaking pre-test and post-test inthis study because it has been reported to have a
high reliability coefficient=-at the level of .82 (Powers et al., 2009). The test is
designed to measure the test-takers’ abil?i‘ty'to communicate clearly in spoken
English with tasks that are set in general"éhd ‘workplace contexts and does not
require test-takers to have specnallzed know1edge of business. The TOEIC Speaking
Test includes six different test types (11 ltems) to measure different aspects of
speaking proficieney. Table 3.2 presents the TOEIC Speaking Test Tasks.

Table 3.2 TOEIC Speaking Test Tasks
Question - Task Evaluation Criteria

1-2 Read a text aloud -Pronunciation

-Intonation and stress

3 Describe a picture All of the above, plus
-Gramman
-Vocabulary
-Cohesion
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Question Task Evaluation Criteria

4-6 Respond to questions All of the above, plus
-Relevance of content

-Completeness of content

7-9 Respond to questions All of the above

using information provided

10 Propose a solution All of the above

11 EXpressan opinion All of the above

The first taskgreading a text aloud, is designed to test the test-takers’
pronunciation, intonatign and stress. The second task, describing a picture, is also
designed to test the test-takers’ pronunc-i:ation, intonation and stress like the first
task; however, grammar, vocabulary an&'cloh_esion are added. The third task,
responding to questions; is desi-ghed 0 evéll]ate test-takers’ pronunciation,
intonation and stress, grammatr, vocabular;r;_ C_ghesion, relevance of content and
completeness of content. The fast three ta_s%kfs,_ Tresponding to questions using
information provided, proposing a solution-arid expressing an opinion, are designed
to evaluate all criteria mentioned above, namely, pronunciation, intonation and
stress, grammar, vocabulary, cohesion, relevance of content, and completeness of
content.

To familiarize the students with the test tasks, the aforementioned six test
tasks were included in the design of DCP lessons. Tasks 1 and 2 (to read a text
aloud) were introduced to the students in week 5./ Task 3 (to describe a picture) was
introduced in week 4. Tasks 4-9 (to respond to questions) were introduced in week
2. Task 10 (to propose a solution) was introduced in week 8 and Task 11 (to express
an opinion) was covered in week 5. The order of the tasks introduced in the lessons
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did not follow that of the test because students were to follow the process of

project work in order to complete a final project.

The same test was administered as the English speaking pre-test and post-
test. Students’ speaking proficiency was assessed by two raters using an analytical
four-point scale assessment rubric designed by ETS as shown in Appendix A. The
Wilcoxon Matched-Paired Signed Ranks Testwas used to calculate changes in the
students’ English speaking proficiency.

3.3.2. Communigation Strategy Inventory.

CommunicationsStrategy. Inventory (CSI) is a self-reported 4-point Likert-
scale questionnaire, rangingfrom 1 = Never, 2 = Seldom, 3 = Sometimes, to 4 =
Often. It included 30'items designed to identify the students’ communication
strategies when commtinigating with coﬁ\_/ersation partners via voice CMC tools
synchronously and asynehranously. The _it?rﬁs on the Communication Strategy
Inventory were in Thai to facilitate the stdydér],t__s’ comprehension. In this section, the
development and validation processes of the éommunication Strategy Inventory are
discussed. >

3.3.2.1. The development of Communication Strategy Inventory
The development of the Communication Strategy Inventory involved three
major stages:reviewing related studies, analyzing students” voice chats and

audioblogs, and constructing the inventory.

1. Reviewing related studies

Related literature and research studies had been explored in order to develop
a conceptual framework for CSI. In this study, the frameworks of Tarone (1977),
Corder (1983), Faerch & Kasper (1983), Bialystok (1990), Paribakt (1985), Willems
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(1987), Dornyei and Scott (2002) and Cohen and Dornyei (2002) were adopted.

However, the categories of communication strategies followed that of Cohen and
Dornyei (2002).

2. Analyzing students’ voice chats and audioblogs

To make sure that such categories really existed in students’ oral production
while interacting online, the researcher used the Categories as coding categories to
analyze students’ voice chats and audioblogs in the first pilot study in July 2009. It
showed that all categorigsexisted in students® oral production except ‘asking for
confirmation,” “foreignizing and ‘topic avoidance.” In addition to this, the “use of
non-linguistic device’ also did/netexistin the online interaction which corresponded
to Smith’s (2003) study. /The findings 6f his study informed us that non- and para-
linguistic cues such as'eye gaze, nods, iﬁt_onation, and pitch used in spoken
discourse to communicate meaning werevé_:,béént iIn CMC exchanges. The findings
from the analysis were used as.coding caté:doﬂes in the main study and also for

developing the Communication Strategy Inventory.

3. Constructing the inventory

This stage was associated with the format and guestions on the inventory
linked to face validity. The major components of the inventory development adopted
from Bell (1993) and Dornyel (2003) included length of the inventory, layout, and

type of questions and question wording.

Length of the inventory

The maximum amount of time to complete the inventory should be taken
into consideration. According to Dornyei (2003), an inventory which is more than 4-
6 pages long and requires more than an hour to complete may be regarded as a
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burden on the respondents. The Communication Strategy Inventory is 1 page long

and takes approximately 10 to 15 minutes to complete all thirty items.

Layout

A significant role of the layout is to motivate the respondents to answer the
questions. Dornyei (2003) suggests five elements which were adopted to improve
the inventory in this study. Those were compaetness, appropriate density, orderly

layout, good quality paper, and proper"lsequence.

Type of questions and/question wording

When constructing the iteris, the type of questions and question wording
should also be taken‘into consideration.iin,this study, close-ended questions were
used because they consumed less time fér_ administration and tabulation. Words that
were considered biased Were eliminated. i'i_j'aﬁle 3.3 presents categories and items of
Communication Strategy Inventory. (See jéb’ggndix B)

Table 3.3 Categories and ltems of Communication Strategy Inventory

Categories of CS Items

(Cohen & Darnyei, 2002) (Adapted fromTarone, 1977, Corder, 1983,
Faerch & Kasper, 1983, Bialystok, 1983,
Paribakt, 1985,Willems, 1987, Dérnyei &
Scott, 1997, Cohen-& Ddérnyei, 2002)

Avoidance or Message 0. l.leave a message unfinished
reduction abandonment when | am faced with some
strategies language difficulty.

20. | take risks using new words

or forms even though | might
make mistakes. (reversed)

Topic avoidance 2. | direct the conversation to
familiar topics.




17. 1 change the subject if | don’t
have the words | need.

19. 1 try to discuss new topics even
though they aren’t familiar to
me. (reversed)

Message
replacement

3./ | substitute the original message
with a new one because of not
feeling capable of executing it.

24. | replace the original message
with another message because
of feeling incapable of
executing my original content.

Achievement or
compensatory
strategies

Approximation

+5. | use an alternative term which

expresses the meaning of the
_ word | eannot remember as
~ closely as possible.
. (For example, ship for “sail
“pboat’)

22. I look for a different way to
express the idea, such as using a
synonym.

4. T'simplify my expressions when
my conversational partner
seems to be confused.

Circumlocution

24. '\l describe ar exemplify the
target word | cannot remember.
(Ex. the thing yowopen bottles
with'for ‘corkscrew?)

Use of all-
purpose words

6. 'l use general terms sueh as
‘thing, stuff, make, and do’
when | do not know the right
word.

23. 1 use words which are familiar
to me.
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Word-coinage

7. I make up a new word which
does not exist in English when

| do not know what it is called.

(For example, ‘vegetarianist’
for vegetarian)

Use of non-
linguistic means

8. 1 use sound imitation to convey
the meaning.

Literal
translation

9.+ lwse a Thai word, idiom or
structure when | do not know
now-io say it in English.

Foreignizing

10. | speak English with a Thai
accent or with Thai ending
particles such as ‘na,” ‘ka,” or
“krub.”

Godeswitching

- 25, | switeh back to my own

language momentarily if |

know that the person I’'m

talking to can understand what
IS being said.

27I avoid using Thai when
~_communicating in English.
~(reversed)

11, | use fillers or gambits (e.g.
well; now let me see, as a
matter of fact) to fill pauses
and to gain time to think.

Stalling or time- Use of fillers
gaining strategies and other
hesitation
devices
Repetition

12.. .| repeat a.word or a string of
words immediately after they
were said.

Interactional
strategies

Appeal for help

137 I'turn/to Imy‘convarsation
partner for helpeitherdirectly
(for example, “What do you
call...?’) or indirectly (e.g.,
rising intonation, pauses, eye
contact, puzzled expression).
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26. | ask the speaker to use easy
words when | have difficulty
comprehending them.

Asking for 14. | request repetition when not

repetition hearing or understanding
something properly. (e.g.
‘Sorry?,” “‘Pardon?’)

28,1 ask for repetition when |
¢an’tunderstand what the
speaker has said.

Askingfor | 30. | make a clarification request
clarification  ~ when I .am not sure what the
speaker has said.

Asking for18." | request confirmation that |
confirmation . have heard or understood
something correctly. (“You
- mean?,” ‘Do you mean?’)

o

Expressing non- . 15, Ltell my conversation partner
understanding ~verbally or nonverbally to
=z . show that I do not understand
something. (e.g. ‘Sorry, 1 don’t
understand,” ‘I think 1’ve lost
the thread”).

29. | make clear to the speaker
what L.haven’t been able to
understand.

Interpretative | “ 16 | paraphrase my cenversation
summary partner’s-message'to-check that
he or she has understood
correctly (e.g. “So what you are
saying is....?”, ‘Let me get this

57
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3.3.2.2. Validation of the Communication Strategy Inventory

After the development stage, the researcher performed the three stages of
validation, namely, back translation, experts’ validation, and the pilot study to
confirm the content and construct validity. The three processes are discussed as

follows:

1. Back translation

The Communication Strategy i'lnventory (CSI) was translated into Thai to
facilitate students’ comprehension of the items. The back translation technique was
used to evaluate the quality of ihe translation. According to Hulin et al. (1983), this
technique involves thregSteps. The ariginal version of the instrument is first
translated into the target language. The farget language instrument is then translated
back into the source language by a diffe;e_nt translator. Finally, the back translated
instrument is compared to the original in.s't;fuar-nent by an individual who has not been
involved in any of the previous steps. Dis&regencies are noted, and the troublesome
items, questions or instructions are revise_d_Tj_ ,

The CSI was transrlat'ed into Thai' byan experienced tertiary-level English
teacher and back translated into English by another experienced tertiary-level
English teacher. The two versions were compared, and the differences were noted
by a third experienced tertiary-level English teacher. The troublesome items were

revised.

2) Experts? validation

The CSI was inspected by three experts based on the communication
strategy framework. Evaluation forms with a three-point rating scale, 0 = rejected, 1
= not sure, and 2 = accepted, were provided to the three experts. Mean scores from
the experts were calculated and the items which did not score between 0.50 and 1.00



were revised according to the experts’ suggestions. Table 3.4 illustrates the
experts’ validation of the Communication Strategy Inventory.

Table 3.4 Experts’ Validation of the Communication Strategy Inventory

Items Mean Results

1. | leave a message unfinished when Fam faced 1.0  Accepted
with some language difficuity.

2. | direct the conversation.io familiar topics: 1.0 Accepted

vi‘
3. | substitute the original message with a new one 1.0 Accepted
because of not féeling capable of executing it.

4, | simplify my expressions whenmy 1.0 Accepted
conversational partner seems to be confused.

5. | use an alternative term which expresses the 1.0 Accepted
meaning of the word I cannot remember as
closely as possible. =il

g

6. | use general terms such as ‘thing, stuff, makey £., 1.0  Accepted
and do’ when T do not know the right word.

7. | make up a.new word which does not exist in_ 1.0 Accepted
English when L.do not know what it is called.
(For example, ‘vegetarianist’ for-vegetarian)

8. | use $ound imitation to convey the meaning. 1.0 Accepted

9. I use al Thai'word, idiom or structure when1'do 1.0 © | Accepted
not know how to'say it'in"‘English.

10.  1speak English with a Thai accent or with Thai 1.0 Accepted
ending particles such as ‘na,” ‘ka,” or ‘krub.’




11.

| use fillers or gambits (e.g. well, now let me see, ~ 0.33
as a matter of fact) to fill pauses and to gain time
to think.

Revised

12.

| repeat a word or a string of words immediately 1.0
after they were said.

Accepted

13.

I turn to my conversation partner for help either 1.0
directly

(for example, “What do vou call..-?*yor.indirectly

(e.g., rising intonation, pauses, eye contact,

puzzled expression).

Accepted

14.

| request repetition when not hearing or 0.33
understanding something properly.

Revised

15.

| tell my conversation partner verbally or 1.0
nonverbally to show that'| do not understand
something. B 4

Accepted

16.

| paraphrase my conversation partier’s message 1.0
to check that he or shehas-understood correctly.

Accepted

17.

| change the subject if I don’t have the words | 1.0
need.

Accepted

18.

I request confirmation that | have heard or 1.0
understood semething correctly.

Accepted

19.

I try/to discuss/new topics even though they 1.0
aren’t familiar.to me.

Accepted

20.

I take.risks using.new words.or forms even 1.0
though I'might make mistakes.

Accepted

21.

I describe or exemplify the target word 1.0
I cannot remember. (Ex. the thing you open
bottles with for ‘corkscrew’)

Accepted
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22. | look for a different way to express the idea, 1.0 Accepted
such as using a synonym.

23. | use words which are familiar to me. 1.0 Accepted

24. | replace the original message with another 1.0 Accepted
message because | feel incapable of
executing my original content.

25. I switch back to-my-0wn language mGiientarily 0.67  Accepted
if 1 know that the person I’m talking to can
understand what'is being said.

26. | ask the speaker'to use easy words when | 1.0 Accepted
have difficulties in comprehensioln.

27. | avoid using Thai when communlcatmg in 1.0 Accepted
English. h

28. | ask for repetition'when'Fcan’t uhderstand what  0.33  Revised
the speaker has said. £22H

29. | make clear io the speaker what | haven’t been 1.0 Accepted
able to understand.

30. | ask my conversation partner to clarify when | 1.0 Accepted

am not sure what the speaker has said.
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The CSI in‘the-Thai version was distributed to the experts. Three items (11,

14, and 28) scored less than 0.05 and needed toe revised. However, the wording of

several accepted items was also,adjusted according to the experts’ suggestions.

Table 3.5 shows the revised items of Communication Strategy Inventory in the Thai

version with the English translation.
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Table 3.5 Revised Version of Communication Strategy Inventory

Original

Revised

Lanzaunun SungayailadToymmienim
| stop immediately when | have
language problems.

FunsunaunnAelSmaeilymmieinunie
| leave a message unfinished when | am
faced with some language difficulty.

6.4uldAndaanmunandne) 1w 'thing,
stuff, make, do' Lﬁaiﬂiéwﬁﬁmm
UNNEIANTE
| use words that have broad

meaning such as thing, stuff, make
or do when | know the gxactwaords.

duldandaaumanendie iy ‘thing, stuff,
make, do' \lusiu ilalsifAnfianumuneianiy
I“Use general terms such as ‘thing, stuff,

make;and do’ when | do not know the
right-word.

9. suldAuazlaannsailne :

dl o [ | sy 1
Wedulaifinavyaduanwadnge el |

| use Thai words and¢Thai structure
when | don’t know how ta'say
in English

guldainazlasaienimling
iNagulifdazyniduniwdingudnagngls

- | use a Thaiword, idiom or structure
~when | do not know how to say it in

JEnglish.

11.dwinldamndqead (filler)
4 o g A e
\WHadusiasnisugn vietaliaglunfe

| often used fillers when | haveto
stop to think or need time to-think.

“dudnldAnFagadey wu well, now let me
Us;ee', as a matter of fact Lﬁ@ﬁuﬁmmwgm
yisailpuaanlunsio

I use fillers or gambits (e.g. well, now let

me see, as a matter of fact) to fill pauses
and to gain.time to think.

14 suaaligaununijpdasetsbalagenma
"o
| ask my conversation partner to

repeat when | don’t understand
what he or.she said.

S inamam ey liudladldauite
dnladsilianyeniesviels

I'request repetition when not hearing or
understanding something properly.

15.suvengavnundadulaiidladmmaye
| told my conversation partner that

I don’t understand.what he or.she
said.

FuULBNAAUNUWIAE AN ALazAIEIIN

A Ay Ly a
m@zﬁ‘wmqmuvl.uLmﬂhﬂmmmm

l-tell, my conversation-partner verbally or

nonverbally to show that | do not
understand something.

l6.f7ifumuﬁmm°ﬂm@:muwmLﬁﬂmq@mud’]
Fudnlagnsiasizalyl
I check my understanding by
repeating what my conversation

Sumusmazasgaununlagldissloafiananm
dnlaldinaiensmaseuidudladyneean
gnsiasviselyl

| paraphrase my conversation partner’s
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partner just said. message to check that he or she has
understood correctly.

1 1 Y 1 1
18.duzapanniulaangaunundndudalan  duaeldgaunundnlduiladndudnlaludsiien

AL NYNFRY WARENIYNGDY
| ask for confirmation from my | request confirmation that | have heard
conversation partner whether | or understood something correctly.

understand correctly.

25.3unnnsaduiunimdanguimaugng - alge lpasduiuniwdangedimeudig

aunudnlanielne Aufinagidnladefiduno

I switch back and forth from Thai .»  Fswitch back to Thai momentarily if |
and English if I know. that-my Know-that the person I’m talking to can
conversation partner can understand what is being said.
understand Thai. ‘

28. ﬁumﬂiﬁﬁ_jmuwumm%ﬁlﬁ@ﬁuﬁitﬁﬂ@ . fiumalﬁ@muwmmm%mﬁfafiﬂmﬁﬂ@ﬁﬁmwm
| ask my conversatiof partnerto — — | ask my conversation partner for
repeat when | don’t understand. - repetition when | can’t understand what

. the speaker has said.
30.sufasannudaaulias e il '-ﬁuyﬂlﬁﬁjmuwm%um/ Ifanunszang iladulal
?ﬁlqﬁ@'@uwmv‘v‘m Lgﬂiﬂiuﬁqﬁmmm

| ask for clarification when | am ot Fask my conversation partner to clarify
sure what my conversation.partner when | am not sure what the speaker has
just said. said.

3. The pilot-study of the- Communication Strategy Inventory

The CSI was pilot tested with 50 English-major students who were
representatives of the population but were not participants of the main study.
Cronbach’s alpha internal consistency was used to estimateits reliability.

The CSI was distributed to the English-major students in the first and final
weeks, of the implementation.of-the main study.\Wilcoxen Matched-Raired Signed
Ranks Test'was used to'study changes‘inthe Thai undergraduate students’
communication strategies used via CMC. In addition, to heighten the reliability of
the findings obtained from the Communication Strategy Inventory, the findings
from an analysis of students’ voice chats and audioblogs were used for triangulation.
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3.3.3. Students’ voice chats

Voice chat is a synchronous voice CMC tool that allows its users to call and
speak to another user or users utilizing another computer or landline telephone. In
DCP, voice chats were used as a tool to stimulate students’ online interaction with
their peers in real time and to elicit communication strategies that the students used
while completing tasks that led to a completion of their final projects. The voice
chat programs were installed in each computerprior to the class time because a
security system at the language-iab allowed a new program to be installed only
temporarily. In addition,de0-in names and passwords were prepared for the students
by the instructor so thatsstudenis were anonymous to one another to help lower their
anxiety of loosing face when making mistakes (Kelm, 1996).

3.3.3.1. The pilot study of voice“'lzchats

The voice chat was introduced toii_j Thai university students during the first
three-week pilot study at the epd of July 2"962;_, It was used as a means of
communication for the teacher to students_,i‘_noij students to students and also for
performing the tasky In the firSt week of th'e' pllot study, students used the voice
chats in pairs to brainstorm about environmental problems. This activity aimed to
stimulate students’ mativation to speak and to elicit students’ communication
strategies.

The findings from the first pilot study showed that even though students
were highly motivated by the voice chat, they could not use the tool effectively due
to having insufficient'time to familiarize themselves with the teol. Secondly, the
task that required the students to discuss environmental problems was so broad that
students lost the focus of their discussion.

Based on the findings from the first pilot study, the duration of the task
was extended and the task was adjusted as follows:
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On the second week of the implementation of the main study, the voice

chat was introduced to the students for the first time (the first week was the course
introduction), and the task that students were to perform to elicit their
communication strategies was assigned in the third week. There were two main
reasons for this. Firstly, an orientation,on the voice chat was conducted a week
before the students performed the task. Therefore, students should be more familiar
with the tool and able to use it more effectively:Secondly, the task designed for the
third week (describing pictlres of global warming), aimed to reduce the scope of the
topic concerning enviropimenial problems and promote students’ negotiation of
meaning and interactionsThis activity provided a rich source of communication
strategies to be analyzeddin the'main study.
3.3.4. Students’ audigblogs

Audioblogs combine blog and audlo file technology. Users can post audio
files online, instead of or in addition to te;(:tr-ﬁjes, and share these files with an
audience. The entries are catalogued by d_afe é_hd time and are stored as an audio
portfolio. The audioblog service used in thié-é-tﬁdy allows users to record their
discussions and past'them onto the website. It does not require a particular program
to be installed; therefare, it is convenient to use. In addition, it provides the user’s
profile or portfolio that-reports the history.of each user’s contribution to the blog so
that the instructor can-keep track of students® work: In the/next section, the pilot

study, the findings of the pilot study, and an analysis of the audioblog are discussed.

3.3.4.1. The pilot study of audioblogs

The audioblog was pilot tested in July 2009 with 17 Thai undergraduate
students. During the three-week pilot study, it was introduced in the third week to
familiarize the students with the tool and to perform a reading aloud task. Similar to
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the voice chat, log-in names and passwords for the audioblogs were prepared for

students by the instructor to maintain anonymity and lower students’ affective
filters.

The findings from the first pilot study on the audioblog reported that students
did not have sufficient time to explore,the tool because there was a large amount of
content being taught that week. In addition; the task that required students to read a
text aloud via the audioblog and record it'inan"MP3 file format did not provide
information on students® communication strategies. Therefore, it was essential to
adjust the classroom actiwitiessconcerning the use of the audioblog as follows:

During the first'week of implementation, students spent one hour exploring

the tool. The task to elicit students’ communication strategy use was assigned on the
fourth week during which students reco'rded their reflections on the project plan and
assessment rubric viaithe audioblog. It ié;-_believed that students should use their
communication strategies when eXpressini_j their opinions in this task much more

than in a reading aloud task.

rsrda

3.3.4.2. Analysis of voice chats and audioblogs

Students’ voice chats and audioblogs were franscribed based on transcription
conventions of Markee and Kasper (2004), Stlverman (2006), and MICASE (2002)
for conversation analysis, Conversation analysis was adopted in this study because it
allows for theranalysis of a broad-array of ‘oral'productions including, for example,
sound lengthening, volume of voice, and level of pitch that may indicate the use of
communication strategies; Itresulted in categories of cammunication strategies for
coding: These communication strategies were categorized by the researcher and an
experienced tertiary-level English instructor using a card sorting technique (Nunan
and Bailey, 2009).
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The major categories of communication strategies that emerged from

students’ audioblog transcripts included strategies for compensating for the
unknown words (compensatory strategies), strategies used for gaining more time
(time-gaining strategies), strategies for emphasizing (emphasis), and strategies used
for unsuccessful execution (avoidance strategies). For the voice chat, all of the above
strategies existed including interactional strategies which were divided based on the
two roles of the user: a speaker and an interloeutor. The speaker was the one who
initiated the talk, while the interlocutor was the one who responded. The definitions
and categories of communicauon strategies that emerged from students’

transcriptions of voice ghats@nd audioblogs are shown in Appendix C.

3.3.5. Semi=Structured interview,

The semi-strugtured interview wé\-_s conducted at the end of the
implementation to elicit students"opinioné' toward the DCP. It consisted of nine
questions. Questions one {0 eight were deg_'ié'r_l,qd to examine students’ opinions about
the benefits and drawbacks of DCP, and qu“gs{ion nine was to elicit students’
suggestions on how:to imprbvé the course.' (See rAppendix D).

3.3.5.1. Validation of semi-structured interview questions

The eight semi,structured interview questions were validated by the three
experts basethon the DCP framewark and instructional manual and lesson plans,
using the evaluation form of item content congruence and applicability. Mean scores
from the'three experts wereccalculated and:the items which-did:notireceive a score
between 0.50 and 1.00 were revised according to their suggestions.
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3.3.5.2. Findings of the validation of semi-structured interview

Table 3.6 shows mean scores obtained from the experts’ validation. All
items except item 2 and item 4 were rated 1.0 which meant that there was a
consensus on accepting these items to be used in this study. However, the experts
suggested that the sequence of the items should be rearranged. Items 2 and 4 were

commented to be content-oriented. Therefare; item 2 was eliminated and item 4 was

adjusted.
Table 3.6 EXperts” validation of semi-structured interview
Items Mean Results

1. What was the best thing you/learned from this course? 1.0 Accepted
2. What did you learn fgom the topic you researched? 0.33 Revised
3. How did your Englishsspeaking impro;ve-while doing this 1.0 Accepted

project? 8
4. What did you learn about using technol-l_c:'>g'.y? 0.67  Accepted
5. What are the difficulties you faced whe_ﬁ '—co_"mpleting the 1.0 Accepted

project? V iy
6. How do you like the classroom atmosphére that 1.0 Accepted

incorporates DCP?

7. What are the three words (adjectives) you would use to 1.0 Accepted
describe this course?

8. Please give some suggestions to help improve this course. 1.0 Accepted

Table 3.7-shews the revised version of semi-structured mterview questions.
The experts suggested that the interview should start by eliciting the students’
feeling in general. Then the items towards positive and negative attitudes should be
balanced. These questions were only the key interview questions. There were also

follow-up questions and probes that were naturally asked during the interview.
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Table 3.7 Revised version of the semi-structured interview

. What are the.three words

. What was the best thing you 1. How did you feel about this course

learned from this course? (in general)?

What did you learn from the How did your English improve

topic you researched? while doing the project work?
How did your English How did the technology used in the
speaking improve While project work help you to learn
English?

. What are the difficulties you faced

doing this project?

. What did you learn about
using technology? when completing the project?
. What are the'difficulties you . What are the pros and cons of
faced when completing the having the classroom atmosphere
: " that incorporates DCP?

project? ‘)
6 N.Jn.\_Nhat are the three words

How do you like the
classroom atmosphere that ~"(adjectives) you would use to
incorporates DCP? ~ describe tis course?

. What was the best thing you learned

(adjectives) you would use from this course?

to describe this gourse? 8, What do you like least about this
Please’give some course?

suggestions to help improve 9. What would you do to make this
this course. %0 ~course/more intercsting and

worthwhile for all learners.
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The semi-structured interview questions were pilot-tested twice. The

findings of both pilot studies are discussed as follows:

3.3.5.3. Pilot study of the semi-structured interview (1)

In the first pilot study, the interview was administered by having all 17
students record their responses to three questions adopted from Dudeney & Hockly
(2007) using a program for veice recording aithe language lab and email their voice
files in the MP3 format to the instructor. 1t was found that the interview in this pilot
study was conducted in astruetured manner that did not allow the researcher to
gather in-depth information.

3.3.5.4. Pilot'study of the semi—'étr,uctured interview (2)

The objective of the second piloflstudy of the semi-structured interview was
to validate the revised vérsion of Semi-stn)_;cthred interview questions. Four students
attending the pilot study were randomiy s‘é:léc}gad for the interview. The findings
showed that the sequence of interview ite_nﬁv{)as proper, and the content of the
items was clear and effecti\/ely elicited stu'd'e--r;t_s; attitudes as intended.

To elicit more in-depth information from the studénts, the interview was
performed in a less structured manner in the main study. All nine students were
interviewed. Even though.the questions werge prepared in English, students were
allowed to respond in-both English and Thai: To encourage true reflections of
students on the'DCP, the interviews were conducted three weeks after the end of the
implementation ¢fithe main-study after the students? grades on-the final projects had
been reported. The interviews were audio-recorded and digitally saved in the MP3

file format. The data were translated, transcribed and categorized by the researcher.
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3.4. Research Procedure

This study aimed to develop a speaking intervention (DCP) to enhance Thai

undergraduate students’ English speaking proficiency. The intervention was based

on the frameworks of the following three theories: differentiated instruction,

computer-mediated communication, and project work. The research procedure

consisted of two main phrases: the preparation of the DCP and the implementation
of DCP as shown in Table 3.8.

Table 3.8 Research procedure

Phase 1: Preparation of DCP

1
2
3
4.
5
6
7

Analyzing decuments and reviewing related studies
Condcting l¢arners’ analyses

Designing DCP

Performifg the pilot test of,DCP lessons (1)
Redesigning DCP J 4

Validating DCP- T
Perfarming trhégpilot test of D6P .Iessons (2)

Phase 2: lrhplementation of DCP

1.

Administering the pre-test and distributing the Communication
Strategy:Inventory (1)

Conducting the main study and'collecting data from voice chats
and audioblogs

Administering the post-test

Distributing the Communication Strategy Inventory (2)

Conducting the semi-structured interview
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3.4.1 Preparation of DCP

The first phase of the research procedures was the preparation stage of DCP.
It comprised six major steps: 1) analyzing documents and reviewing related studies,
2) conducting learners’ analyses, 3) designing DCP, 4) performing the pilot test of
DCP lessons (1), 5) validating DCP,.and 6) performing the pilot test of DCP lessons
(2). These six mains steps are discussed as follows:

3.4.1.1. Analyzing documents and reviewing related studies

The DCP was implemenied as a part of Speech Improvement, a course
designed for English-major students at'the Faculty of Education at a public
university in Thailand. ln order to-design'an intervention effectively, documents
such as the course description and course objectives were analyzed and the
theoretical frameworks were extensuvely_studled

1. Course description,of Speech Im’grovement

The course descrlptlon of;Speech Improvement concerns proper English oral
production and practices for Engllsh pronunC|at|on It also included a study of
speech problems of, non-native English speakers and their treatments.

The content of DCP was designed in‘relation to the course description by
exposing the students te authentic tasks and,texts that provided the students with
opportunitiesto practice and monitor theiriEnglish speaking and pronunciation
while completing project work. The foci of this course were on English oral
communication and.practices omEnglish prenunciationespecieltly the
suprasegmental features, such as sentence stress, rhythm and intonation.
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2. Course objectives of Speech Improvement

Even though the course objectives of Speech Improvement were specified by
the curriculum developer, they needed to be adjusted to fit in the framework of DCP
incorporating technology and project work. The objectives of both instructions are

illustrated in Table 3.9 below.

Table 3.9 Courseobjectives

Course Objectives

Speech Improvement

DCP

should be able to:

After completing the courseystudents. -

1. Speak clearly and fluently with

correct stress, rhythm and
intonation.

Overcome the problems of

understanding and being understood

by other speakers of English.
Participate in sogial interactions in

English outside the classroom.

Synthesize and apply the
knowledge-learned from authentic
texts'end‘speech, in class-toitheir

daily lives.

After completing the course, students
- “should be able to:

Make intelligible pronunciation
With proper sentence stress,

rhythm and intonation.

.1, Make an utterance that is

appropriate to specific social
situations.

Utilize thé CMC tools as means to
communicate with peers and the
teacher.

Produce and gvaluate a

multimedia project work.
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3. The DCP framework

To develop a framework of DCP, related theories were explored from
textbooks, journal articles and research papers. The theories reviewed for the study
included differentiated instruction, computer-mediated communication and project

work which are summarized as follows:

Differentiated Instruction

Differentiated instruction is based o the premise that there is variability
among learners and that teachers should adjust their instructional approaches to
serve students’ readiness‘levéls; interests and learning profiles. Tomlinson (2000a),
Tomlinson and Cooper (2006), Rock etal. (2008) and Corley (2005) suggest that
content, process and‘product'should be Fhodified as this will help maximize
students’ learning. Aecording to Corley (2005) content can be modified by
providing students with different degrees of compIeX|ty and allowing multiple
accesses to the content. The process can be mOdIerd by flexible grouping and
varying process for Iearnlng The product can- be modified by providing multiple
choices for studentsito demonstrate their Iearnlng Hall (2002) supports that prior to
the instructional deslgn, teachers or curriculum designers should have a thorough
knowledge of the gist of what is to be taught (Curriculum) and also have an insight
into their learners so that they can plan instruction effectively.

The synthesis-of all frameworks stated'above is shown in Figure 3.1.



Tomlinson (2002)

differentiate content, process, and
product

learning environment

Hall (2002)

review curriculum

analyze student’s needs, interest and
preference

vary content

vary process

vary product

Tomlinson & Cooper (2006)
understand who, where, whatyand
how we teach
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Rock, Gregg, Ellis and Gable
(2008)

reflect on will and skill (teacher
variable)

evaluate the curriculum (content
variable)

analyze the learner (learner variable)-

craft the research-based lesson
(instruction variable)

hone in on the data (assessment
variable)

—>

Corey (2009)

be responsive to each learner’s
readiness; interést and I€arning
profile

modify content

modify processes

modify products

| Differentiated Instruction

Review curriculum and content

:'Analyze students’ needs,
‘Interests and preferences

\Lary access to content
Vary processes
Provide students with multiple

choices to demonstrate their
learning (Product)

Figure 3.1 Differentiated instruction
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2. Computer-mediated communication

Many studies have reported the benefits of computer-mediated
communication (CMC) in second language acquisition. Chinnery (2005) states that
CMC provides equal participation among students and promotes negotiation of
meaning. Mills (2006) and Lamy and Hample (2007) add that it promotes student-
centered learning, collaborative learning, seaffolding and life-long learning. Even
though CMC is categorized into synchronots.and asynchronous modes, their aims
for use are similar. Abrams (2003) rerforts that text chat (synchronous tool) and
bulletin board (asynchroneus.iool) pramotes students’ input and output, negotiation
of meaning and collabgsative learing. Likewise Pan and Sullivan (2005), who used
Skype, Volle (2005), who used MSN text chat, and Jeon-Ellis, Debski and
Wiggleworth (2005)"and.Satar and Ozderner (2008), who used text-based chat and
voice chats in their studies, have reported the same benefits. Comprehensible input
and output were promoted when students rﬂnteracted with each other and tried to be
understood by their interlocutor. Negotiatrbri pf meaning and collaborative learning
were developed when students worked in groups and finally scaffolding was
provided by their teachers when students were encounterrng difficulties. In Figure

3.2, all major characterrstrcs of CMC are illustrated.



Abram (2003)

promote comprehensible input
promote comprehensible output
negotiation of meaning
collaborative learning

Chinnery (2005)
provide equal participation. among students
promote negotiation of meaning

JeonEllis,Debski&Wiggleworth(2005)
stimulate input & output

promote negotiation of meaning
support collaborativelearning

Pan&Sullivan (2005)
stimulate input & output
promote negotiation of meaning
support collaboration (SKype)

Volle (2005)

stimulate input & output
support scaffolding
(MSN text chat)

Mills (2006)

promote student-centered learning
support collaborative learning
engage students

support scaffolding

allow life-long learning

Computer-mediated
communication

Promoting comprehensible
input

Encouraging production of
comprehensible output
Supporting interaction and

negotiation of meaning

Promoting collaborative
Iearning

Lamy & Hample (2007)
stimulate input-& output
promote interaction,with others
promote development in ZPD

Satar & Ozderner (2008)
promote input & output
promote negotiation of meaning
support collaborative learning
(text-based chat/ voice chat)

Figure 3.2 Computer-mediated communication
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3. Project Work

Frameworks proposed by Fried-Booth (2002), Alan and Stroller (2005),
Debski (2006) and Mills (2006) were adapted to construct the instructional
process of this study. The main stages included the preparation stage,
presentation stage, practice stage, assessment stage and follow-up stage as
presented in Table 3.10. In the preparation stage, students’ motivation, goals and
interests were identified. Then, the teacher and students collaboratively chose the
topic, determined the outcome based on their preference and identified tasks that
would help them achieve. sueh a goal. In the presentation stage, the teacher
identified students’ bagkground knowledge and prepared them for the language
needs by means of direet instruction of" self studying. In the practice stage,
students performed the@ssigned tasks éqiiectively or individually. The teacher
would monitor and provide support if ni%eded. In the assessment stage, students
presented their final products and were é;gesfsed by themselves, their peers and
the teacher based on the Progject \Work As§§§ément Rubric. Finally, in the follow-
up stage, the teacher provided.a wrap-up sie"séijan to inform students of their

performance and addressed their language.fén_g technological needs.



Table 3.10 Project \Work Frameworks

79

Main stages Framework Fried-booth Alan and Stoller Debski (2006) Mills (2006)
for this study (2002) (2005)

Preparation | l.identify students’ | Planningstage 1.agreeon the 1. Incubation (brain | 1. identify
motivation, goals | 1.discussScope and theme storming) curriculum-based
and interests contentof the 2.determine the 2. Awareness goal for student

2. choose the topic project outcome (students’ learning
3. determine the 2. discusS language” [ 3:structure the motivation, goal, | 2. determine the
outcome needs and end project experience) learning
4. identify tasks produgts 3. Investment objectives
3. set realistic (establishing 3. identify the final
objectives community to use product
target language) 4. establish
£ assessment
protocol based on
learning
objectives,
process of
learning and
products
Presentation | 5. prepare for 4.prepare for 4. Justification 5. identify and
language demand student;language (educate students define learning
6. identify demand for (5) about the project) tasks and
information 6. prepare language information
resources for (7) resources and
8. prepare language describe their
for (9) uses

6.
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Main stages Framework Fried-booth Alan and Stoller Debski (2006) Mills (2006)
for this study (2002) (2005)
Practice 7. perform tasks Implementation 5. gather 5. Creation 6. structure and
stage information (research- sequence the
4. Ss complete 7. compile-and communicate- learning tasks
tasks _analyze the develop-reflect) 7. rehearse the
5. T supports and information 6. Donation learning tasks
mOonitois : 4
Assessment | 8. present the final Creation offthe end - 9«present final 7. Assessment
product product product (questionnaire,
9. conduct self- 6. can be different 10.evaluate checklist, diaries)
assessment, peer- forms of end s 45
assessment and produet
teacher- 7. promote =
assessment (by collaborative o
rubrics learning ¥
collaboratively 8. use formal or
generated) informal
evaluation
Follow-up | 10. provide follow- | 9. T pravides
up program for follow-up
language and program-to

technological
needs

address language
needs

08


isd
Typewritten Text
80

isd
Typewritten Text
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3.4.1.2. Conducting learners’ analyses

Based on differentiated instruction, the needs of students should be
analyzed prior to designing instruction. Four instruments were employed to
assess students’ English speaking proficiency, learning styles and strategies,
interests, and technological background, as well as to guide the DCP
instructional design. They were the (1) TOEIC Speaking Test, (2) Multiple
Intelligence Inventory, (3) Topic of Interest Questionnaire, and (4) Oral
Interviews. According to.the results pf theTOEIC Speaking Test, students were
at the levels of intermediaie and upbér-intermediate speaking proficiency. The
findings from the Muitiplednielligence Inventory, Topic of Interest
Questionnaire, and Oral Interviews showed that most students were visual
learners and they wege inierested in thg"'topics of food, travel, and the
environment. Their teghnoglogical bacl-ggrounds varied from the beginning to
advanced levels. The audio=visual insthruvctiaonal materials and course website
were developed to differentiate each insjygétional level, facilitate students to

learn at their own pace, as wellas meet t'-h"é:jeeds of each individual.

.

3.4.1.3. Designing DCP 7

Based on-the two previous steps, the DCP audie-visual instructional
materials and course website were developed to differentiate each instructional
level, facilitate students:to learn at theirown pace, as well as meet the needs of
each individual..The three framewarks of Differentiated Instruction, Computer-
Mediated Communication and Project Work were synthesized.to develop the
content, instructional processes, and product of the DCP (see kigure 3.3). In the
next'section, the design of the DCP including content, process, and product and
its pilot studies and findings are discussed.
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Documents’
analyses
(theoretical
frameworks)
N Differentiated Speaking
Instruction
Learners’
analyses Content Process Product
-
Comprehensible input:
\ -Stimulate students’ interest
) v -ldentify goals
. -Choose the topic
@éparaﬁon -Determine outcome
Follow-up Sla Presentation
£ CMC'& PW
Voice Chats
Scaffolding: Audioblogs

-Prepare for language
demand

-ldentify information
resources

-Teacher provides a
follow-up session

Assessment Practice

Negotiation of meaning:
-Describe pictures/‘read text aloud
-Plan‘a project (brainstorming)
-Conduct a-survey-& interview
-Analyze data & report

Collaboration:
-Produce final-product
-Conduct.self-assessment, peer-
assessment

English Speaking Proficiency

Figure 3.3 Instructional Model of DCP



83
1. The Content

Based on differentiated instruction, the content should be differentiated
by providing the students with multiple accesses to content. In the DCP,
students would learn the content in the classroom (face-to-face), from a website
(online), or from the videos (self-study). The teacher would monitor each
student’s learning and provide support hy suggesting supplementary materials
that were appropriate for the levels of the students. Figure 3.4 is the webpage of

the course where students.could review the'lessons and perform tasks.

Welcome 1o Speeclaliin o i ot

AR o A ﬂ Wiy e v
. A0 F A O SRR " e Hho 101 T
st R

At A A
L T B Ve
" B N
>

|
- F e » on Woe e "

Ty

Figure 3.4 The course webpage

2. The instructional processes
The'instructional processesiof DCP included five maif stages: the
preparation stage, the presentation stage, the practice stage, the assessment stage

and the follow-up stage.

The preparation stage
In the preparation stage, students’ motivation, goals and interests were
identified. Then, the teacher and students collaboratively chose the topic,

determined the outcome based on their preference and identified tasks that
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helped them achieve the goal. Figure 3.5 identifies the tasks that students were

to perform to complete the project.

Tasks for the Project

Brainstorming on
assessment

Conducti

oject plan and the project

1a Vaestro audioblog.
y' i iew.

i/
\

aratlon stage

.‘J‘

The presentatio tag&:, i Ll 1
In the presenta |on;§tT3§e, the@r identified students” background
knowledge and prepared thﬁmfﬁr the la:ng';@gg needs by means of direct

instruction or se;_ﬂetudy Figure 3.6 demonstrates the éontent covered in the

lesson which meheﬂed the language components and t lhé’ technology.

I {

/‘c IVIEV Pt(a‘htdtlcn

. =~ Inform students Conteiils tobc mvcrcd
I:"-"- q . v, e Y i
b . about the conten’

=
» Formula: )\) CSSIONS!
LIVINR opinions, asking”

kl]O\\-’lCdgC to be opiuons of uthcrs and

asking someone to repeat
covered.

something,

» Pronunciation: Sentence
stress (a review).
Vaestro audioblog (a
review).,

» Windows Movie Maker.

Figure 3.6 Presentation stage
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The practice stage

In the practice stage, students performed the assigned tasks either
collectively or individually. The teacher monitored and provided support such
as by suggesting resources for an extra practice on the language or the

technology. Figure 3.7 shows the tasks that students performed.

Activity 3 det’s practice

ASKSI )

1«. A

" "-n,' At(" W w'.}I
onh' & ( .sv )€

p mw vv \ xln‘o-

The assessment stage

e AL e,
A Y
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Assessment Stage

Ask students to
comment on their
peers’ works via
Vaestro audioblog,

ali s ddd

The follow-up s ge'-h -.g* o

In the follow-uy stage,*the teaﬁﬁr pr0\‘|ded a wrap-up session to

o

inform the students of their ’peﬁferman@tf addressed their language and
technological nee,cis Flgure‘s 9-summaﬂ “t‘fﬁe conte? covered in the wrap-up

session.

-J __y..-;r“ _;:s...

Waap-Up Sessions

i

Speaking - . .~ CMC -
. q(pllu' g womethimg, ' ' Vaestoos audisnlog -
, Sk someon; to vepiat | Yakpo Merseugervoice shat
some lmm; Pronunciaton

Expressing an opinion Norn-shared sonund
Interviewing somcone Intonation in Wh-Q and Yes/No
Reportmg data questions
Giving commerntts Intonation in hsts
Prominence and thought groups
Sentence stress

Figure 3.9 Follow-up stage
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While following each stage, students’ discussions were mediated via the

CMC tools (voice chats and audioblogs) to promote comprehensible input and
output, negotiation of meaning, collaboration, and scaffolding. The tasks
designed to promote students comprehensible input in the preparation stage
included describing pictures, reading a text aloud and planning for the project.
In the presentation stage during which the students were encouraged to produce
comprehensible outputs, content which included speaking, pronunciation and
CMC was introduced to-the students, Students.extensively practiced the content
learnt during this stage..linthe practice stage, the lessons were designed to
stimulate students’ negotiation of meaning. The tasks in this stage included
conducting a survey.and interview, analyzing data, and reporting the findings.
In the assessment stage, collaboration-éinong students was promoted. Students
were encouraged t0 assess and reflect ron--their peers’ project work. Finally, in
the follow-up stage;'the teacher helped scaffold students’ learning by providing
a wrap-up session that focused on studeﬂt§; errors and language and
technological needs. It was.believed that upon completing the project work,
students’ English speaking proficiency. a_n:d_ communications strategies should be
enhanced.

The product

For the productof DCP, students’.final projects varied based on the
students’ technological background. However, the same Prgject Work
Assessment Rubric was used to assess all students’ final products. The Project
Waork AssessmentiRubric is @ developed rubric created by thewesearcher acting
as anvinstructor and the students (participants in this current study) based on the
studies of Debski (2006), Kayser (2002), Yamak (2008) and ETS (2007). It
covered two major components: audio-visual production and oral production.
The criteria for audio-visual production consist of content, organization,
attractiveness, and synthesis of materials. The criteria for oral production

include pronunciation, intonation, structure, and vocabulary. The scale ranged
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from 1 = Amateur, 2 = Admirable, and 3 = Exceptional (see Appendix E).

Figure 3.10 presents an example of a student’s final project.

The Altematwe way of travelling

I FYEy rdia
Figure 3.10 Student’s final project.

3.4.1.4. Performing- the pilot te{tﬂiDCP lessons (1)

The DCR Ié ssons were pilot-tested twice. The@b]ectlve of the first pilot
study of the DCP‘(e,ssons was to validate the construct of the lessons. The pilot
study was carried out for three consecutive weeks during the end of July and the
first week of:August with 17.English-major students in.the.first semester of
academic year 2009.-by the researcher acting as-the instructor. The three lessons,
‘Let’s brainstorm!,” “Hunt for information,” and.‘Ready to perform?’ were
covered during-these three.weeks.

Week One: Let’s brainstorm!

The main goals of this lesson were to familiarize the students with the
synchronous voice chats, and to introduce the students to useful expressions
(such as agreeing and disagreeing, giving an opinion, asking for the opinion of
others, and asking someone to repeat something) and pronunciation (sentence

stress) needed for completing the weekly project work assignment. In the first
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week, students were to hand in their recorded discussions via the voice chat on

environmental problems and their agreement or disagreement on the criteria in

the Project Work Assessment Rubric.

Week Two: Hunt for information

The goal of this lesson was to equip the students with the language and
skills needed for data gathering via an online.interview and online information
search. Similar to the first lesson, useful expressions (e.g. interviewing
someone) and pronunciatien (rising intonation in.yes/no questions) needed for
completing the task were introduced, For this lesson, students were provided
with ten structured intérviéw questions that required their five add-on items.
The students were todntervigw an oniiﬁ“é partner who was anonymous to them

via the voice chat'and hand in the recorded interview the following week.

Week Threet Ready to perforrﬁ’?_ |

The goal of this lesson was to introduce the students to the audioblog,
an asynchronous CMC tool, and the pror;tv_mgiation needed for performing
effective speech (prominence, thought groups and intenation). In the lesson,
students viewed'several examples of good speech and students’ multimedia
project work downloaded from www.youtube.com. The project work
assignment for this week.was to record speech on the passage provided via the
audioblog.

Afterthe implementation-of the three lessons, the researcher found
several aspects-i0 e reconsidered. Firstly, it was revealed that.there was too
much content and language focus to be covered each week. According to
Warschauer (1996), ‘dual immersion’ should be performed when implementing
computer technology in a language classroom. The balance of the two
disciplines--CMC and language--should be carefully designed. In the three
lessons stated above, a majority of time spent was on the technology resulting in
the insufficient language practice. Therefore, the scope and sequence were
revised by separately introducing the CMC tools in the first two weeks of
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instruction so that students would become more familiar with each tool when it

was integrated into the project work process. In the main study, CMC were
introduced during the first and second weeks to familiarize the students with the
tools. In the following weeks, the focus shifted to the language.

Secondly, students needed more movement and hands-on activities in
class. At first, the researcher expected that students would be excited to see
several examples of students” project worksvideo clips. However, it turned out
that students seemed to-be Indifferent. They Were more attentive in the hands-on
activities such as making-@iscussions online or interviewing a partner. In the
main study, the class.activities were focused more on lively language practice
and allotted less time*for lecitire and video clips.

Lastly, it is essential to conduct an informal needs analysis before the
instruction. The reasom'is that when ihtegrating technology into the class, the
teacher should consider the *digital divide’ (Warschauer, 2010). The researcher
found that students in‘Class had differen_t;l_evvels of computer skills. Some were
professional, while others were-novices. A needs analysis was performed to
inform the teacher the background of each_s_tudent in order to provide

appropriate support.

3.4.1.5. Redesigning DCP lessons

According to‘thesfindings of thedirst pilot study, the DCP lessons were
redesigned as follows:

Firstly, two weeks were devoted to students’ familiarization with the
CMC toals. During these two weeks, the focus was nhat on thescontent
knowledge so that students had sufficient time to explore the tools and would
effectively be able to use them as a medium to communicate with their peers
online. Secondly, the classroom activities were more interactive. The video
watching time was reduced and the time for hands-on activities was increased.
Finally, informal interviews were conducted with all students prior to the
implementation of the DCP to identify students’ technological backgrounds.

The information obtained from the interview informed the teacher about the
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level of students’ technological knowledge so that the former could provide

appropriate support.

To confirm the content and construct validity, the DCP manual was
evaluated and commented on by three experts in terms of rationale, theoretical
framework and components of the lesson plans (objectives, instructional
activities, and assessment and evaluation). Evaluation forms with a three-point
rating scale, O = rejected, 1 = not sure, and«2 = accepted, were provided for the
three experts. Mean scoies from the experts Weie calculated and the items which
did not score between 1.50-and 2.00>were revised according to the experts’
suggestions. The details are"discussed as follows:

3.4.1.6. Validating the DCP

Three experts jevigwed the ins}ructional manual with regards to its
rationale, theoretical framework, compo_ne_nts, Instructional activities and
assessment and evaluation. In Table 3.1_;1-_,_tkhe scores from each expert are

presented. o2y

Table 3.11 Experts’ validation of the instructionalimanual and lesson plans

EXxperts
A B C Mean
Rationale 1.0 1.0 1.0 1.0
Theoretical Framework 1.0 1.0 0.67 0.89
Components 0.7 0.8 0.3 0.6
Instructional Activities (Lesson Plans) 1.0 0.67 1.0 0.89
Assessment and Evaluation 1.0 1.0 1.0 1.0

1.00-0.5 Accepted, 0.5-0 Revised
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The mean scores in Table 3.11 show that all of the five items’ mean

scores were from 0.6 to 1.0 which indicates that the instructional manual was
acceptable. However, the experts’ comments and suggestions were taken into
consideration for the improvement of the instructional manual and lesson plans.
Concerning the rationale of the study, all experts agreed that the
background of the study was clearly identified, the rationale was logical and
adequate information was provided. However, redundancy should be omitted.
Concerning the.main components-ofthe.eourse which included goals
and objectives, instructional processés, teacher’s role, students’ role, content,
scope and sequence,.ine experts suggested the following: 1) the objectives of
CMC should also bgsadded t0 the scope and sequence so that readers could have
a clearer view of the activities and aséeésment, 2) the instructional process
should state clearly the'mades of cominunication among students (face-to-face
or online), 3) the roles of the teacher a‘ndls_t_udents were briefly stated in the
instructional manual; therefore proper ,r_@l_és of the two parties should be clearly
defined and, 4) the content was-relevant to the theoretical framework; however,
some content and objectives that did nottcior_’r,espond with each other needed to
be revised. A sample of the instructional manual is shown in Appendix F.
Concernmng the instructional activities, the experts suggested that the
activities for introducing technology in the presentation stage should be more
interactive and student-centered. Language and technology should be blended
together, and CMC should be regarded as toals to enhance teaching and
learning. Expert C further suggested that it should be stated in the instruction
manual that the-project work: in this study was a “half-caontrolied project work’
as the project process had been assigned.
The mean scores from experts’ validation and suggestions were used to
improve the instructional manual and lesson plans. Following is the second pilot
test of DCP lessons after the redesigning of the instructional activities based on

the experts’ suggestions.
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3.4.1.7. Performing the pilot test of DCP lessons (2)

The objective of the second pilot study of the DCP lessons was to
validate the construct of the redesigned DCP lessons. It was conducted by the
researcher acting as a teacher in the second semester of academic year 2009.
The three lessons pilot tested were “‘Familiarize with CMC (1), ‘Familiarize
with CMC (2)’, and “Let’s brainstarm!’.

Familiarize with CMC (1) ‘

This lesson was.designed to familiarize the students with the use of the
voice chats and to stimulate sitidents’ interest in “Global Warming,” the project
work topic. The taskaWas.t0 have students describe pictures of the scenes that
were affected by global warming via Vdice chat, Each student received a voice
chat manual to explorg'the tool: Then,x‘!they were divided into two groups. Each
group got different sets of pictures. Stiiden_.t_s were to pair up with someone from
the other group and discuss via voice Ch_ét_b match the pictures and find out
whether the pictures they got were taken before or after each other. A sample
unit and lesson plan are shawn in Appenaix;G and a sample material is shown
in Appendix H.

Familiarize with CMC (2)

This lesson wassprimarily designed to familiarize the students with the
use of audioblags. Even.thaugh the task-was to record speech via audioblogs
which did not require the language form, appropriate pronunciation of the non-
shared sounds andintonation in the lists were briefly introduced. Each student
received an audioblog manual and a passage and was to hand in their recorded
speech at the end of the lesson.

Let’s brainstorm!
In this lesson, students were encouraged to discuss their plans for the

project work via the audioblog and explore the video editing tool. Each student
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received a manual for the video editing tool. Then they were to discuss with the

group and to create a small group project.

Based on the suggestions from the experts and the findings from the
previous pilot study, the instructional activities were redesigned to be more
student-centered. Time spent on video watching and content introduced had
been reduced. It was found that when receiving the voice chat, audioblog, and
video editing tool manuals, students wege more motivated to learn about the
tools by themselves. They were encouraged t0.use the language to learn about
the tools from their peers-as'well. Therefore, negotiation of meaning and
collaboration among.sttidentswete highly promoted.

After the secend pilot study, the seven lessons were designed following
the three revised lessen plans afterthe validation and were implemented in the

main study.

3.4.2 Implementation of DCP__;.;

The DCP was implemented with niné English-major students from the
Faculty of Education at a Thai public univ\?e[sity in Thailand who enrolled in
Speech Improvement as their elective course in June 2010. There is one section
offered for this ceurse every first semester.

The implementation of DCP 160K place in a language lab equipped with
computer booths with headsets, microphones and Internet access. As the DCP
integrated the use of technalogy, programs such as Yahao Messenger, Microsoft
Office PowerPoint and Windows-Movie Maker were required to, be installed on
each computer.~ortunately, all computers had all'the programs needed except
the Yiahoo Messenger. It had to be installed before the class started because the
language lab security system allowed new programs to be installed only
temporarily (on a one-time-use basis). The implementation of DCP lasted 12
weeks following the five main stages of project work: preparation, presentation,
practice, assessment and follow-up.

The content covered was based on the course goals which aimed to
help students enhance their English speaking proficiency while completing
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project work and to stimulate students’ communication strategies. Therefore, the

content included linguistic knowledge concerning how to produce effective
speech and communication, and technological knowledge about how to utilize
CMC tools and programs for the development of project work.

The linguistic knowledge offered in this course focused on both form
and function. It included English pranunciation to help students speak clearly
and fluently with correct stress, rhythm and intonation, and overcome the
problems of understanding and being understood by other speakers of English.
It also provided useful English expressions needed for completing each task in
the project work.

In additiongthe eontent also covered knowledge of how to use
synchronous and asyachrengus CMC tools and the video editing tool or
presentation tool 10 create the final prdject.

The implementation of DCP revolved around the project work process
which required students to perforim thegggks that led to the final project with the
support of the content knowledge mentioned above.

The five stages of the implemenfat_ion of DCP which included 1)
administering the pre-test and distributing the Commuhnication Strategy
Inventory, 2) conducting the main study and collecting-cata, 3) administering
the post-test, 4) distributing the Communication Strategy Inventory (2), and 5)

conducting a semi-stfuetured interview are elaborated upon as follows:

3.4.2.1 Administering the pre-test and distributing the
Communication Strategy:lnventory (1)

Week 1: The TOEIC Speaking Test was administered prior to the
implementation of the DCP to examine students’ readiness level (proficiency).
Students’ English speaking proficiency was rated by the instructor and an
experienced tertiary-level English instructor based on the TOEIC Speaking Test
rubric developed by ETS (2007). The criteria included pronunciation, intonation
and stress, grammar, vocabulary, cohesion, relevance of content, and

completeness of content. After receiving the results of the test, the teacher
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(researcher) were informed of students’ readiness levels so that she could

provide appropriate support for individual students.
In addition, the Communication Strategy Inventory was also
distributed to examine students’ communication strategies before the

intervention.

3.4.2.2.Conducting the main study and collecting data

During week 2 io.week 11, tr]e maitn study was conducted. The data
from the voice chats were-ecollected in week 3. The data from the audioblogs
were collected in week™._Fhe classroom activities done each week are
discussed as follows: :

Week 2: Studenis perfo‘rmedai"hformal interviews so that the instructor
could learn about each'student’s interé}%t and learning profile and provide
support for each studentaceordingty. Il_r:'x_.QrJder t0 help students successfully
perform the task, the instguctor introducéq éudioblogs and voice chats, useful
expressions for ‘responding to guestions,” and pronunciation including
intonation in wh-questions and yes-no q@st’ions. Figures 3.11 and 3.12
illustrate the voice chats used in the lesson.

Week 3:“The project plan and criteria for the prolect work assessment
were introduced. Students recorded their reflections:on the project plan and
assessment rubric via audioblogs. The instructor showed the students examples
of project wark made in.the previous year, and then introduced the video editing
program for the creation of the project. Useful expressions on how to ‘express
an‘epinion’ were covered to help students successtully: perform the task.
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Figure 3.12 Voice chat (2)

Week 4: The task was to perform a discussion of environmental
problems with partners via voice chats. The objective of this task was to attract
students’ attention toward the project theme which was ‘The Green Project.” In

this preparation stage, students in each pair received different pictures of the



98
same place taken before and after the effects of global warming. Each student

then had to explain to their partner what was in the pictures he or she had and
record the discussion with a sound recording program installed on the computer
in the lab. The content covered in this week was voice chat, useful expressions

for ‘explaining something’ and ‘asking someone to repeat something’ and
sentence stress. Figure 3.13 contii‘s]v sample pictures used in the lesson.

study.
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Week 6: In this week, a video editing program was introduced to

students. Students worked in small groups creating a video clip by following the
manual provided. This week was the presentation stage of project work during
which students were exposed to technological knowledge required for the

completion of their projects. Figure 3.15 shows a video editing tool presented.

AT ; \:ii‘fiyig/ébonus

» IntroducesWistllows
Movie Ma¥C ¢ ‘rihu
SllldCun

> Distdh ute” Mol

Makep#iana’.

» Demonsht ate Row i
make & yid g/ hp.

N ﬁ Figure 3.15 Vldeo edlt%&am

| =—

- * P
—

Week 7: %e students performed a structured interview via voice chat
as part of their data gathering for the project work. First, students would get a
questionnaire consisting:of tenyes/na questians..The students then were to
search for more information about global warming from the Internet and add
fivesmare items) The content provi‘ded‘ for students was useful'éxpressions for
‘interviewing someone’ and rising intonation in yes/no questions. Figures 3.16

and 3.17 show examples of teaching materials used in the lesson.
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Activity 1: Introduction
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Figure 3.17 Example of teaching material (2)

Week 8: After the students got the data from the structured interview,
they were to make a voice recording of ten proposed solutions concerning
global warming via audioblogs. The content covered was useful expressions for

‘reporting data,” prominence and thought groups.
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Week 9: During this week, students presented their first drafts of

project work which included their speech and video clips. Each student
evaluated their own and their friends’ work based the Project Work Assessment
Rubric.

Week 10: This week was the follow-up stage of project work in which

the instructor wrapped up the course language focus (primarily on

students’ errors) and content k : resented to the students over the entire

course. A summary of the class { mentioned earlier is shown in

—
Table 3.12. -—,
Week 11% acher-stude rence during which each
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Table 3.12 Scope and sequence of DCP
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Objectives Content
Units WKks Lessons Stages of (Presentation Stage of Project Work) Assessment
Project Work
Project Work CMC CMC Speaking [Pronunciation
1 1 -Orientation
Orientation (course
introduction)

-Students’ self

introduction

-TOEIC

Speaking pre-

test

2 2 2.1 Getting to Preparation: | -To identify - T0 promote -Introduction | -Responding | - Intonation Recorded
The Green know you Taskl: students’ comprehensible | of CMC to questions in Wh- informal
Project Informal motivation, input questions interview

interview on goal Voice chats and Yes-No | with a
perceived and interest Audioblogs questions partner via
speaking voice chat
ability,
technological
background,
interest and
learning
styles

¢0T
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Objectives Content
Units Wks | Lessons Stages of (Presentation Stage of Project Work) Assessment
Project Work
Project' Work CcMmC CMC Speaking | Pronunciation
2 3 2.2 Let’s Preparation: | -To.have.the - To promote - Audioblog -Expressing | -Intonation Recorded
The Green brainstorm! Task 2: studentsichoose (4 comprehensible an opinion reflection
Project Planning the sub-tepic input on the
a project and | -To,determing project plan
setting outcome and
criteria for assessment
project work rubric via
assessment audioblog
4 2.3 Familiarize Preparation: | -To stimulate - To promote - Voice chat | - Explaining | -Sentence Voice
with CMC (1) Task 3: students’ comprehensible something | stress recording
Describing interest input-— - Asking of a
pictures in the someone discussion
(Before and project to repeat with a
after the melt-*|" (Weeks 4 & 5) something partner via
down) voice chat
on
environme
ntal
problems.
(Describing
pictures
Recorded)
5 2.4 Familiarize Preparation: - Audiobleg - Prominence | Text
with CMC (2) Task 4: and thought | reading via
Reading a groups audioblog
text aloud - Non-shared
sound

€01
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103
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WKks Lessons Stages of Objectives Content
Project (Presentation Stage of Project Work) Assessment
Work
Project Work CMC CMC Speaking Pronunciation
6 2.5 Creating a Practice: A mini
video Taskl: video clip
clip Creating a
video clip
7 2.6 Hunt for Practice: - To'identiHy -To promote - Voice chat | Interviewing | -Rising Voice
information Task2: tasks. students’ someone intonation recording
Conducting a | - To perform‘the negotiation of (Yes/no of a
survey and tasks meaning questions) structured
interview (Week'6-8): ‘ interview
via voice
* Online chat
information
search
8 2.7 The result Practice: - To promote - Audioblog | Reporting - Intonation in | Voice
Task3: students’ data lists recording
Analyzing negotiation of - Propose a of 10
data and meaning solution proposed
report solutions
via
audioblog

v0T
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104
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Objectives Content
Wks Lessons Stages of (Presentation Stage of Project Work) Assessment
Project Project\Work CMC CMC Speaking  |Pronunciation
Work
9 2.8 Ready to Assessment:  [-=T0 present.ine - To promote - Audioblog - Giving Multimedia
perform? Performing an final projects students’ comments final
oral - To,perform collaboration product
presentation self-
assessmentand - Comments
peeps on peers’
assessment o works via
, audioblog
10 | 2.9 Follow-up Follow-up: = Toprovide = To scaffold -Audioblog  + Explaining | Intonationin | T's
Wrap-up followsup.fot students’ - Voice chat something Wh-questions | comments
language and learning - Video - Asking and via
technologieal A editing tool | someoneto | Yes-No audioblog
needs !4 repeat questions
. something  + Prominence
- - Expressing | and thought
& opinions groups
- Interviewing  Non-shared
someone sounds
- Reporting | Rising
data intonation
- Proposing a | Sentence
solution stress
- Giving - Intonation in
comments lists
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WKks Lessons Stages of
Project
Work
Teacher-Students | Project Work
11 | Conference Revision
TOEIC Speaking
12 | Post-test
Semi-Structured
Interview
Communication
15 | Strategy
Inventory
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3.4.2.3. Administering the post-test

The same form of TOEIC Speaking Test was administered as the post-
test in week 12.

3.4.2.4. Distributing the Communication Strategy Inventory

The Communication Strategy Inventory was distributed to all students
for the second time to identify their communication strategies after participating
in DCP in week 12.

3.4.2.5. Condugting,Semi-Structured Interviews

Semi-structuregfinterviews were conducted three weeks after the end of
the implementation of DCP4 All students reflected on the benefits and
drawbacks of DCP.

3.5 The Pilot Studies A
Three pilot studies'were conducted in this study. The details of each

pilot study are discussed as follows:

3.5.1. TheRilot Study |

The first pilot study was carried out for three weeks in July 2009 with 17
Thai undergraduate English-major students: The objectives of this pilot study
were to conduct a needs apalysis on students® topics of interest, validate the
three DCP lessons, test the practicality of the CMC tools, elicit students’
communication Siategies via CMIC tools, and validate the interview questions.
The instruments that were pilot tested were the three lesson plans, students’
voice chats, students’ audioblogs, and the interview questions. The findings
based on the objectives of this pilot study are discussed as follows:

The findings
The findings of the first pilot study concerning 1) students’ topics of
interest, 2) validation and the redesigning of the DCP lessons, 3) the practicality
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of the CMC tools, 4) students’ communication strategies via CMC tools, and 5)

validation of the interview questions are discussed as follows:

1. Students’ topics of interest

Based on the frameworks of differentiated instruction and project work,
the theme of the final project should derive from students’ interests. To
investigate students’ topics of interest, & needs analysis for topic selection was
conducted with 17 Thai undergraduate students, Students were to choose three
favorite topics from the listadopted from Chan (2001, cited in Siritararatn,
2007). The choices madeby.the students were tallied by the researcher and the
three most frequently chosen topics were reported.

The findings revéaled that the three topics of interest that were the most
frequently chosen were food, travel and'f[he environment. However, ‘Global
Warming’ was collaboratively chosen as the theme of'the final project. This was
because all students agreed that this theme, a-lvlowed them to choose different
sub-topics, such as travel, foad, or fashior_r:\}irhj.ch they were interested in.

‘Global Warming’ was then the themqof the project work in the second
pilot study and in the main study. -

2. Validation and redesign of the DCP lessons

To validate theConstruct of the three DCP lessons, the lessons were pilot
tested for three consecutive weeks in/June 2009 with 17/English-major students.
The three lessons were “Let’s brainstorm!,” “Hunt for information,” and ‘Ready
to perform?’. The,main goals for ‘Let’s Brainstorm®’/were to famiiliarize the
students with a synchronous voice chat and to introduce them to useful
expressions (such as agreeing and disagreeing, giving an opinion, asking for the
opinion of others, asking someone to repeat something) and pronunciation
(sentence stress) needed for completing the weekly project work assignment.
The goal of “Hunt for information’ was to equip the students with language and
skills needed for data gathering via an online interview and online information

search. Similar to the first lesson, useful expressions (e.g. interviewing
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someone) and pronunciation (rising intonation in yes/no questions) needed for

completing the task were introduced. Lastly, the goal of ‘Ready to perform?’
was to introduce an audioblog, an asynchronous CMC tool, and the
pronunciation needed for performing effective speech (prominence, thought
groups and intonation) to the students. After the pilot study of the three lessons,
the researcher found several aspects to he reconsidered.

Firstly, it was revealed that there wastoo much content and language
focus to be covered each.week. According toWarsehauer (1996), ‘dual
immersion’ should be performed wheh implementing computer technology in a
language classroom. Thefocion CIMIC and language should be balanced.

Secondly, it wasfound.that viewing too many video clips bored the
students. More hands-ont'activities should be added.

Lastly, the teacher should perforxfn a needs analysis in order to clarify
students’ different levels of technological. background. This information would
allow the teacher to provide proper suppoft fbr the students.

According to the findings.of the flrst pilot'study, the DCP lessons were
redesigned as follows: V

Firstly, durtng the first week, studehts were expased to the CMC tools.
The focus was nottile content knowledge but the students” familiarization with
the tools.

Secondly, the time.for video watching was reduced and the hands-on
activities were increased.

Finally; to explore the students’ technological background, the teacher

performed the informal terviews prior'to the DCP intervention.

3. Practicality of the CMC tools

The CMC tools used in this study were voice chats and audioblogs.
When dealing with technology, the teacher should be concerned with the
practicality of the tools to avoid unforeseen problems. During this pilot study,
the voice chats and the audioblogs were used as a means of communication

between the teacher and the student or the student and the student. The issues
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considered when using these tools were the program installation, quality of the

microphones, headsets, and sound recording program.

The findings of the pilot study concerning the practicality of the CMC
tools revealed that the program for voice chat needed to be installed prior to
every class because the security system at the lab only allowed a new program
to be installed temporarily. However, the audioblogs did not need any programs
to be installed before use. In addition, the findings concerning the quality of
microphones, headsets, and sound recording-program provided at the lab
showed that these tools were-of high quality. There were no problems hearing
the sounds after recording. Lhereiore, the computer lab was ready for
implementing these CIMC t@0ls.

4. Eliciting students’ commuh“ication strategies via CMC tools

The voice chats and audioblogs We.re_used as tools to elicit students’
communication strategies. The data obtai_rj,eo-lv from these tools were used to
develop the Communication Sirategy Invéﬁio(y (CSI). However, the coding
categories for the transcripts of students’ ydi_cg_chats and audioblogs in the main
study were drawn from the findings of con\)ersation analysis. The tasks in DCP
used to elicit students” communication strategies for the development of the CSI
were to brainstorm environmental problems via the vaice chat and to read the
text aloud via the audiableg.

The findings from_ an analysis of voice chats revealed that the four main
categories of communication strategies found in the first pilot study were
1) aveidance or reduction strategies, 2) ‘achievement or.compensatory
strategies, 3) stalling or time-gaining strategies, and 4) interactional strategies.
The findings also reported that interactional strategies were the most frequently
used by the students. Achievement or compensatory strategies, avoidance or
reduction strategies, and stalling or time-gaining strategies were respectively
less preferable. These categories of communication strategies from the first pilot

study were used to develop the items in the Communication Strategy Inventory.
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Besides the voice chats, audioblogs were also used to elicit students’

communication strategies. However, there were no communication strategies
revealed in the audioblogs because the task was to ‘read a text aloud’ which did
not promote negotiation of meaning. Therefore, the task using audioblogs to
elicit students” communication strategies via CMC tools in the second pilot
study were changed to ‘Reflecting on the Project Work Assessment Rubric’ and

‘planning a project’ which would promote/mere communication strategy use.

5. Validation of the intervieW questions

In the first piletStuay, the interview was administered by having all
students record their rgsponsesto three questions adopted from Dudeney &
Hockly (2007, p. 57) using.a voice recdrd'ing program at the language lab and
emailing their voice files'in the MP3 foirha—t to the instructor. The researcher
found that the interview in the pilot study was conducted in a structured manner
that did not allow the researcher to gather-;_in:depth information.

Therefore, in the'main study, thé'..-i;lt,g_rview was performed in a less
structured manner. All students were indi_v}dug_lly interviewed. To encourage
true reflections of students on the DCP, the-interviews were conducted three
weeks after the end.of the implementation of the study when the students’
grades on the final projects were reported. The interviews were audio recorded

and digitally saved in thesMP3 file format;

3.5.2. The Pilot Study 11

Thie second pHot study ‘aimed to measure the reliability ef the
Communication Strategy Inventory. It was conducted with 43 English-major
undergraduate students who were representative of the population but were not
participants of the main study. The Cronbach’s alpha coefficient reliability
value of Communication Strategy Inventory was 0.72, indicating that the
questionnaire was reliable and appropriate for the study.
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3.5.3. The Pilot Study 111

The third pilot study was carried out for three hours in the second
semester of academic year 2009 with seven students who were separate from
the sample group of the study but with the same demographic characteristics.
After the validation by experts, the instruments that were pilot-tested included
the three lesson plans, and a semi-struetured interview. The findings showed
positive effects. Therefore, the lesson plans and.the semi-structured interview

were implemented in the.main study witheuifurther revision.

3.6. Data Collection
The DCP was implemented for 12 weeks. The data collection consisting
of three phases: before during, and after the treatment is discussed below.

3.6.1. Before the implementation,

Week 1: The DCP was introduced;,to- the Thai undergraduate students.
The TOEIC Speaking Test was administe_r.;a-dL as a pre-test to measure the
students’ English speaking proficiency and t_hg_Communication Strategy
Inventory was distributed to identify studenfs’ communication strategies before
the DCP.

3.6.2. During thedimplementation

Week 2: An informal interview to.elicit students’ backgrounds was
performed. Students were exposed.to CMC tools: audioblog and voice chat for
the first time. Due te time constraints, audioblog and voice chais)Ds.and
passwards were prepared. Students were anonymous to one another because
their real names were not revealed. They then interviewed a partner via voice
chat and recorded it in an MP3 file format. The data gained from both the
TOEIC Speaking Test and informal interview informed the instructor of each
student’s readiness level (proficiency), interest, and learning profile so that the
instructor could closely monitor students who needed more support and provide

proper guidance.
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Week 3: Students were to express their ideas about the project plan

and reflect their opinions on the Project Work Assessment Rubric via
audioblog. Even though the audioblogs allowed users to make sound recordings
and upload them to the website, users’ sound files could not be downloaded and
saved. The sound recording program provided by the language lab was
simultaneously used to record students’ performance on audioblogs. Students’
audioblogs were collected for an analysis of students’ communication strategies.

Week 4: The data from students™veice chats were collected as the
students performed an online discussian with a partner via voice chat. One aim
of this activity was to identify siudents’ communication strategies when
negotiating meaning. Each pair of students received different sets of pictures
illustrating either beforg'or after globaI'V\'/'arming. They were to explain what the
picture they got on the exergise sheets IC-J:OKed like. The discussions via voice
chat were recorded by'a sound recordindprqgram provided in the language lab.

Week 5: The aud iobldg Was re-iﬁtrbduced to the students to
familiarize them with the fool;The task was to read the text aloud.

Weeks 6-8: During these weeksgtqqents created mini video clips,
conducted a survey and interview, analyzed- déta and reported the findings, and
wrote a storyboard for the final product. At this stage, students were provided
with knowledge and skills needed for completing their final projects.

Week 9: Students, presented their final projects to the class. Their work
was assessed by the students themselves, their'peers, and the.instructor.

Week 10: The teacher wrapped up the course with the language
derived from students’ errors during-the'DCP intervention.

Week 11: The teacher had a conference with each student regarding the project
work. Students revised their work accordingly and resubmitted their final

projects.
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3.6.3. After implementation

Week 12: The data from the TOEIC Speaking Test and the
Communication Strategy Inventory were collected.

The same form of the TOEIC Speaking Test was administered to
compare students’ English speaking proficiency before and after the
implementation of DCP.

The Communication Strategy lnveatory was distributed to all students
for them to reflect on their pereeived use ef.eommunication strategies.

Week 15: The semi-structuréd interview was conducted after the
grades for the project werk had been reported so that students were more
comfortable to reveal their trug opinions toward the DCP. The interviews of
each student lasted abouf 15 rainuites and were audio-recorded.

A summary of the three phase;of-data collection is shown in Table
3.13.

Table3:13 Data 'C,gllection

Before implementation

Week 1
. DCPR‘and CMC were introduced.
*  The TOEIC Speaking Pre-test was administered to identify
readiness devel.
. The Communication Strategy Inventory was distributed.
During implementation
Week:2
e Students performed informal interviews to elicit backgrounds,
interests and learning profiles.
. Voice chats and audioblogs were introduced to the students.
Week 3
. Students’ audioblogs were collected.
Week 4

. Students’ voice chats were collected.
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Weeks 5-8
. Students performed the activities in the practice stage of project
work.
Week 9
. Final projects were presented and assessed based on the Project
Work Assessment Rubri¢ by students themselves, their peers,
and the instructor.
Weeks 10-11 .
. The conteni-knowledge, language focus and skills learned from
the course were reviewed. Each student had a conference with

the insiructor.

After implementation

Week 12 )

*  The TOEIC Speaking Post;te_st Was administered.

. The Communication Strategy Inventory was distributed.
Week 15 42l

. The semi-structured interview-was conducted.

3.7 Data Analysis

The quantitative data were analyzed by a computer program in terms
of descriptive.statistics, (means,and,standard.deviation), relationship, and
reliability using the fellowing statistics: the Wilcexon'Matched-Paired Signed
Ranks Test, the Spearman Rank Correlation Coefficient, and the:Gronbach’s
AlphaiInternal Caensistency. The qualitative datawere then transcribed, coded,
and categorized by the researcher and another experienced tertiary-level English
instructor. The details of the data analysis according to each research question
are illustrated in Table 3.1.
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Research Question 1:

To what extent does Differentiated Speaking Instruction using
Computer-Mediated Communication and Project Work (DCP) improve Thai
undergraduate students’ English speaking proficiency?

Answers to Research Question 1. came from the TOEIC Speaking Test
which was used as the pre-test and post-iest..The TOEIC Speaking Pre-Test was
administered in the first week before the implementation of DCP. The same
form of the TOEIC Speaking-Test waé used as the post-test in the final week
after the implementatign:The'data gained from this instrument were scored by
two raters using the TOEICSpeaking Test rubric generated by ETS
(Educational Testing Servige). Scores from the pre-tests and post-tests were
used to examine effects of the DCP on sxéudents’ English speaking proficiency.
They were comparedtsing the Wilcoxoh.Mgtched-Paired Signed Ranks Test, a
nonparametric statistic for related sampleé;_:. (éiegel, 1956).

In addition, the effect size of the_s-e— two mean scores was also

calibrated by using Cohen’s d.

Research.Question 2:
What communication strategies do Thai undergraduate students use

while participating in DCR?

Three research instruments--students’ voice chats, students’
audioblogs, and the-Communication Strategy Inventory—were-used to find
answers for Research Question 3.

Students’ audioblogs in week 3 and students’ voice chats in week 4
were transcribed by the researcher based on transcription conventions of
Markee and Kasper (2004), Silverman (2006), and MICASE (2002) for
conversation analysis. The results from conversation analysis revealed

categories of communication strategies for coding. These communication
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strategies were categorized by the researcher and an experienced tertiary-level

English instructor using a card sorting technique (Nunan & Bailey, 2009).

The major categories of communication strategies that had emerged
from students’ audioblog transcripts included strategies for compensating for
the unknown words (compensatory strategies), strategies used for gaining more
time (time-gaining strategies), strategies for emphasizing (emphasis), and
strategies used for unsuccessful execution{avoidance strategies). For the voice
chat, all of the above strategies existed including. interactional strategies which
were divided into two roles.efthe use;: a speaker and an interlocutor. The
speaker was the one wherinitiated the talk while the interlocutor was the one
who responded. The definitions and eategories of communication strategies that
emerged from studentsztramscriptions of Voice chats and audioblogs are shown
in Appendix C. -: ;

Transcripts of'Students’ audioblc;gsl qr_]d voice chats were coded based on
the aforementioned communicétidn strategy bategories by the researcher and an
experienced tertiary-level'English instruc&); Whose inter-rater reliability was at
the level of 0.93. Frequencies of coding thEg:_gmmunication strategies from both
raters were compared: Discrepancies were disbussed for consensual agreement.

The Communication Strategy Inventory (CSI) adopted the framework
of Cohen and Dornyel (2002) consisting of four classifications of
communication strategies;:;namely, avoidance or reduction strategies,
achievement or compensatory strategies, stalling or time-gaining strategies, and
interactional strategies. The inventory was analyzed for the mean scores. Items
whose scores were hetween1.00 ana 2.00 were classified as infiequent, 2.01
and 3.00 as moderate, and 3.01 and 4.00 as frequent.

The results obtained from the qualitative approach and the CSI were
triangulated.
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Research Question 3:

Is there any significant difference between Thai undergraduate
students’ perceived use of communication strategies before and after
participating in DCP?

The Communication Strategy Inventory (CSI) was used as a research
instrument to answer the Research Question 4. The CSI was distributed to the
students in the first week.and the final week-of the.implementation of the main
study. The data gained from-this instrljment were analyzed by means of
descriptive statistics thaewere compared using the Wilcoxon Matched-Paired
Signed Ranks Test to find the difference between students’ communication
strategies before and afier the implemehtétion of DCP.

Research Question 4: v

What are Thai undergraduate s.t;L_j‘de'nts’ opinions on DCP?

The semi-structured interview Wgsv__gﬂ'_sed as a research instrument to
answer Research Question 5. The interview- cdnsisted of eight questions
eliciting attitudes towards benefits and drawbacks of the DCP, and one question
for eliciting students’ suggestions on how to improve the course.

The interview was administered@and audio-recorded three weeks after
the end of the'implementation of the main study (after the grades for project
work had been‘reported) so that it would be more likely for the students to give
accurate and truthful responses. Thedata were transcribed and eategarized by
the researcher.

3.8. Chapter summary

This study is a mixed-method study aiming to examine the students’
English speaking proficiency and communication strategies adopting the one-
group pretest-posttest quasi-experimental design. Instructional instruments and
research instruments were developed and validated by experts. Pilot studies
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were carried out to verify the practicality of the instructional treatments and the

validity of research instruments.

During the ten-week implementation of the main study, students
performed weekly tasks that provided data on students’ use of communication
strategies via CMC. After the treatments, TOEIC Speaking post-test scores were
compared to the pre-test scores to examine the students’ English speaking
proficiency. The scores from the Communication Strategy Inventory
administered before and after the treatment.were also compared to study the
change in the students’ perceived use bf communication strategy. The semi-
structured interview was-administered three weeks after the intervention to elicit
the students’ opinions.about'the DCP. The next chapter reports the results of

this study according to fourresearch qtjeétions.



CHAPTER IV
RESULTS

This chapter presents the findings of data collected from the TOEIC
Speaking Tests, the Communication Strategy Inventory, audioblogs, voice chats,
and semi-structured interviews. The findings are examined in relation to four
research questions:

1. Towhat extentdoes Differentiaied Speaking Instruction using
Computei-Mediaied Communication.and Project Work (DCP)
improvesThaitndergraduate students* English speaking
proficiency? '.

2. What communication stra;tégies do Thai undergraduate students
use whileparticipating in DCP?

3. Isthereany significant diffe_re,r'_lce between Thai undergraduate
students’perceived use of Q@mmunication strategies before and
after participating in DCP?

4.  What are Thai undergraduaté_-s_tydents’ opinions about DCP?

Research Question 1 focused on the improvement of English speaking
test scores after the intervention, and the mean scores 6f TOEIC Speaking pre-test
and post-tests were compaied. Research Question 2 explored the students’
communication strategies while participating inthe DCP online activities.

Mean scores from the Communication Strategy Inventory were examined and the
findings were triangulated with the analyses of students’ audioblegs-and voice
chats. Research Question 3 aimed to compare the students’ perceived use of
communication strategies before and after the intervention. The mean scores of
the Communication Strategy Inventory taken before and after the intervention

were then examined. Research Question 4 explored students’ opinions about the
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intervention and students’ responses from the semi-structured interviews were

categorized.
4.1. Results of Research Question 1

Research question 1 - To what extent does Differentiated Speaking Instruction
using Computer-Mediated Communication and.Project Work (DCP) improve Thai

undergraduate students” English speaking proficiency?

This research guestion explored,lthe effects of DCP on English speaking
proficiency by examining the FOEIC Sf;)eaking pre-test and post-test mean scores.
Due to the small sample'size, the sé-qres':\i\;"ere not normally distributed. The
Wilcoxon Matched-Pairgd Signed Rank§3,Te’st was used to compare both test
scores. Hypothesis one guices the I_compaf'rjjs.,oq of TOEIC Speaking pre-test and
post-test scores. p. {2l

w2 d

&

Hypothesis 1: Thai u_ndergraduafgg;-stydents’ English speaking post-test
mean sco,re,s will be significantly higher than théi,r English speaking pre-

test mean scores after participating in the Differentiated Speaking
Instruction using Computer-Mediated Communication and Project
Work..(p < .05)
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Table 4.1 Findings of TOEIC Speaking pre-test and post-test scores of Thai

undergraduate students participating in DCP

Mean
n Mean SD z Sig. difference d
Pre-test 9 47.91 4.35 2.67 .00* 28.67 .63
Post-test 9 76.58 2.31
P*<.05

The findings in-Fable 4.3 indicate that the students participating in DCP

made a significant improvement (Z = 2,67, p < 0.05) on their TOEIC Speaking

pre-tests and post-tests@fterten weeks of the intervention. This improvement is

shown in an increase of'the post-test meé;nﬂ scores of 28.67 points. The effect size

calculated by Cohen’s dsuggests-that the improvement was large (see Field,

2009). Therefore, Research Hypothesis 1 Was_.supported.

Table 4.2 Criteria of TOEIC Speakjhd:-"pre-test and post-test scores

< Mean
Criteria n Mean SD 2 Sig. Difference

Prol 9 44.37 7.10 2.67 0.008* 26.27
Pro2 9 70.64 1.96
Intol 9 50.58 5.10 2:67 0.008* 29.07
Into2 9 79.65 5.80
Strucl 9 44.07 8.73 2.67 0.008* 24.15
Struc? 9 68.22 472
Vocabl 9 41.55 6.45 2.67 0.008* 33.09
Vocab?2 9 74.64 4.70
Cohel 9 47.10 4.85 2.67 0.008* 31.97
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Cohe2 9 79.07 3.68
Relevl 9 52.95 4.15 2.67 0.008* 31.47
Relev2 9 84.42 5.19
Complel 9 58.89 2.70 2.67 0.008* 20.59
Comple2 9 79.48 6.48

P* < 0.05

Table 4.2 presents students’ TOEIC pre=test and post-test mean scores
according to the seven-eriteria proposed by TOEIC Speaking Assessment Rubrics
(ETS, 2007). They are«(1) pronunciation, (2) intonationand stress, (3) structure,
(4) vocabulary, (5) cohesion, (6) relevaﬁcg of content, and (7) completeness of
content. The findings showthat students;héd significantly improved in all criteria
after the intervention. Students? scores on vocabulary, cohesion, relevance of
content, and intonation gained the highest"r__nean differences (33.09, 31.97, 31.47,
and 29.07, respectively). However, their Scores on the structure improved the least
(24.15). 2

4.2. Results of Research Question 2

Research question 2='What communication strategies'do Thai undergraduate
students use while participating, in DCR?

Research Question 2 explored communication strategies that Thai
undergraduate students used while participating in the DCP. Quantitative findings
from the Communication Strategy Inventory and qualitative findings from

analyses of audioblogs and voice chats are discussed as follows:
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4.2.1. Quantitative findings

Students’ mean scores of the Communication Strategy Inventory (CSI)
after the treatment were calculated. It was found that use of all-purpose words
(3.67), approximation (3.45), and circumlocution (3.44) were perceived by the
students as the most frequently used communication strategies. On the other hand,
foreignizing (1.67), word-coinage (1.78), and use of non-linguistic means (2.00)
were least frequently used. Based on each.major category, message abandonment
was the most frequently used-in the avaidance.erreduction strategies. Use of all-
purpose words was the mestfreguently used in the-achievement or compensatory
strategies. Fillers and hesitation.devices was the most frequently used in the
stalling or time-gaining strategies. Aski'ng for repetition was the most frequently
used in the interactional‘strategies. The rgéan scores of the Communication

Strategy Inventory are displayed in Tablé, 43.

Table 4.3 Findings of Communication Strategy Inventory (CSI)

Categories of CS £ Mean SD
(Cohen & Dornyei, 2002) T

.

Avoidance or Message abandonment 2.56- 75

reduction :
strategies Topic avoidance 248 .61
Message replacement 2.17 52
Achievement or Approximation 345 .63
compensatory
strategies Circumlocution 3.44 73
Use of all-purpose words 3.67 .61

Word-coinage 1.78 .67
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Use of non-linguistic 2.000 .67
means
Literal translation 2.33 .50
Foreignizing 1.67 71
Code switching 2.78 .53
Stalling or Use of fillers and 2.78 .70
time-gaining hesitation devices
strategies Repeitition 2.56 73
Interactional Appealfor help 3.22 12
strategies
Asking for repetition 3.39 .70
Asking for glarification 3.22 .67
Asking for confirmalti_on 2.89 .93
Expressingnon-t 4, 3.33 61

undeystanding

Interpretative summary-'-;:- . 311 .78

To triangulate the data and explore students’ patterns of communication
strategy use, students’ audioblogs and voice chats were transcribed based on
transcription conventions‘of Markee and Kasper (2004), Silverman (2006), and
MICASE (2002) for conversation analysis.

It was found that.topie-avoidancesword-coinage suse-af non-linguistic
means, literal translation, foreignizing, asking forrepetition, and expressing non-
understanding, strategies which were included in the Communication Strategy
Inventory, did not exist in the data obtained from audioblogs and voice chats. On
the other hand, as a result of conversation analysis, sound lengthening, long
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pauses, high volume, minor pauses, spelling, backchanneling, echoing

backchanneling, and guessing emerged from the two tools and were added to the
communication strategy category for an analysis (frequency count). It was also
found that communication strategies that were used in voice chats but not in
audioblogs were comprehension check, appeal for help, spelling, backchannel,
echoic backchannel, clarification, confirmation check, guessing, and interpretive
summary. Strategies from audioblogs and voicgchats could be categorized into
five major categories: avoidance, compensatory; time-gaining, emphasis, and

interactional strategies. The frequencies of each category are shown below.

!
Table 4.4 Findings from transcripts of audioblegs and voice chats

Strategies = Audioblogs Voice chats
\ 4 (n=9) (n=9)
_ Frequency
Avoidance : di
Message abandonment 5 16
é Message replacement 8 54 63
S (self-correction)
)
Compensatory
Circumlocution 0 7
Approximation 2 0
All=purpose words 24 8
Useof L1 0 6
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Time-gaining

Fillers 256 373
Sound-lengthening 375 515
Long pauses 86 159
Repetitions 105 263
Emphasis -.
High vol ~ // | | 27
664
19
6
2

| El )
AULINENINYINT
ARIAATAUNNIING A Y
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Show/ check

understanding

- Backchannel 0 136
o - Echoic backchannel 0 11
% - Clarification request 0 10
% - Confirmation check 0 42
E Ask for/offer help

- Guessing : 0 5

- Interpretive. summary 0 31

Table 4.4 shows freguencies of c;q}'nmunication strategies used in
audioblogs and voice chats. It was foundj,.th‘ait minor pauses, sound-lengthening,
and fillers were most frequently used. Baée_d on each category: message
replacement was most frequently, used inthe, avoidance category, all-purpose
words were most frequently uséd-in the cohip'ehsatory category, sound-
lengthening was most frequently used in thé;t’ime-gaining category, minor pauses
were most frequently used in the emphasis category, and comprehension check
was most frequently“sed in the interactional category. One interesting finding is
that for each category; the were most frequently used strategies for audioblogs,
namely, all-purpose words,sound lengthening, minor pauses, and message
replacement, were-also.thetmast frequently used in.voice chats.

For triangulation, the findings from the CSI and the analyses of audioblogs
and voice chats were'compared.. It was found that the results of transcripts of
audioblogs and voice chats supported the results of the CSI in that all-purpose
words were the most frequently used compensatory strategy. However, the
findings were different in other categories. From the CSI, message abandonment
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was most frequent used while analyses of audioblogs and voice chats reported

message replacement. In the time-gaining category, fillers were most frequently
used according to the CSI while sound lengthening was found to be the most
frequently used in analyses of audioblogs and voice chats. For the interactional
category, asking for repetition was reported to be most frequently used in the CSI
while analyses of audioblogs and voice chats revealed an extensive use of
backchannel. The emphasis strategies including.use of high volume/stress and
minor pauses which emerged from the audioblogs-and voice chats did not exist in
the CSI. Therefore the findings of the emphasis category were not compared.

4.2.2. Qualitatve findings .

In addition to frequency, the pattgfl"ns of communication strategies used via
CMC were also revealed: These patterns';jnc'luded (1) muitiple strategies for one
target, (2) functions of fillers,(3) functioh's_,of_ sound lengthening, (4) functions of
minor pauses, (5) functions of longer pausg_s_, (6) functions of repetitions, (7)
forms of message abandonment; and (8) ev'i_défjce of negotiated interaction.

4.2.2.1. Multiple strategies for one target

When students had problems finding the right words, they tried to use
multiple strategies to-compensate for their linguistic deficit by using
approximation, circumlocttion, all purposéwords, use of L1, and non-linguistic
means.

Via voice chat, students were to describe.the pictures of feur locations
takenbefare and after, the global warming.and to match them with their partners’.

The most troublesome pictures are shown below.



Figure 4.1 Before or after. PHofo¢
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In order to des@,";p' of spiky-shaped rocks,” students used a wide
185 10 get their message across. Below is an

range of communication
excerpt from VO2 a i a chat it transcripts.
VOG6: And thered

not not the mo

ere |34|keva rock (.) a rock [approximation]

[The

VO2: [*the &H@y*

VOG6: no no no not v ey. um ()tfséﬁ.. rock (.) the high rock like (.)
Stonehen <sic> [cn’reumlocut@}*?ou know=

VO2: =but | | thlnk it’s about a grand’Eamyon’P—

VO6:= Ya. Sl:)meth+Frg—I+k(->—§|¢haes————s==

VO2: somethmg the same or similar to right? -

|

7 ua

VOG6: Yaya. bl]’f this like Stonehen <sic> and the guy uh: stands there
(J)and (:)gherevisihe lamg((sharp)sfusejof-L1},How to say?
[appeal for help] <SS:"LAUGH> the high rock with the um:::
like (.).how to say.it? [appeal for help] ya. And covered by all
all areund-himlisithe () snew [message replacement].

VOG6 got the picture on the left, trying her best to convey the message ‘a

pile of spiky-shaped rocks.” She started by using approximations to provide her
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interlocutor a general idea of what her picture looked like. Then, she used

circumlocution to help her interlocutor relate what on the picture to his or her
background. Next, she used her native language to describe the characteristics of
the rock, and used appeal for help to indicate her incapability to finish the
statement. Her final strategies were to abandon the previous message and replace
it with a different focus.

Via audioblogs, students also used.communication strategies extensively.
They were assigned to brainsiorm the project-tiieme and reflect on a project work
assessment rubric. Belowsisan excerpt from AU5’s.audioblog transcript.

“And also they(Studenis) have t'o concern about the grammar (.) the
grammar usage fmessage replacg'rlhent] because u::m this part is
also important asi(.) you::re (.) th'geyWiII look [message
replacement] () will Iook‘[repeti:t_i_orj'](.) u:::m better
[approximation]if they use(.) if ‘th_e_ir language use [message
replacement] (.) iS verygood. [allibﬁif-pose word]”

AUS revealed in a retrospective interview that-her-intended message
was “grammar usage should be entirely correct.” However, it is apparent
that she was unable ta-pick the right words to reflect herthought, resulting in
three message replacements; one repetition,-one approximation, and one all-

purpose word.

4.2:2.2. Functions of fillers
It was found that students used fillers in audioblogs and voice chats for
four functions: indicating a new topic/sentence, gaining more time, signaling self-

correction, and ending an utterance.
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1. Indicating new topic/sentence

In every audioblog transcript, the filler “Ok” was used to indicate a new
topic and other fillers, such as ‘ah,” ‘um,” ‘uh’ were used to indicate a new

sentence as shown in the excerpts below.

AUS:
“Ok, I want to talk about the prejeet work assessment rubric.
From the criteria, a:::h | think thatis.cover enough in terms of
u::::m (3.0).eontent; organization, attrativeness, and the synthetis
(.) the syathesisof.materials....... ... “

.

“Ok. I wilifalie{)’ about () the global warming project. .hhhh
u:::m the isstie or the topic 't;hat' I 'will use to relate to uh global
warming projecti(.) is about "(-,:_) food. ... 7. 7

AUB8 used “ok” at the heginning of @s;'hew topics. The first excerpt is

about the project work assessment rubric. Iﬁ_-the second excerpt, the topic shifted

to the project theme of global warming.

AU9:

“...for the au (:audio-visual production, there a::re four things
to . consider for the assessment (.) those are content, organization,
attractiveness, and synthesis of materials. hhhhhh U::z:m () |
think that'(.) all the four are things to be considered (.) a::h are
equally important. A::h the con (.) although, the content see (.)
seems to be of the most (.) u::h important u::m (.) and there are
three levels of grading, 3 points for exceptional, two points for

admirable, and one point for amateur. U:::m (.) someone who
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gets the exceptional level u::h their works (.) must be (.)

excellent (.) must be outstanding.”

AU9 used fillers, “ah” or “um” at the beginning of his sentences. This is
also applicable to other students.

2. Gaining more time 2
Students also used-fillersto gain more time-to think of a word. Fillers used
for time gaining typically appeared in the medial position of utterances, and
frequently preceded ansintended word o|r phrase.
AUS: 3 A
“Because they live in the no_ft_h gole () and now the north pole is
going to melt (:) by az::h (.)~,Ijigher temperature.”

#e i A

AUT: 7=
“U::hdatit () u:::h the topic that azzhrinterest-me a::h the most
Is about'a::h behavior of the u:::h of (:) of (*) people o:::r u:::h
the population in this society that (.) u::h will help u::h reduce

u::h the greefihouse effect or'‘the environment crisis.”

AUG6’s audioblog transcriptsdemonstrates.a typical filler used for time
gaining. Itappearsinithe medial position of an utterance,-prior to.an-intended
word. However, AU7’s audioblog transcripts reveal an excessive use of fillers
which causes lack of fluency.
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3. Signaling for self-correction

Students often used fillers before making self-correction. Since, fillers
allow students to have more time to think about a word to be replaced, they, at the

same time, signal their self-reflections as in an excerpt below.

AU2:
....for example, when they go t::0«(.) u:::h trekking (.) u:::h
hiking (.) i::n-the forest they willu:em (1.0) they can (.) they
will see (.).seme of-th:::e rare (.) planis.or rare (.)

4. Ending an utterance ¥

“Something like that™ was'used to end an utterance and used as a signal to

give the floor to a Counterpart.

Vo2 s
Yours is after because (.) um:#:(1.0) the:: instructor said that
before prafter the melt-down (1) so::in-your picture if (.) it is
ah:: () aki:z: (.) before picture it (.) will be (.) covered with ice

something-like that.

4.2.2.3. Functions of sound lengthening
In this study, sound lengthening had three.main functions: making an

emphasis, gaining'maore time, and dominating the floor.

VO2: ... and the picture C there is the hu::ma::n [emphasizing] in the::: [time-
gaining] (2.0) on the::: [time-gaining](.) quite right of the picture (.) a:nd |
can see:: [emphasizing] what can we call the pillar (.) ah: [time-gaining]
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the pillar of the ice? o::r [time-gaining](2.0) ah::[time-gaining] in line of

the picture.
VVO7: the fissure?
In an excerpt from the voice chat transcript, VO2 incorporated sound
lengthening and stress to make an emphasis on the words “human” and “see,”
while “the,” “and,” “or,” and “ah” were used to gain more time and indicate an

intention to dominate the floor.

4.2.2.4. Functions-ef minor pauses
Minor pauses were used.to make an emphasis, and to signalize message

replacement or self-cosrection.
1. Making an emphasis

VO9: /R
“a::h. The picture"A; there is a::hicy mountain at the
background of the picture. It is covered with the thick (.)

[emphasizing] layer of ice.”

In this excerpt, VO9 made a minor pause after the word-“‘thick” to make the word

stand out.

2. Signaling message replacement or self-correction
In the following excerpt, VO9 and/VO7 made several self-corrections by

placinga minor pause between previous and corrected forms.
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VO9: .....the ice layer is still sick (.) [signaling message replacement] thick

VO7: o:::k and my pic (.) [signaling message replacement] my picture number
three is um:::ah::: it’s about (.) [signaling message replacement] it’s all of
the:: (\) [signaling message replacement] it’s all around the picture is about
the mountain and in the middle of the mountain, it’s covered with the ice.

4.2.2.5. Functions of long pauses
Two major functions-of longer pauses aie-for gaining more time and

making an emphasis.

1. Gaining mage time .
In this study, fluent speakers pref;er"red using longer pauses for time
gaining to fillers. In an exceipt below, AU4 used five longer pauses and no fillers.

AU4:

But first of all, | have to tell you that I’m not a kind of

environmental person but | DO concern about this topic. But
for this:project, | don’t wanna make it 'soungs,so boring like
talking-about the cause (.) the (.) pro and con'the (2.0) effect of
global warming to our world. Because | kihow that people
know a lot'about it. So | want'to make it (3.0) more interesting
by (.)«suggesting the_new idea of how peaple can help (.) can
do something about this problem. And | think of (1.0),fashion.
As a‘fashion girl; I'like talking about fashion and heard-a lot
about it. Some certain texture of clothes that can help (3.0) the
global warning (.) because of the manufacturing and (2.0) it’s
natural trade.
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2. Making an emphasis

Longer pauses function like minor pauses by making a word stand out.
VO3:
There is the lakes under the mountains a::nd (.) it seems (1.0)
dry. I don’t know. The mountain (.) the front mountain
see:ms dry and drought, (.) you know (.) drought.

4.2.2.6. Functions of repetition
Two major functions of repetition are to make an emphasis, and to gain

more time.

1. Making an emphasis
Repetition used for emphasis would'be accompanied by minor pauses,
stress, sound lengthening, or high volume as in an excerpt below; otherwise, it

would be regarded as a time=gaining funetion.
VO6: But but [time-gaining] my-B is only. meuntain and there’s nothing to cover.
Just the rocky mountain.

VO2: oh! It’s really-really [emphasizing] sad to hear that:

2. Gaining more time
Repetition would be regarded as time-gaining if it is not accompanied by

minor pauses, stress, sound lengthening or high volume.

VO4: ok, my first picture, my first picture (.), a lot of (XX) on the
ground, on the foreground. The land the land is <LAUGH> it’s
like isan ban rao. ((Northeastern part of Thailand)) <SS:
LAUGH>
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VOL1: and and and there’s a mountain covered with (.) with ice right?=

VO4: =Ye::s, | can’t see it but it’s=

VOL1: =it’s like a lake. [ ah ha.

VO4: [ ya.

VO1: yaya | know I know [time-gaining] | think it’s match my
number two.

VO4: my my my my [time-gainingl.aum A picture match number (.)
two=

VO1: =two=

4.2.2.7. Formsof message abar')donment

In this study, message abandonm;qllr"]t can be done in three ways: leaving the
message unfinished, using a fillersuch a$ ‘something like that’, and handing over
to the partner.

Y

1. Leaving the message unfinished;
AUG6: So;that’s why | choose to talk about ()4:m () u:m

polar-bear (.) u::h in my project work. And thank you

In this excerpt, AU6 could not think of a word at the end of the sentence
and let it end abruptly.

2. Using a filler such as “something like that”
VO7: And the mountains (.) and the bottom of the mountains have (.)

uh::: (.) have two (2.0) have two holes (.) two very large holes

ah::: for (.) for ah::: people can go though in, something like that.
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VO 7 could not continue the message and ended the sentence with

‘something like that.” This filler may tell her interlocutor that she has ended

the message and the interlocutor may continue or start a new topic.

3. Handing over to the partner
Via voice chat, when students were not able to finish the utterance, they
simply handed the floor to the partner.

VO2:Who i::s(+)00ing to start first?

VOG6:0k? Um:: (yweare looking a picture for pictures for um::: four
pictures of . um:::abouyt the effect of u::h global warming

VO2:[yes.

VO6: [a::nd yg's () and (.) umi: ok started at you first Opel?

VOG6 initiated thetalk but decided to hand the floor to VO2 because she

was not able to continue. £2s2hd

4.2.2.8. Evidence of negotiated interaction

Voice chat allows real-time interaction and facilitates negotiation of
meaning among students. Throughout all the voice chattranscripts, the students
collaborated extensively ifiithe talks with the goal of completing the task assigned.

VO5: um::: there is (2.0) mun pen tang tang ah
((they are shaped like columns)) | don’t know. [Appeal for help]
VVO8: =alright, alright.= [Backchannel]
VO5: =1 don’t know how to explain in English [Appeal for help]
so (.) sorry to say in Thai.
VVO8: oh oh ok. [Backchannel] I I I understand it it it
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VO5: [so what would you explain? [Clarification request]

VOB8: [the object in the picture is like a rock right?=[Confirmation check]
VVO5: =Yeah yeah yeah [Backchannel]
VO8: and there is a lot of the snow covered on the rock=
VVO5: =yes:: yes. [Backchannel] from my picture. How about yours?
[Clarification request]
VO8: and ah ha=. [Backchannel]
VO5: =is it..is there any snew: left? Or? [Clarifieation request]
VVO8: no no there is a blagk (*) rock. A lot of rocks:in you know in the middle of
the picture=
VO5:= ah ha= [Backchannel]
VO8:= and the backgrounds like a hill () a mountain
with (.) a little snow.
VO5: Ah ha. [Backchannel] i
VO8: What about you? [Clarification req@gst] [Cover with the snow.
VO5: ' [Yeah, [Backchannel]
I 'l couldn’t see the backgraund- | couldn’t.see the background the view of
the picture. Asitis very very white.=
VO8: = ah ha= [Backchannel]
VO5: = all | can see is'a man standing and he is touchifng (1.0)
the object which what you called it the rock <LAUGH>
VOB8: really? you have a ma::n? in.your picture? [Confirmation check]
VO5: as | told you the man in this picture is uh (). went went
back'(.) to his hometown already: <LAUGH>
VO8: really?=[Confirmation check]
VO5: =yes. [Backchannel]
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In this excerpt, VO5 and VO8 were helping one another by offering help

when the counterpart showed signs of struggling. They expressed empathy and
showed understanding when the partner provided more information. At the end of
the talk, they performed a confirmation check to guarantee that they understood
the same thing. It is noteworthy that these interactional strategies do not occur in
the audioblogs.

4.3 Results of Research Question 3

Research question 3 -dsthere any significant difference between Thai
undergraduate studenis™ perceived use of communication strategies before and

after participating in DEP?

Research Question3 examined the students” perceived communication
strategy use before and afterthe DCP. Wi.I_Qc_)_xon Matched-Paired Signed Ranks
Test was used to compare the tnean scores 'of’the Communication Strategy
Inventory (CSI) administered before and after the intervention. Research
Hypothesis 3 guides this comparison.

Hypothesis-3: There is a significant difference-between Thai
undergraduate students’ perceived‘use of communication strategies

befare and after participating in DCP' Alpha was set at the 0.05 level.

Table 4.5 shows that there is no statistically significant diiference between
the students’ perceived use of communication strategies before and after the
intervention (Z = .37, p <.05). Therefore, Hypothesis 3 was rejected.
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Table 4.5 Findings of Communication Strategies Inventory (CSI)

administered before and after DCP

Mean
n Mean SD Z Sig. difference
Pre-CSI 9 2.79 24 37 1 01
Post-CSI 9 2.78 27
P*<.5

4.4 Results of Research.@uestion 4

Research question 4 - Whatare Thai uhdergraduate students’ opinions about
DCP? e

Research Question# explored the students® opinions about the
intervention. Students’ résponses 0 fnine sgmi-structured interview questions,
consisting of eight items eliciting:aititudes towards benefits and drawbacks of the
DCP and one item for suggestions to improve the course, were recorded on an
MP3 file format. The data were transcribed and categorized. The findings from
the interviews revealed that all students had positive attitudes toward DCP. The
only restraint was the use of technology. Students’ opinions and suggestions
concerning (1) friendly‘learning environment, (2) self-monitoring, (3) autonomous
learning, (4) extra practiceime and feedback; (5) integrated skills, and (6)

technological problems are discussed as follows:

1. Friendly learning environment
Students reflected that the classroom environment incorporating DCP was
relaxing and enjoyable, which lowered their affective filters and stimulated them

to participate more in the class. Two students admitted that they were not good at
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speaking but because of the friendly classroom environment, they enjoyed the

activities and eventually perceived that their speaking skills had improved as

shown in the excerpts below.

S8:
“| felt enjoyable every time that | participated in the course. At
the beginning, | can’t communicate.well but | had developed my

skill a little. I'enjoy so much throtigheut the course.”

English Translation

S8: .

“l enjoyed everytime | participatg!("j in this class. At the beginning, | could
not communicate well but my speaking s'j,kirl gradually developed. I really enjoyed

the entire course.”

2. Self-monitoring 2

The findings reveal that DCP allowéd’_gtudents to perform self-monitoring.
Each task in DCP required students to record their online performance for
formative assessmeént. Through the recordings, students bécame more aware of
their weaknesses and-realized they could avoid making-such errors in the future as

S5 and S9 state_below.

S5:
“Technology helps me in the way that technolagy helps me to
record my project, and when | record it | can hear myself. | can
hear my voice. So | know that what did | do, what is my mistake
because I can listen to my voice, and | jot down my mistakes and

improve it later.”
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English Translation:

S5:

“Technology helped me to create my project. When recording my voice
for the project, | could hear myself. Then I realized how well I did. | jotted
down the mistakes to be corrected later.”

3. Autonomous learning
Students mentioned that because of the.special features of CMC,
especially audioblogs, they-were-encouraged to practice their speaking outside of
the class. They enjoyedsrecording and listening to theirvoice. One student is a
particularly notable case beeause he did{research on his own speech improvement.
He recorded all the speaking agtivities in;cll:"lass and analyzed his own speech to see
how he had improved. HiS excerpt is shdyvnfbelow.
s8: 6
“I use this (voiCe recording) wiﬂl'my educational research class
to study my improvement. | recd}dgd,all the activities | did and

used this'data to analyze how | improved.”

4. Extra practice time and feedback

Students stated that'the DCP allowed them to have extra practice time and
feedback from the teacher.cThey revealed that technology such as audioblogs
helped them to practice speaking atthome and vaice chats provided them with
opportunities to connect with their teacher outside of the class for feedback or
advice. In an EFL context, students did not have a native speaker to practice with.
However, they valued opportunities to practice with someone who was more

competent such as their teacher.
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S7:

“My speaking has been improved because | have to rehearse my
script many times. Technology allows me to speak with my

teacher in English, someone more professional.”

English Translation

ST:

“My speaking has improved because I-hadto rehearse my script
many times. Technology.aliowed me to speak English with my teacher,

someone more proficient.”

S4:
“The teacheiis very helpful.you tell us one by one about our
weaknesses. The technology fo_r_, communication, the course
website, helps us to catch up \Aﬁ_th the content and the discussion
board allows us to.ask the teacherfor help.”

S6:
“The good thing is that we are Thai. We don*t'really use English
outside the classroom. So to use XX (voice ¢hat) to talk with
friends and 'your(the teacher) can help me improve speaking a

lot.”

5. Integrated.skills

It is also reported that students used all language skills to complete their
projects. First, they were required to search for information about their project
which required them to read extensively. Then, they were to write the script for

their ‘Global Warming’ video clip project which allowed them to practice writing.



146
Once their scripts had been approved by the teacher, they were to search for

shorter video clips to insert in their videos. By doing this, they had a chance to
practice their listening skills. Finally, they had to record their speech onto the
video which encouraged them to practice speaking as S5 revealed in the excerpt

below.

S5:
“I have to use-every skill in doing-this|project. And I have to
write my script-and i-have to practice my speaking to pronounce
it clearly. And | have o do the reading aswell because | have to
read my script. So I think th'e project helps me improve very
much.” :
6. Technological problems v
Students revealed that the main prqbl_ems they faced while completing the
project concerned technology: The video ed_itirjg program and audioblogs were the
most troublesome as most students were nof_-fajniliar with them and struggled with
their use. Common problems the students faced when using the video editing
program were being‘unable to save the file, having different versions from what
was used in class, and-computers having different specifications causing the
program to work improperly. The problem‘with the audioblogs was mainly about
the installation. Some computers required additional programs to be downloaded
in order to use an audioblog successfully. Students’ problems aresreflected in the

excerpts below.
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S5:

S7:
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“XXX (audioblog) is too advanced for me. | can’t get it to work
properly. It always asks me to install some programs | don’t

know. Now I still can’t use it at home.”

“The (video editing) program doesn’t work well. When finished,
the program did notrespond so t-hadto do everything all over
again. But | havea chance/to practice more, though.”

“My computer had a new ve‘[;é;'ion of XXXX (a video editing
program). | had to spend a IQ,t of time trying and trying again
for my projects... ... ,..S0me students couldn’t get the Internet
connection for XX (voice chat)d;.meeting.”

24

In order to solve these technologica[prpb.lems, S1 gave a useful

suggestion as presented below.

S1:

“We should’spend more time on‘how to use media such as
XXXX (video editing program): It seems easy when we tried it in
class. We have little time practice and many students:have
problemswith the program when they do it at home. 'S4 doesn’t
know how to get a video clip from XX (a website), so you (the
teacher) should teach us.”
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4.5. Additional findings

Even though this study did not aim to examine the effects of frequency
of students’ participation via audioblogs and voice chats on their English
speaking proficiency, data from the teacher’s assignment checklist showed a
correlation between students’ participation and their performance.

Table 4.6 Additional findings from teagher’s assignment checklist

Students/ 1 2 8 4 5 o 7 8 9 10 Total

Weeks AU/VO
AU/VO 1 X X/ / X / X X 1l 1l X 7/6
AU/VO 2 X X/ 11 K Il X X/ 1l 1l X 10/6
AU/VO 3 X X/ / X T AR X / / X 5/6
AU/VO 4 X X Il X m . "X X X 14/6
AU/VO 5 X X/ U X / X X 1l 1l X 8/6
AU/VO 6 X X/ / % pids 4 X X 1l 1l X 7/6
AU/NO 7 X X/ J X el X X 1l 1l X 7/6
AU/VO 8 X X/ / X e m Xi 1216
AU/NVO 9 X X/ 1l X

oA F0XK X i 1 XIl 15/6

/ = Audioblogs, X =\\Voice Chats

Table 4.6 shows that AU/ VO 2, AU/ VO 4, AU£VO 8, and AU/ VO
9, who had high scores on project work and post-tests, participated in
audioblogs (/) more often than the averagestudent. Students’ participation
via voice chats (X) was all equal (six times) because students were assigned
to perform the tasks on particular weeks. This teacher’s assignment
checKlist'shows that all students-completed all six'assigned tasks,

Students’ interactions with their peers and teacher via voice chats
using their personal accounts were not counted on the checklist. However, it
is noteworthy to mention that students did become familiar with the tools
and used them more frequently.
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Figure 4.2°S ‘:TT:S..Tm:z;——.Ea‘ chat account
Aversation was about

how to put the stress on ‘biodegradable.” Some other s 'fj dents did the same

e ingningns
AT QI B2 B

researcﬁ questions regarding the effects of DCP on the students’ English speaking

and stopped by to ha ' a C

proficiency and communication strategy use, as well as conveys their opinions

about the intervention. After participating in DCP, the students’ English speaking
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proficiency improved significantly. Students employed a wide range of

communication strategies while communicating via audioblogs and voice chats.
The most frequently used communication strategies in each category were all-
purpose words, sound-lengthening, minor pauses, and comprehension check.
However, the findings from the Communication Strategy Inventory revealed that
all-purpose words, approximation, and circumlocution were the most frequently
used. The patterns of communication strategy use via CMC were the use of
multiple strategies for one-target, one strategy-having many functions, forms of
message abandonment, an@-evidence of negotiated-interaction. The mean scores
of the Communication.Strategy.Inventary administered before and after the
intervention were comparedto determir{e the change In students’ perceived use of
communication strategies. However, the;rgé'"were no significant differences. The
findings from the semi-siructured intervi'gews revealed that students had a positive
attitude towards the DCP and that they atfentiyely participated in the activities
which may lead to improvement in thetr E_rj_glish speaking proficiency. Addition
findings were shown to suppott-this claim. Pis'cussion of the findings,
pedagogical implications, and recommendafic)_tas for future research are discussed
in the next chapter,



CHAPTERV
DISCUSSION AND CONCLUSION

This chapter concludes the current study by summarizing the study and

research findings, elaborating on the discussion, and providing pedagogical

implications drawn from the findings.

5.1 Summary of the study

This study investigates'the impactI of Differentiated Speaking Instruction

using Computer-Mediated Communicaﬁop_ and Project Work (DCP) on Thai

undergraduate students® English spéakinb proficiency and explores their

communication strategles while part|c1pa1|ng in this intervention.

The study aims to answer the follovvmg ‘research questions:

1.

To what extent does: leferent-lated Speaking Instruction using
Computer- Mediated Commumfatlon and Project Work (DCP)
improve Thai Uﬁdergraduate ‘students’ English speaking

proficiency? — ,

What communication strategies do Thai-undergraduate students
use while participating in DCP?

Is there,any-significant.difference between-Thai.undergraduate
students™ perceived-use of communication strategies before and
after participating in"DCP?

What are Thaicundergraduate students’ opinions about DCP?
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Participants

The participants of this study were 9 Thai students majoring in English
from a public university in Thailand, who enrolled in the Speech Improvement
course. This was a 16-week elective course (2 hours a week) designed to enhance
students’ English speaking proficiency focusing on English oral communication
and daily social interactions. The students; whese ages ranged from 18-21, were
pre-service teachers and were in the fourth year of a 5-year program. The selection
of the participants in this'study-adepted a purpesive sampling technique. Only
English-major students'whorhad a sufficient level of English (intermediate level)
participated in this study. Based on the TOEIC Speaking pre-test scores, all
students were in the iniermediate to uppe_n—.intermediate level. Half of them had
been exposed to the synghronous CMC (\'/oiaée chat) before but none had

experienced asynchronous CMC (audioblgjg).-_-

#

Procedures _

The instruction for this study was préba?ed according to three relevant
theories: differentiated-instruction, computer-mediated-cammunication, and
project-based instruction. All participants were introduced to DCP, a specially
designed 10-week speaking intervention. However, the data collection was

completed on the fifteenth-week,

Data Collection

Toanswer research question ane, the mean scores of TOEIC Speaking pre-
and post-tests were compared to study the effects of DCP on students’ English
speaking proficiency. Scores from the TOEIC Speaking pre- and post-tests were

computed using The Wilcoxon Matched-Paired Signed Ranks Test, a
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nonparametric statistic for related samples. Cohen’s d was also used to calculate

the effect size.

Research question two explores communication strategies that Thai
undergraduate students used while participating in DCP. Students’ audioblogs and
voice chats were transcribed based on transcription conventions of Markee and
Kasper (2004), Silverman (2006), and MICASE (2002) for conversation analysis
resulting in categories of communication strategies used for coding. These
communication strategies' were-categorized by the researcher and an experienced
tertiary-level English-nsiruetortsing card sorting technigue. For triangulation,
the mean scores of the'Communication Strategy Inventory administered after the
intervention were calculated. The finding_s.from both sources were then compared.

Research question three examinesithe students? perceived use of
communication strategies before and after::'DGP. The Wilcoxon Matched-Paired
Signed Ranks Test was used to compare the'means scores of the Communication
Strategy Inventory (CSI) administered befoi;étéhd after the intervention.

Research question four-explores the"'sﬁ-)dents’ opinions about the
intervention. Students’ responses-to-nine-semi-structured-interview questions,
consisting of eight items eliciting attitudes towards benefits and drawbacks of the
DCP, and one item for'suggestions to improve the course, were recorded on MP3

file format. The data were transeribed-and-categorized:

Summary of findings

The data from'the TOEIC Speaking pre- and post-tests revealed significant
improvement in students' speaking proficiency. Students also employed a wide
range of communication strategies while communicating via audioblogs and voice

chats. The most frequently used communication strategies in each category were
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all-purpose words (compensatory), sound-lengthening (time-gaining), minor

pauses (emphasis), and comprehension check (interactional). However, the
findings from the Communication Strategy Inventory revealed that all-purpose
words, approximation, and circumlocution were the most frequently used. The
patterns of communication strategy use via CMC were the use of multiple
strategies for one target, one strategy havingmany.functions, forms of message
abandonment, and evidence of negotiated interaction. The mean scores of the
Communication Strategy Inventory administered before and after the intervention
were compared to detefmipe‘the change in students’ perceived use of
communication strategies. However, they were not significantly different. The
findings from the semisstructured interviéWs revealed that students had a positive
attitude towards DCP and that they attent'ivé'-ly participated in the activities which

may lead to their improvement of English speaking proficiency.

#

c il A

5.2 Discussion : =2
The discussion will be presented in three aspects: DCP and gains in
English speaking proficiency, communication strategies via CMC, and patterns of

communication strategy use in CMC.

5.2.1. BCPR and gains;in English speaking proficiency

The comparison-of the ' mean scoresfrom the TOEIC Speaking pre- and
post-tests shows that students’ English speaking groficiency significantly
improved inall criteria. These findings.can be interpreted as the benefits of an
integration of differentiated instruction, Computer-Mediated Communication, and

project work.
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In differentiated instruction, the teacher takes account of the students’

variability. During DCP, the students’ learning was closely monitored. Their
proficiency level, interests, and background were identified and the teacher
prepared lessons and provided proper guidelines corresponding to each student’s
needs. As a result, students reflected in the‘interviews that their improved English
speaking abilities can be attributed to extra praetice time and feedback. This
finding supports Tomlinson and Cooper’s (2006) statement that teachers should
first know their studenis'so thaithey can create effective lessons and provide
proper guidance. |

Computer-Mediated'Communication in DCP also contributed to students’
improvement due to itsfriendly environrﬁént and support in self-monitoring. The
findings revealed that students felt the course was relaxing and enjoyable. This
friendly environment stimulaied students’® T-[')_articipation, possibly leading to
improvement in their speaking proficiency. The findings concur with Krashen's
Affective Filter Hypothesis (1985), which s@dg’j—ésts that learners with a low
affective filter (high motivatior, self-confidéhc;e,'and low anxiety) tended to be
successful language learners. These findings-also-confirm previous studies on
CMC (Beauvois; 1994, Chun, 1998; and \Warschauer, 1990) i.e., which state that
CMC creates an enjoyable environment ideal for langudge learning. However, it is
beyond the scopeof;this study; to examineshow,DER affects the four components
of second language ‘performance, hamely, complexity, accuraey, fluency, and lexis
(Skehan, 2009).

Self-monitoring was also;facilitated in the DCP environment during CMC.
Based on Schmidt's Noticing Hypothesis (1990), input becomes intake through
conscious awareness (noticing) of grammar. Swain (1985) shares a similar belief

that language learners should be encouraged to make comprehensible output so
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that they notice the gaps, test hypotheses, and consciously think about the

language system (metalinguistic function) for successful communication. In DCP,
students' improvement in speaking proficiency may result from having
opportunities to monitor their own speech, trying out the new forms, and
eventually being able to pick appropriate forms for the context.

With an integration of project-based.nstruction, an instructional approach
that engages learners with meaningful .and authentic tasks (Beckett, 1990), DCP
becomes more effectiverThe fintings show that it promotes learner autonomy and
integrated skills that may lead fo students” improvement in English speaking
proficiency. Previoussstudies on project-based instruction show that students
became more autonomeus leamners When;tﬁey were engaged in designing and
developing the project (Gu, 2002; He, 2003: Lee, 2002). In DCP, students took
part in choosing the topic, brainsterming t}l_e project work assessment rubrics,
planning, and creating the final project. Thisunight help students develop a sense
of ownership and responsibility-for their own ]’é’érning.

Furthermore, improved-English speék’i'n"g proficiency may result from
incorporating project-work. As-the students followed each stage of the project
work, they performed-different tasks such as searching for information, reading
articles, writing the script, watching and listening to video clips, recording speech,
and incorporating-all sources used«in the project,which-required different skills.
Therefore, students‘reflected that all their language-skills: speaking, listening,
reading, and writing were enhanced.

In addition; while creating video clips, students were alse involved in a
new literacy called multimodality. According to Kress (2010), there is a
tremendous change in the way communication occurring in the era of

globalization. Books and the pages now appear on a computer screen, replacing
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the technologies of print by digital, electronic means. The previous mode of

writing has likewise been transformed by the mode of images. There is now an
integration of different modes such as writing, image, and color to convey the
message. Multimodality addresses how different modes of communication convey
meaning and in DCP, students integrate the script, images, color, and music to
present their intended message. This may help.prepare the students for the new
literacy of the digital era.

However, the benefits.of DCP demonstrated in'studies should be
interpreted with caution. The students might be excited about being part of a new
intervention and therefore work harder to perform their best. Landsberger (1958)
described this phenomenonyas the Hawthb[rne effect, an effect which occurs when
participants perform differently when they Know they are being studied. In this
study, students were informed that they W6_U|d be experiencing a new speaking
intervention but the foci on speaking profieiency and communication strategies

Ad

were not fully revealed. =

5.2.2. Communication-strategies-via- CMC

It was found that CMC extensively stimulated the use of communication
strategies. Five major communication strategies emerged from analysis of
audioblogs andwoice ghats:,.compensatory;-time-gaining,.emphasizing, avoidance,
and interactional strategies- consistent with Cohen-and'Dornyei’s (2002)
classification of communication strategies whichsncludes all of the'above except
emphasizing. Since this study employed conversation analysis to éxamine online
oral interaction, emphasizing strategies, i.e. the use of high volume/stresses and
pauses, emerged from the data. It was also found that the communication

strategies used in audioblogs and voice chats were different. In audioblogs where
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there was no interaction, students used avoidance, compensatory, time-gaining,

and emphasizing to get their messages across. These findings correspond to
Faerch and Kasper's (1983) statement that without cooperative assistance, students
can find ways to cope with communication problems. For example, on audioblogs,
students frequently used all-purpose wards such as “good” for the words,
acceptable, attractive, or fluent, and “parts”forthe words, criteria or components
in different contexts. This might be because students could not expect their
partners’ help by asking*for clarification or making a eonfirmation check so that
they employed all-purpose words to,compensate for the unknown words.

One surprising*finding thatshould be further explored is that the ‘use of
L1’ strategy did not oceur in the audiobléds or in the text-based CMC (Smith,
2003). This may prove insightful for.EFL teacherswho plan to use audioblogs to
stimulate the L2 use. However, this studyidoes not suggest that occasional L1 use
in the voice chats would have a negative effect on language learning since there
have been studies that show the benefits of J_luse as well.

In the voice chats, there-was evidenée"e'f extensive use of communication
strategies in studenis® negotiated-interactions.-Fhese findings concur with Yule
and Tarone's (1997) statement that native speakers employed communication
strategies as well. However, they “mostly seem to empl0y a somewhat larger sub-
technical vocabulary than.the L2 learners’-and they tend ““to use more analytical
strategies, producing a-greater'volume of talk, than-the learners who generally
favor more holistic strategies” (p. 21). It can be eoncluded that thé-tse of
communication strategies is commanfar both the L2 learners and native speakers;
however, the degree of use is different. In this study, whether playing a speaker's
role or interlocutor's role, students employed multiple interactional strategies to

show or check understanding and to ask for or offer help. The students'
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engagement in these interactions likely contributed to their language learning.

5.2.3. Patterns of communication strategy use in CMC

Besides exploring what communication strategies were employed, this
study also discovered how these strategies were used in CMC. The patterns of
communication strategy use ina CMC environment may give language teachers
insights into how the language is used.and whether or not these patterns should be
taught. The patterns reported in-this study include multiple strategies for one
target, one strategy for'many functions and negotiated interaction.

The findings show thatstudents tended to use several communication
strategies for one target'word or phrase. fliﬁese findings likewise support Yule and
Tarone's (1997) statement regarding native §peakers’ use of communication
strategies. It would be worthwhile for futlj-'r-_e studies however to compare the use
of communication strategies via GMC by Li2.earners and native speakers.

Because of the finding that one strafég-)’;"may perform different functions,
interpretation was done with-caution. The réséércher and her peer-coder were
aware of conflicting tnterpretations-when-coding the same strategy in different
contexts. Fillers, for example, were found to perform four functions: to indicate a
new topic or sentence, to gain more time, to signal self-Correction and to end an
utterance.

“Ok” can be‘used to'indicate a'new topic or-a new sentence, to gain more
time to think of a word, to signal self-correctionsiand to end an uttérance. “Uh” or
“um” were also foundito have different. functions..For example,'students may use
“uh” to gain more time as in, “There is uh... [gaining more time] icy mountain at
the background of the picture...,” while “um” was used to indicate a new sentence

as in, “Umm...[indicating a new sentence] it is the sheet of ice.
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Umm...[indicating a new sentence] there are some cracks but not much.”

These findings agree with Clark and Fox Tree’s (2002) study about fillers, i.e.,
that speakers use “uh’ or “um to (1) indicate that they are searching for words,
(2) decide what to say next, and (3) signify whether to keep or cede the floor.
Even though their study only focused on twa fillers, the stated functions are
applicable to the current study.

In addition to fillers, functions of short'or long pauses can be tricky to
concretely specify. Ward(1994) stated, “pauses have many functions. Some
pauses contribute to prosody; and'so convey meaning or mark clause boundaries.
Some pauses serve discourse functions, for example, to indicate deference to or
fear of the hearer, to allow the hearer.a chénce to take a conversational turn, or to
pretend to the hearer to be doing any.of the above. Some pauses probably provide
time to monitor one’s own speech’ (p. 20§).; This can be interpreted to mean that
one needs to understand the context and the speaker’s intention. Garman (1990)
categorized pauses as having three functior@ (1) physiological, (2) cognitive, and
(3) communicative. The physiciogical funct"i'oﬁ of pauses is to allow the speaker to
inhale, the cognitive function.is-to-allow the speakerto-plan ahead, and the
communicative function is to signal the speech unit to the listeners. The two

functions of pauses inthis study —time-gaining and eniphasizing —may belong

to the cognitiye and communicative functions: Students may-pause to gain more
time to think about what to say and may also pause to signify the emphasized unit
within.their.speech.

The findings also show evidence of extensive use-of communication
strategies in students’ negotiated interactions in voice chats. In this study, whether
playing the speaker's role or interlocutor's role, students employed multiple

interactional strategies to show or check understanding and to ask for or offer
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help. One of the most interesting interactions was between VO2 and VO7 via

voice chats. VO2 acquired a new word “spike” while negotiating meaning with
VO7. First, VO2 explained the picture (see Figure 4.1) as “pillars of the ice.” She
asked for help several times for the right word. VO7 made a guess (fissure) and
asked for confirmation. Later, VO7 took her turn and described the picture she had
as “spiky shaped rocks.” VO2 picked up the'new word and concluded her
explanation as “spikes of the rock.”

Student engagement sueh.as exhibited in thisinteraction can contribute to
their language learning. Nakatani(2010) found that the'use of communication
strategies could enhanee student communicative ability. This study supports his
finding and also demonstraies that studedtsl’ participation via CMC has a positive
correlation with their performance. Students with higher scores on the project
work and post-tests tended touse CMC rrﬁ')_re-often than their peers. This also
confirms that CMC is an invaluable tool to:promote EFL students’ engagement
and willingness to orally communicate extéti_s-ii;ély and meaningfully.

Another interesting finding that shoﬁldbe pointed out concerns students’
perceived use of communication.strategies-before-and-afier the DCP. It was found
that there were no significant differences in perceived use of these strategies. This
concurs with a study of Farrell (2001) which shows that, even with an intensive
18-hour training, students.could,net break.their. ‘old ;habits’, (p:-638) and tended to
use the strategies they were‘comfortable with. This-suggests that it takes time for
one to change his or her use of strategies. Even though Farrell studied reading
strategies, his finding'is also applicable to this study. 10 weeks without
communication strategy instruction may be too short a time to see the differences

in students’ communication strategy use online.
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5.3. Conclusion

This study investigates the effects of a speaking intervention with
Differentiated Speaking Instruction using Computer-Mediated Communication
and Project Work on Thai undergraduate students' speaking proficiency, explores
students’ use of communication strategies via audioblogs and voice chats, and
solicits students’ opinions about the intervention.

The findings support previous studies on the benefits of differentiated
instruction, computer-mediated-Communication, and project work for English
speaking proficiency-Differentiaied instruction allowed teachers to closely
monitor students’ leasning and‘provide proper guidance and feedback
corresponding to each student’s needs. CMC provides a friendly learning
environment and promoies self-monitoring and pushes output. The integration of
the process of project work engaged the égu,dents in meaningful and authentic
tasks and enhanced autonomous learning and integrated other language skills.

The present study also hightights thé;iiﬁtributions of communication
strategy use to language learning. Communicéfion strategies were extensively
used in CMC while students-negotiated-meaning..Accorging to Nakatani (2010),
the more students usedicommunication strategies to maintain conversation flow,
the more their language proficiency was enhanced. That'there is no ‘L1 use’ in
audioblogs may: also challenge EFL teachers to, integrate audieblogs into their
lessons.

The patterns of communication strategy use also imply that-future
researchers’ should use careful interpretation of cading for'.communication
strategies. This is because some communication strategies, such as fillers and use
of pauses may have different functions depending on the context. Without a

consistent system and an effective tool for coding different functions of
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communication strategies, the study may end up with a 'taxonomy with doubtful

validity' as Bialystok (1990) argued. Finally, the findings showed that without
communication strategy instruction, students perceived the same use of

communication strategies as they had previously.

5.4. Pedagogical implications

The findings of this study have pedagogical implications in three areas:
positive learning environment,students' agency in speaking proficiency, and EFL
education. The learning enwironment plays a significant role in promoting
students' English speaking proficiency. In a friendly learning environment with
motivating lessons, students were Willing;t.o actively and effectively communicate
in class. It is vital for teachers, institutions, and policy makers to realize the
impact of a positive learning environmenfjand- adapt their goals to lower students'
affective filters, in particular, confidence, ﬁiot,ivation, and anxiety.

Moreover, students shoufd Tecognizéﬁﬁ'ﬁt ‘agency,’ initiative, autonomy,
self-regulation, and self-determiination abou’"t-’bﬁe's own learning (van Lier, 2008),
are essential for suecessfullanguage learning.-Students-should actively participate
in class and be responsible for practicing the language outside of class. In an era
of globalization, students can easily gain access to numerous online resources and
be extensively-exposed to.the language used by native-and-non-native speakers.
Online tools, such'as audioblogs, allow students'to-practice their speaking, share
their recordings with a real audience, and get feedback from the online
community.'Students“speaking proficiency can improve significantly this way
because they are exposed to comprehensible input, and are stimulated to generate

an output.
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Finally, EFL educators should take into account their students' variability

when designing a curriculum as no two students are the same. Based on
differentiated instruction, the curriculum and the course designer should provide
multiple ways to access content for students with different backgrounds, interests,

and learning profiles. This way, students' different needs can be served.

5.5. Recommendations for further study

Based on the findings of the present study, there are three suggestions for
future study regarding'sample size, integration of technology into the classroom,
and data collection and data analysis pracesses.

Due to a small sample size, the fibdings of this study may not be
generalized to the whole/population.An future studies, DCP may be conducted in
different settings with a larger number of bart-icipants.

Secondly, when integrating-the use.of technology into the classroom, it
may be useful to introduce the ool before t:'t'léx'ﬁhplementation of the main study.
This might lessen the chance of technical problems.which occur as the students
will be more familiarwith-the tool.

In addition, when collecting data for the study of communication strategy,
it is advisable to capture the students’ other features, such as gestures, intonation,
or volume of vaice, which-may indicate.communication strategies. Concerning the
data analysis, the transeribing process of these features should'be consistent and
systematic. Smith and Gorsuch (2004) suggested<the usability lab*(UL) for text-
based CMC. Howevery it is still guestionable as to:whether it would be applicable
for voice CMC. In this study, conversation analysis was adopted for the
transcription convention because voice CMC shares similar features to spoken

discourse. The transcription convention was found to be effective and informative.



Therefore, the data analysis in future studies may be more powerful if video

recording and conversation analysis are incorporated.
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Appendix A: TOEIC Speaking Test Rubric
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Questions Tasks Criteria 3 2 1 0
1-2 Read a text aloud Pronunciation Pronunciation is highly. Pronunciation is generally Pronunciation may be No response or response
intelligible, though the intelligible, though it intelligible at times, but is completely unconnected
production may.include includes some lapses significant other language to the stimulus.
minor-lapses and/or other and/or other language influence interferes with
language influence influence. appropriate delivery of the
text.

Intonation and Stress Speaker’s use of Speaker’s use of Speaker’s use of No response or response
emphases, pauses, and emphases, pauses and emphases, pauses, and is completely unconnected
sising and falling pitch is rising and falling pitch is rising and falling pitch is to the stimulus.
appropriate to the text. generally appropriate to the | not appropriate and the

3 text, though the response production includes

z includes some lapses significant other language

i and/or moderate other influence.

“ \ language influence.
3 Describe a picture Structure Speaker’s use of sfructures Speaker’s use of Speaker’s use of No response or response
(criteria also include all allows coherent expression | structures may be limited structures significantly is completely unconnected
above) of ideas:; LA 47 and may interfere with interferes with to the stimulus.
F overall comprehensibility. comprehensibility.

Vocabulary Speaker’svocahulary.is, Speaker’s vocabulary Speaker’s vocabulary is No response or response
appropriate to the question; | may be limited or inaccurate, or relies on is completely unconnected
and'word:choice is = somewhat inaccurate, repetition of the prompt. to the stimulus.
accurate. — although overall meaning

. | isclear.
Cohesion Responsé addressesthe | Response connected to Response does not No response or response
task appropriately. the task, though meaning address the task is completely unconnected
- may-be-opscured at times. appropriately. to the stimulus.
4-6 Respond to questions Relevance of.content Response presents a clear Response conveys some Response is a minimal No response or response
progression of ideas and relevant4nformation, butis | reaction to the promptora | is completely unconnected
7-9 Respond to questions conveys the relevant clearly incomplete or misunderstanding of the to the stimulus.
using information information required by the | inaccurate: prompt.
provided tasks.
10 Completeness of content |« Response includes Response attempts to Response may show no No response or response
Propose a solution appropriate detail, though address the prompt; but awareness of the tasks in is completely unconnected
11 it may have minar tasks or parts of tasks are the prompt. to the stimulus.

Express an opinion
(include all above)

omissions.

neglected.

€81
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Appendix B

Sample of Communication Strategy Inventory

Direction: How often do you use these communication strategies? Read the
following statements and tick v in the boxes below.

1 = Never 2 = Seldom 3 = Sometimes 4 = Often

Items 1 2 3 4

1. | leave a messageunfinished
when | am faced with seme
language difficulty, ,
InizauNLN Suisaiaydina g
w1zl wmned el

2. | direct the conversation to
familiar topics.

Sudenfiazyavinded geh dduas

3. | substitute the original message |
with a new one because of ot
feeling capable of executing it.
Suanuidesnuifieldnsdalilan

wsnAnAyaEnasaenn sl

4. | simplify my-expressions when
my conversational partner
seems to be confused.
ﬁu‘l,%ﬁwﬁwﬁﬁdww‘%uﬁw_jmuwuﬂﬂﬁw

lafisuna

5. 1 use an alterhative term which
expresses the meaning of the
word.l cannot remember as
closely as possible.
sulFAnaunTAu e lndLAL

d‘ o 1Y o o/ 6 o :l/ o
LN@@HVLNEV‘WﬂWV]ﬂ’]quuﬂ’]‘H’]ﬂQﬂE]H

Adapted from Tarone (1977), Corder (1983), Faerch & Kasper (1983), Bialystok (1983),
Paribakt (1985),Willems (1987), Dérnyei & Scott (1997), Cohen & Dérnyei (2002).



Appendix C
Communication Strategy Categories, definitions, and examples from audioblogs and voice chats
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s1ayeads

Strategies

Definitions

Examples from
3 Audioblogs

Examples from Voice chats

1. Compensatory

1.1 Circumlocution

1.2 Approximation

1.3 All-purpose word

The speaker described the target

word he or she did not know.

“the ‘polar bear hasnowhere
l

to sleep, nowhere to'live, no

house.? (habitat)

“it’s kinda like the sea which is freezing.”

(glacier)

The speaker used an alternative term

for the unknown word.

“I.have many dogs.l have
bunny.‘fl.;.ha-ve rats...oh
no... notthe ratin the
market dL:dﬁlJ the roads.”

(guinea pigs) -

“it’s a high rock.” (a pile of spiky-shaped

rocks)

The speaker used an alterpative term
which expressed the meaning of the
word they did not know.

~there a--re fourthings io
consider for the
assessment.” (compaonents)

“The global warming has done something
with this mountains.” (affected)

G81
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1.4 Use of L1

The speaker used the native language

NA

“like esan ban rao.” (the northern part of
Thailand)

2. Time-gaining
2.1 Fillers

2.2 Sound-

lengthening

2.3 Long pauses

2.4 Repetitions

a sound or word that used to fill'up

gap in an utterance

“many movies um talks
about uh global

warming....”

“Uh...,” “something like that.”

the speaker’s lengthened sound

“A::nd“1'm going to talk
about the;: topic related to

green project.”

“Ah::: | think the first picture for me is
somewhere

in the dessert.”

a gap the speaker made within
utterances one to ten seconds

“Some c;ért'-ain texture of
clothes that.can help (3.0)
the global warning...”

“My D picture, (2.0) | can't describe it. |
don't know

what it is.”

the speaker’s repeated a word or a
phrase with no intention'to'emphasize
it

“it's uh it's not very-much or
not a lot of topics or idea
for this'uhfor this criteria.”

“it’s it’s it’s very sad.”

981
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3. Emphasis
3.1 High volume/
stress

particular word or phrase Iowpro cta

. Soitisa “REALLY?”
se to do the
oflirta

1 also su ortthe
f \

3.2 Minor pauses

a tiny gap

AN

(less than one sec at I'm  “My A picture match with your (.)

occurring within a longer string ¢ ! ‘kind of enviror number () two.”

utterances

or phrase preceding it.

for emphasizing thewo

4.Avoidance
4.1 Message

abandonment

unfinished.

r left the message If we....if th scause  “I have, | also have....”
-

ﬂ‘lJEJ’J“ﬂEJWﬁWEJ']ﬂ‘i
ammnm URIAINYAY
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4.2 Message the speaker substituted the original

replacement message with a new one

(self-correct)

sting the new idea of
#gan help...can
out this
—J

“it’s like u::h there’s a man.”

“there is uh:: there are four pictures.
(self-correction
—replacing the wrong form with a

correct one)

5.Interactional
strategies
5.1 Show/check

understanding

-Comprehension the speaker checked his , o

check interlocutor’s comprehension to

prevent communication brealgiggn Y,

“Can you follow my description?”

PRIAATUAMINYAE

88T
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5.2 Ask for/ offer help the speaker appealed to his or her

— Appeal for help

- Spelling

interlocutor that he or she had a

problem thinking of the rigrlt’_—,-

“What do | call?,”” and ““I don’t know

how to explain.”

the speaker spelled out the v
might be problematic for the

interlocutor

“D..U..L..L.. DULL weather.”

SJ101NJ0JA31U|

5.3 Show/ check
understanding
- Backchannel

a brief utterance with marked
intonation contours (O’Connor and+ el < 2
Amold, 1973, invan Lierand = -0

Matsuo, 2000). The interloc =

understanding and agreemmt on the m
topic discussed ‘a Q/

backchannels to show

“Ah ha,” and ““ Yeah.”

189
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- Echoic backchannel

- Clarification request

- Confirmation check

5.4 Ask for/offer help
- Guessing

- Interpretive

summary

the interlocutor repeated the NA VO2: ........ they were in line.

speaker’s previous words or phrases. VOT7: in line?

the interlocutor attempted to draw NA “I’m so confused right now,” and “What
clarification from the speaker’s is glacier?”,

previous utterances

the speaker requested confirmation NA “Oh, really?”

that he or she had heard or

understood something corregtly

the interlocutor tried to guess the "NA VO 6: And next next to this is like the:::
word when the speaker showed sign lake o::r (.) lake or something the upper=
of incapability of finishing the speech VO2: =sky. right?=

the interlocutor paraphrased the NA “So your picture is before, and mine is

speaker’s message to check whether
he or she understood it corregtly.

after.”

06T
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Appendix D
Semi-Structured Interview Questions

1. How did you feel about this course (in general)?
2. How did your English improve while doing the project work?

3. How did the technolog ‘ ”//Ject work help you to learn
: —

English?

4. What are the di
5. What are the pro
incorporates' D
6. What are the thr '.' ‘\- use to describe this
course?

7. What was the best "J_‘uﬂ’? n this course?
=TT

8. What do you like least about tt

191

9. What :\/————— our e f ting and worthwhile

for all Iearn Jﬂ
ﬂﬂﬂ’)ﬂﬂﬂ‘iﬂﬁﬂ‘ﬁ

’QW']Mﬂ?ﬂJ UAIINYAY
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Project Work Assessment Rubric

Criteria

| Exceptional(3)

Admirable(2)

Amateur(l)

Non-Language Criteria (Audio-Visual Production)

Content

Covers topic in-depth
with details and
examples. Subject
knowledge is excellent.

Includes essential
knowledge about the
topic. Subject
knowledge appears to
be good.

Includes essential
information about the
topic but there are 1-2

factual errors.

Organization

Presentation is clear,
logical and organized.
The audience can follow
line of reasoning.

Presentation is
generallyclear and well

Jorganized. A few minor

points.may be
confusing.

Concept and ideas are
loosely connected,;
lacks clear transition;
flow and organization
are choppy.

Attractiveness

Makes.excellent use of
font, coler, graphics,
effects; etc. 1o enhance
the presentation. ddeas
arescreative and
inventive.

Makes good use of font,
color, graphies, effects,
etc. to enhance the
~_presentation. Work
_shows some original
thought.

Makes use of font,
color, graphics,
effects, etc. but detract
from the presentation
content. Little
evidence of original
thinking

Synthesis of
Materials

Use of multiple
resources to support the
presentation.

Use, of resources not as
varied and not well
. /. connected .

Little variation in
material presented.

Language Criteria (Oral Production)

Pronunciation

Pronunciation isthighly
intelligible, though-the
production.may nclude
minor lapses and/or
othertanguage infiuence

Pronunciation is
generally intelligible,
though it includes some
lapses and/or other
language infiuence. -

Pronunciation may be
intelligible at times,
but significant other
language influence

interferes with
appropriate delivery of
the text.

Intonation and
Stress

Speaker’s use of
emphases, pauses, and
rising and falling pitch is
appropriate to the text.

Speaker’s use of
emphases, pauses and
rising.and falling.pitch
Is generally appropriate
to ‘the text, ‘though the
response includes some
lapses.and/or moderate

other language

influence.

Speaker’s use of
emphases, pauses, and
rising and falling pitch
is not appropriate and

the production
includes significant
other language
influence.

Structure

Grammar and usage
almost entirely correct.
Only minor mistakes are
detected.

Grammar and usage
usually correct with
occasionally errors that
obscure meaning.

Frequent errors in
grammar and usage
and word orders that

interfere with
meaning.

Vocabulary

Speaker’s vocabulary is
appropriate and word
choice is accurate.

Speaker’s vocabulary
may be limited or
somewhat inaccurate,
although overall
meaning is clear.

Speaker’s vocabulary
is inaccurate.

Adapted from Debski (2006), Kayser (2002), Yamak (2008) and ETS (2007).
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Appendix F
A sample of the instructional manual

I. Rationale

English is considered to be one of the most important subjects taught
at school in Thailand. It is a tool for communication as well as a device to
enable learners to increase their knowledge of the world (Promsiri, Prapphal and
Vijchulata, 1996). Learners who are proficienisin English language will gain
better opportunities in life, education and work:"However, the study shows that
overall English proficieney of hai university students is low when compared
with those from neighboring countries such as Malaysia, Singapore and the
Philippines, especially Tn listening andispeaking skills (Wiriyachitra, 2002).
Rivers (1981) mentions that speaking is;Q'sed twice as much as reading and
writing outside the classroom. Unfortuhjate’[y, speaking skill is not the focus of
Thai tertiary education (\Wiriyachitra, 206_2) and it Is recognized as the weakest
skills of Thai students becalise of an interference from the mother tongue
(Thai), a lack of opportunity to-speak Engi‘i_éh’in daily life, shyness to speak
English with classmates (Biyaem, 1997), -u‘ﬁCbalrIenging English lessons, and
being passive learners (Wiriyachitra, 2002). To help Thai-students survive in
this competitive world, changes have to be done in the classroom to help

promote students’ speaking or oral communication abHity.

I1. Theoretical frameworks

To develop a framework of DCP, related-theories were explored from
textb@oks; journal articles and research papers. The thearies reviewed for the
study include the Differentiated Instruction, Computer-Mediated

Communication and Project Work which are summarized as follows:

1. Differentiated Instruction

Differentiated instruction derives from the need of teachers to ensure
that all students with different abilities will accomplish in their learning. It is
based on four guiding principles which focus on essential idea in the course
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content, responsiveness to individual students’ differences, an integration of

assessment and instruction and an ongoing adjustment of content, process and
products to meet individual students’ levels of prior knowledge and way of
thinking (Rock et al., 2008). Tomlinson (2006) proposes that variance of
learner, a classroom environment, curriculum and teaching method should be
considered when planning a differentiating lesson. It is important that teachers
recognize their students’ differences on readiness to learn, interest and personal
profile which includes learning style, gender; Culiural and intelligence
preference. Beside this, the-elassroom »environment Is also important. Teachers
should create a learning-environment that makes students feel accepted or
appreciated and at the.sdmefime i challenging for developing their strengths.
Furthermore, the curricalum should be 'fdbused, engaging and challenging.
Finally, the method of tgaching should t;g varied. Teachers should realize
learner variance and aim o develop mulltipllq_routes for teaching and learning to
help students achieve the goals. In additio_ﬁ,_ Rock et al. (2008) suggest that
assessment is also an essentialipart of differentiated instruction. It should not be
a traditional method of using muliiple choi}e,}ests to evaluate students’
learning. Instead, an assessment should be an ongoing progcess that takes place

at different stages‘ef an instruction: before, during and after.

2. Computer-mediated communication

Computer-mediated communication (CMC) is ““communication that
takes place between human beings.via the instrumentality of computers”
(Herring; 1996, p+1). 1t benefits language learning in many ways. Beauvois
(1997); Chun (1998) and Warschauer (1996) found that CMC helps create less
stressful environment for second language learning. Besides, Chun (1994) and
Sullivan & Pratt (1996) state that it provides more equal participation than face-
to-face interaction by allowing shy and less motivated students to participate in
the exchanges. Furthermore, CMC also increases output from more learner
participation in the exchange (Beauvois, 1997; Kelm, 1992; Kern, 1995; Kim,
2000; Warschauer, 1996). Finally, CMC users perform syntactically more
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complex and morphologically more accurate language (Chun, 1994; Kelm,

1992; Kern, 1995; Warschauer, 1996). It is evident that CMC facilitates
comprehensible input and output, promote negotiation of meaning through
online interaction and improves learners’ linguistic features as they interact with
more competent language users.

Nevertheless, this interaction would be worthless if learners are not
engaged in a meaningful task. The project\werk is then integrated into this
study.

3.  Project work

Project work is«an instructional approach that engages learners with
meaningful and authentic tasks which help promote student-centeredness,
learner autonomy, collaborative Iearnin'g‘,"“'creative thinking and creativity. Its
unique characteristic 1s that specific Ianéuage alms are not prescribed, but all
skills and content knewledge are enhanéedl while learners completing an end
product. This approachiis based on DeweY-_ ghd Kilpatrick’s Constructionism
and Vygotsky’s Social Constructivism. The heart of project work is the
determination of the teacher to engage stu&én’_ts in a ‘binding communicative
activity’ (Barson, 1997, p.4) having a final project (product) as a stimulant for
creative energy ane«contextualized language use and learning.

With a combination of the Differentiated Speaking Instruction,
Computer-Mediation Communication and:RProject work (DCP), students should
be more motivated to speak English. Through Differentiated Speaking
Instruction, students’ learning will.be closely supported. In CMC environment
incorporated withyProject Wark, students should beiengaged in'meaningful

interactions that will help them enhance their English speaking proficiency.

I11. Teacher’s role

The teacher acts as an instructional facilitator and coach who guides,
consults, and provides feedback to students. In a student-centered learning
environment such as this, teachers no longer dominate the class. The teacher
should even learn with or from their students. The teacher’s active role should
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be observed in the class preparation process that he or she effectively designs

activities that enable students to master complex skills to construct knowledge.
Besides, as this approach requires technical skill, the teacher does not have to be
technological expert but must be confident in using technology and in

supporting students’ use of technology.

AULINENINYINT
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Appendix G

Sample Unit and Lesson Plan
Unit 2: The Green Project
Lesson 2.2:  Familiarize with CMC (1)

1. Describe pictures wi h ap) ils, explain something to

3. Effectively di t on environmental

problems.

Materials:

1. Power Point sli The11 " He ‘_ clips from Youtube.

2. Pictures of natur {

3. PPT on how to explai ! ) Someone and ask someone to
repeat something, er voice chat

4. Pictures of-ithe melting £

“Before andmfter " handout.

Time: mﬂumwﬂmwmm
QW?&\‘lﬂiﬂJ UAIINYAY



Lesé‘gn Plan

i

Units/Topics

Pr"icedures _—
_— ” ?

e

Material Aids

Unit 2: The Green
Project

Lesson 2.2:
Familiarize with
CMC (1)

Warm-up activity /

*  Show the students T ‘Hour” movie trailer and ask them how they feel

about the environ

— =
Ll

UR .

s

THETI HO

1. “The 11" Hour”
video clips from
Youtube.

86T
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isd
Typewritten Text
198

isd
Typewritten Text
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warming.

. Show the students diffe@il f/)lhe nature affected by the global 2. Pictures of
i WL / nature affected by

the global

warming.

Activity 1: Introduct _
* Declare to stud@té' ill %meaningful to them.

* They are to play aﬁgame by matchlngdte pictures they have to the ones that

AN AN AR |

* Perform#Building up the board act|V|ty to elicit from the students how they

3. PPT on list of

language support

66T

’QW’Wa\ﬂﬂim RPN EREE


isd
Typewritten Text

isd
Typewritten Text
199

isd
Typewritten Text


would say in English when descrlbp%ctures explaining something, asking
someone to repeat something and ho they know about sentence stress

and voice chat. = >
-'"""_F p -

Activity 2: Presentation// |

expressions for

to repeat somethi

~ v 1 3 * .
e e B e e L e s
Sorey—1 couldn’t |

§ What did v

# Could you repear thit, pleaser

I'm so sorry, but I'm not sure 1 understood

correctly

4. PPT on how to
explain something
to someone and ask
someone to repeat

something.

200

00¢


isd
Typewritten Text
200

isd
Typewritten Text


i &

Students practice using su

f S in pairs by giving each pair four
ce -to-face).

th@lctﬂc% to the partner (face-to-face).

Introduce the st | nce stress when making

pictures of before an
Students take tur

utterances.

Review the us

e iy -

5. Pictures of the
melting Arctic
Ocean.

6. PPT on sentence

stress.
7. PPT on voice
chat.

q L | -
ARIANN I URIINYIAY

T0¢
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isd
Typewritten Text
201

isd
Typewritten Text


Activity 3: Practice
e Distribute each st

* Show the stude (Modelling)

\"""--..

* Perform “Info i ivity by having students work in pair

(randomly assi

handout and m ] that their friends have. (Same scenes
but taken at diffe
e Let the students di Vith the r z oiée chat and have them record

the talk.

AULINENINYINS

Ing about pictures they have in the

8. “Before or
After’handout.

AANTUAMINAE

c0¢
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isd
Typewritten Text
202

isd
Typewritten Text
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Activity 4: Extension ‘ \” : /_'

* Ask students to search for: more ctu@ing global warming that they

think the most serious |
// \\“*a:\"?‘?;

one who shows tf ‘\ impressive” picture will be rewarded.
A "-..‘_\ e
// \-& N

the pictures to the class. The

'\

: ,t:"‘l'

7
ﬂuEI’JVIEWlﬁWEI'lﬂ‘ﬁ
Qﬁﬂﬁﬁﬂ‘iﬁuuﬁﬂﬂmﬁﬂ

€0¢


isd
Typewritten Text
203

isd
Typewritten Text
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Appendix H

Sample Material

Before or After?
Look at the pictures below and discuss with your partner whether they were
taken before or after the melt-down. Then match them with the other 4 pictures

that your partner has.

D
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