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ABSTRACT

Korean Graduate Students’ Learning Experiences in a Blended
English Writing for Academic Purposes Course

Minjung Kim

Department of Foreign Language Education
The Graduate School

Seoul National University

In the last few decades, blended learning has emerged as a new learning
model which includes benefits for both online and face-to-face instruction. With
the increased interest in blended learning for higher education in Korea’s
university and EFL settings, additional research is needed to understand how
students work within blended learning environments in order to make language
learning experiences meaningful and joyful.

To answer the question of ‘how’, the present study sought to explore the
learning experiences of Korean graduate students enrolled in a blended English
Writing for Academic Purposes course through a qualitative case study within
the Community of Inquiry Framework (Garrison et al., 2000). The study first
described the teaching and learning contexts to show how the course was
designed. Second, the study examined the challenges guiding interactions in an
online classroom, where most writing activities took place, and determining how
the students overcame these challenges based on Moore’s three types of
interactions; learner-instructor, learner-learner, and learner-content interaction

(Moore, 1989). Finally, the study looked into the helpfulness of blended learning



with respect to learning academic English writing.

The data were collected from multiple sources such as surveys, observational
notes, reflective journals, and interviews, all of which were analyzed
qualitatively to extract salient themes in the area of online interactional
difficulties and values students placed on blended learning in relation to learning
academic English writing.

The results illustrated a variety of challenges that the students encountered in
online interactions and described various attempts they made to overcome these
challenges. Cultural inhibition and unfamiliarity with online communication
were prime challenges in interacting with the instructor. In learner-learner
interactions, distrust of peer feedback and lack of face-to-face interaction
appeared to be the challenges. Students also reported that the burdensome
workload and the high level of lesson materials were barriers to online
interactions with content.

However, students started to interact better with the instructor as they
intentionally tried to practice English writing in the form of written speech. They
also interacted more effectively among themselves after peer feedback trainings
in a face-to-face classroom and spending more time building relationships face-
to-face. Furthermore, students demonstrated different learning strategies to deal
with content matters and online activities.

In regard to its value, blended learning was found to be important for
learning academic English writing in different areas. The students evaluated that
the instructor’s personalized and timely feedback were most helpful for

improving academic English writing skills, but that peer feedback and group



discussion were valued limitedly, because they were helpful for only certain
areas of writing skills such as checking mechanical errors and brain storming
ideas. Lastly, although these students were burdened by the high level of contents,
they still found interactions with content helpful, because they could benchmark
other students’ writings and utilize online resources for future references.

The research findings imply that second language writing in a blended
learning format features interactivity in that writing is a collaborative experience
of knowledge building through constant interactions with the instructor, peers,
and content. Moreover, students’ experiences are varied due to differences in
their educational backgrounds, needs, motivations, learning strategies, and
personalities. Finally, the study suggests that the teaching presence, more than
the social or cognitive presence, is dominantly called for to bring about
meaningful interactions in Korean EFL blended learning; that is, teacher’s

multiple roles as an instructor, designer, and facilitator should be fulfilled.

Key words: academic English writing, blended learning, Community of Inquiry
framework, challenges of online interactions, second language
writing feedback

Student Number: 2004-31101






TABLE OF CONTENTS

ABSTRACT ..ottt ettt n bt ne s i
TABLE OF CONTENTS ..ottt %
LIST OF TABLES ...t iX
LIST OF FIGURES .......co ettt X
CHAPTER 1 INTRODUCTION .....oooiiicee e 1
1.1 The Background and Necessity of the Study .........ccccevviiieiininciineen 1
1.2 Researcher’s Motive and POSITION ........ccccccoveiiiiiiniiineee e 6
1.3 PUrpose Of the STUAY ......ccooveiieece e 7
1.4 ReSearch QUESTIONS ......c.uecivieiieciree ittt sre e s re e sbe e s veesbaesnre e 8
1.5 Organization of the DiSSertation ..........cccccccevveiieie i 10
CHAPTER 2 LITERATURE REVIEW.......cccoviiiiiiiese s 11
2.1 Blended Learning ........cccecveiieiieiieceeie s 11
2.1.1 The Concept of Blended Learning..........c.cccceevevveieeirevieseece e 11
2.1.2 Blended Learning in Higher EAUCAtION ..........cccceviviiiieiiiinccee 14
2.2 Blended Learning in SLA ..o 16
2.2.1 Computer-Mediated Communication in Language Learning
ENVIFONMENTS ...ttt enee s 17
2.2.2 Web-Enhanced Instruction in Second Language Writing .................. 21
2.3 Interactions in Online Learning ENVIroNMENtS ..........cccovveieneienenennnn. 23
2.3.1 The Concept of Online Interaction ...........c.ccceceeveieevi e, 23
2.3.2 Typology of Online INteraction .............cccccvveveeieiee v 25
2.4 The Blended Learning Process Model.............cccccovviviiiiiieiic i, 28
2.4.1 TeaChing PreSENCE .....ccuvciie ettt 30
2.4.2 SOCIAI PrESENCE ....ecvveieeie ettt et ns 31



2.4.3 COgNITIVE PrESENCE .....vevieiecieeie et 32

CHAPTER 3 METHODOLOGY ...ooiiiiiiiiiie sttt snnae e 34
3.1 Methodology Rationale and Approach ............c.ccocovveinieienencicne 34
3.1.1 Interpretivist Approaches to Qualitative INQUITY ..........cccoevvvveieiennee. 35
3.1.2 Qualitative Case STUAY ........cccuereririieriieie et 36

3.2 RESEAICH DESIGN .....eivieieieie ittt nas 37
3. 2.1 RESAICI SITE ..oviiiiiieieee e e 37
3.2.2 PArtiCIPANTS ....ccveeiiiciecieccte ettt 40

3.3 Data COlECLION......c.iiiiieieieie e 41
3.4 Data Coding and ANAIYSIS.......ccoiiiiiiiiiieiee e 44
3.5 Enhancing TruStWOIThINESS ..........ccoviiiiiieiee e 49
CHAPTER 4 TEACHING AND LEARNING CONTEXTS.....c.cccocvvvevrnne 52
4.1 Teaching Presence in the EWAP COUISE ........ccoviiiiieeieiee e 55
4.2 Social Presence in the EWAP COUISE ......ccoeiiiiiininieeeiese e 65
4.3 Cognitive Presence in the EWAP COUISE ........cccoviiiiiicieieesc e 71

CHAPTER 5 CHALLENGES OF ONLINE INTERACTIONS AND
OVERCOMING THEM......c.coiiiiiiiiii 75

5.1 Learner-InsStructor INEEraCtion ...........oeeee e oo 75

5.1.1 Cultural Inhibition in Korean Classrooms: From “How can I say No to
the professor in English even Online?” to “I tried to write in English more.”
..................................................................................................................... 76

5.1.2 Unfamiliarity with Online Communication: From “I don’t know what
to say or how to say.” to “I tried to write some questions instead of being
NESITANT.” . 81

5.1 Learner-Learner INteraCtioN ........oovvveeeeeee 85

5.2.1 Distrust and Discomfort of Peer Feedback: From “Why would 1
contaminate my eyes by reading something that’s full of errors?” to “Peer

Vi



feedback training helped me to see which areas | needed to make comments
0] T TSR TPR 85

5.2.2 Lack of Face-to-Face Interaction Time: From “It is not possible to
have a true discussion online. ” to “I felt much more comfortable talking
with the classmates online after we had more real time classes.” .............. 89

5.3 Learner-Content INtEraCtioN .........eeeeeeeeee e eeeaae s 93

5.3.1 Class and a Half Syndrome: From “There are too many activities
which I never have enough time for.” to “After | learned to enjoy group
work, I did not mind extra work in the online classroom.” ..........cc.cccveuene. .93

5.3.2 Difficulty of All-English Materials: From “I¢’s too difficult to
understand all-English textbooks. ” to “Mixing English with Korean was not
DB CESSANY. ettt sttt rae s 96

CHAPTER 6 VALUE OF BLENDED LEARNING FOR ACADEMIC

WRITING ..ottt bbb b b 99
6.1 Value of Teacher Feedback...........cccovviiiiiiie e 99
6.1.1 Teacher Talk as a One Stop Solution: “Teacher feedback- the more the
LT T PSS 100
6.1.2 Prompt and Personalized Teacher Feedback: “I appreciated the
teacher’s immediate and personalized feedback.”........c.ccccoocvvieiivniniennen. 104
6.2 Value of Peer INteraCtion..........cccvieereeiesie e see e 109
6.2.1 Students’ Written Feedback for Mechanics: “Peer feedback was pretty
useful but only for checking mechanical errors.”..........cccceoeieieneiennnn. 109
6.2.2 Group Discussion for Content Development: “A Group discussion was
good for brainstorming Ideas” ..........c.cuevvieerirene e 113
6.3 Value of Online Resources and Time Flexibilty..............cccooveviiieieennne 119
6.3.1 Learn to Write from “Lurking”: “I could benchmark others’ essays.”
................................................................................................................... 120
6.3.2 Usefulness of Classroom Materials and Time Flexibility: “All the
uploaded materials are good references.”..........cccoovviiiieiiniinicninc e, 122
CHAPTER 7 DISCUSSION........ooiiiii et 125
7.1 Interactivity of Second Language Writing in Blended Learning .......... 125

vii



7.2 Diversity of Second Language Learners’ Experiences in a Blended Writing

COUISE.....e ettt e b e e nne e e e e anre e 129
7.3 Strengthening the Teaching Presence and Lessening the Social Presence
....................................................................................................................... 134
CHAPTER 8 CONCLUSION ..ottt 140
8.1 MaJOr FINAINGS ..ottt 140
8.2 Pedagogical IMplCAtiONS .........cccoviieiieie e 143
8.3 Suggestions for FUurther Study...........ccccoovvieiicic i 146
REFERENCES........cooiiiiiice e 149
APPENDICES ...ttt e e 161
ABSTRACT IN KOREAN. ...ttt 169

viii



LIST OF TABLES

Table 3.1 Background Information of Participants...........cccoeveveicnencncneninn 41
Table 3.2 Community of Inquiry Template ... 46
Table 3.3 Phases of Thematic ANalySiS .......ccccooeiiiiiiiiiinseee e 48

Table 4.1 Community of Inquiry Template with New Indicators from Present

STUAY e 53
Table 4.2 Description of Manuals and Tools in the Online Classroom .............. 58
Table 4.3 Weekly CONENTS ......ccvoveiiiiiisie e 72



LIST OF FIGURES

Figure 2.1 Three Types of Interaction in Distance Learning............c.ccccceennee. 26
Figure 2.2 Community of Inquiry Framework ...........ccccocvvveevievesiieseeie e 29
Figure 3.1 Sample LeSSON PIan ..........ccciveiiiieiieie e 39
Figure 4.1 Front Page of Online Classroom...........ccccecvevveiieveevesicse e 56
Figure 4.2 Configuration of Online Classroom MEenus..........ccccoeeverireniennnn. 57
Figure 4.3 Self-Introduction BOard ............ccceeiiieniniiinseeeee e 60
Figure 4.4 Tips for Group DISCUSSION .........ccceieieiiereniiiseeieiee e 61
Figure 4.5 The Material Board ...........ccccoveviiieiiiie e 63
Figure 4.6 Teacher FEEADACK...........cccveiieiiiieieece e 64
Figure 4.7 Student’s Diary (with EMOtiCONS)....ccovverieiiiiiiiieieiesiene e 66
Figure 4.8 Group DiSCUSSION FOIUM... ......coiiiiiiiiieiencsicsesee e 68
Figure 4.9 Teacher’s Diary Board ...........cccooiiiiiiinininineceec e 69
Figure 4.10 Example of ASSIgNMENLt... .....cccoovveiieiiicceee e 73



CHAPTER 1
INTRODUCTION

The presentstudy examinegr aduate studentsibal ear ni

blended learning environment in order gain insighd into the complicated
nature of blended HEL settings.In particular, it investigatesthe challenge
students encountevhen interacting onlin@andhow they coped with them, and
values placed othe benefit ofblended learningn anacademic writing course
This chapter introduces the backgrowa! the necessity dhe study (Section
1.1), statesthe researches motive and position (Section 1.3)resents the
purpose of the studgndresearch questions (Sectior8)l.and sketches ouhe

overall structuref the dissertation (Section4).

1.1 The Background and Necessitpf the Study

With the development of technology and widespraadilability of online
networls, distance education or computaediated communication (CMC) has
broughtabouta new trendn second language learning with its potential benefits
of providing meaningful and dlaborative interactions (Kitade2000). Along
with increasedadoptions ofCMC for language learning (Beauvois, 199

order to overcome limitations of eithexclusiwvely online ortraditional (faceto-

ng



face) classrooms, blended learning has emerged as an effective educational
methodas it combines the best practices of online learning and-ttatace
classroom activities. According to Osguthorpe and Graham (2003, dheIsix
advantagesf blended learning: 1) pedagogical richness, 2) access to knowledge,
3) social interaction, 4) personal agency, 5) cost effectiveness;)aadse of
revision. Graham, Allen and Ure (2003) aldentified three notableesasons to
implement blended learning:) improved pedagogy?) increased access and
flexibility, and3) increased costffectiveness.

In highlightingthe aforenentioned benefits and motives of blended learning
agood amount of feraturedemonstratethat it is beig adopted widely in higher
education(Garrison & Vaughan, 2008; Graham, 2006; Obgrpe & Graham,
2003; Shea, 2@). It is gainingmore popularity in higher education, especially
for graduate school students with higher demands on flexébility and
personalizedlearning Bonk & Graham, 2006Ho et al., 2006 Singh 2003;
Young, 2002.

In the US, the reports othe national survey of information technology in
higher education conducted by the Campus Computing Project (2ag#)at
more than half othe college courseadoptweb resources, and a thirdadurses
utilize online resourceto promoteinteractionsamongstudentsand instructors.

In South Korea (hereafter Koreahete is a growingendencyof implemerting

blended learmig in on and offlie universities (Jung, 2010) céording to a white



paper published by thdinistry of Education and Korea Educatiand Research
Information System(2003, blendedlearningwas used in about 63% odie
university education courses in 2002da67% in 2003 @cited in Lee & Im
2006). Theseaumbers contribute to the support of blended learmiogdwide.
Ross and Gage (2006pncludedfiln the long run, almost all courses offeiiad
hi gher education wil/ be blendedo (p.167)

In addition to thehighe demand on blended learninguniversites it is also
extensively implemented in language classroomsitforpotential benefit of
enhancing interactionalopportunities within and outside the classrooms.
Computer Assisted dnguagd_earning(CALL) classeswhich were previousy
referredto as a traditional computer laboratorgre now directedwith blended
learning to enhance active learning through axtgve strategies (Graham, 2006
Recentstudiesshow that blended learning for language learnjiedds positive
outcomesn academicachievements antthe learnets satisfaction (Choi, Ko, &
Baek, 2009; Hinkelman & Gruba, 2012e & Lee, 2012Rovai & Jordan, 2004,
Yoon & Lee, 2010). The most emphasized benefitf blended learning
maximizing opportunities for meaningful interaction (Flottemesch, 2000;
Muirhead, 2004which many researchers believéal for bothforeign language
learningand distanceeducation(Fulford & Zhang, 1993Jiang & Ting,200Q
Kearsley, 199).

With regard to second languageiting education severakresearcherfound



that blended learning enhances a procested writing development by
expanding the opportunities for collaboration, communicationand the
development opositive attitudes and confidence about writinghich arenot
easilyachievedin fully online settings©hin-Hua, 2008; Clark & Olsor2010;
Colakoglu & Akdemir, 2010)Wold (2011) arguesiBlended learning clearly has
many advantages over using onlifeematsfor writing instruction for ELL®
(p.372). Simiar findings have beemadein Korean EFL settingas well(Yoon,
2011 Yoon & Lee, 201D

While the importance o€ALL has beercontinuallyemphasized, there is a
lack of researclon actual student experienc@s blended learningrom the
studentéperspectivegLao & Gonzales, 2005; Shieh, Gummer, & Niess, 2008
Perhapghis is due to the fact that tineajority of researcin online or CMC has
been focused orthe relative effectivenessof learning outcomeshetween
exclusivelyonline andfaceto-face environmers. According to Liu et al. (2003),
out of 246 articles in the area of CALL duringe 1990s, 176 werabout
software evaluationgomputerizedesting and project orientedxperimentsall
of the 176 articles were aboueacher (oradministratoy centeredstudies
Chapelle (1997) stated, L2 cl assroom research suggests
research documenting timature of the interaction that learners engage in within
various CALL contexts. Irother words, it is essential forACL research to

observe | ear nmonliadguistic interactionssntorder to andetstand



the nature of the task(p. 28). Furthemore, although blended learning for EFL
learners has gained attention in recent years, ibbasneither appliedvell in
EFL writing courses nor researched much (Wold, 2011).

Despite increased interest in blended learninghm higher education of
Koreas university and EFL settisgthere iseven lessresearch focusing on
student s6 exper ileanig esvironmah Bienddd llearninhge d
research for Korean language classrooms, aibeim small amount mostly
suggest an effective model througbomparing the effestof course (e.g, Lee
& Lee, 2012; Yoon, 2012). Although they aegually valuablediscoveies a
more studententered approach can fill the gap to &esatis going on in a
virtual worldd as opposed t@ traditional faceto-face instruction classroom.
Therefore it isimperativeto hearthe studentévoicesto learn about the nature of
blended learning@ndto understand their interactionekperiencewhich arethe
key elemert of the online classroom Beldarrain, 2006; Berge, 1999; Liaw &
Huang, 2000; Northru2001) andin addition tolanguage acquisitioas well.

Given this the presenstudyinvestigateshe studensblearning experiences
in blended learningn terms of challenges and values as the students partake in
semestetong English Writing for AcademicPurposescoursein order to gain

insightsthat cancontributeto the improvement ablendedeachingn EFL.



1.2Researcheb s Mot iPasigona n d

The researcher in the present stpthyed multiple roles, which renderbdr
meaningful interaction with the students. Shadopteda blended learning
curriculum for this particularcourse (English Writing for Academic Purposes)
becausdahe needfor continued or extended time for learning aro8e many
students continuallpointedout from previous semestérsnot enough time for
interaction and classwaodkwas one of the weaknesses faroncea-week
graduate course. Having been teachhmgEnglishfor Academic Purpose&AP)
course for graduate students for several yearsrethearchestarted to realize
that these students werewalys short on timeandwanted more time tgtudy.
This motivated theresearcheito considerblended learning as an alternative
method of teachinghis EAP course antb completetwo semesters as a pilot
studyprior tothe currentesearchAfter seeing some positive reviews on a small
version ofthe blended courgein order to embracthe studenténeeds for more
time for interaction and class work, with thelp of schooladministratorsthe
blended course was designed based on Community of tggq&ramework

(Garrison et al. 2000which proposesa learning processiodel foronline or

1 The researcher had been teaching the EAP course for 6 consecutive semestass and
concernedviththes t udent s 0 théocareedtbtade k  f or

2 Two blended corseswere taughas a pilotstudyin limited areasFor example, students
utilized online classroom for onlynge a week for discussion forum

6



blendedlearning. The researcher also took part in knowledge building with the
students and tried téacilitate helpful interactionto improve their academic
writing skills.

All of these roles helped her éstablishclose relationshgpwith the students
which wascritical to gain an understandingf their learning experiences the
classroom settingsAs she believed that the research should start from hearing
the studentétrue voices and needs, she spent much time talking over food and
chatting online to learn eacstudends different communicatn methodsand
styles. Most of all, although she was an instructor and a researcher at the same
time, trying to heathe studentévoices helpedher to buildtrustingrelationshis
with them which was essential to a qualitative studastly, the researcher
handled the process with cdceseparatder instructods role from a researchér
role when analyzing andxaminingthe datato extract relevant themes without

bias.

1.3 Purpose of the Study

First, aldressing the need for increased understanding of howskielents
experience language learning in a blended learning format, the studyinbmks
the learning experiences of graduate students in a blended EWAP (English
Writing for Academic Purposes) course frahe studenté perspectives with a

focus on interactions More specifically, the study firsprovides a thick

7



description othe blendedEWAP course to lBow the learning contektincluding
a descriptive view of lively interactiorieathad occurred itheonline classroom.

Second, considering the nature of the blended writing coursejich most
writing activities take place in an online classroang present study focusen
how the studenparticipantanteract in an onlinenvironment The main purpose
is to identify challengeghathinderstudents fronhavingmeaningfulinteractions
and to discoverhow their perceived challenges change as they cope with the
difficulties.

Third, the research describes and identiflesvalues of blended leaing in
regardto learning academic English writinghis is to find outwhetheror not
studentsfind the blended learningexperiencehelpful for acquiring academic

English writing skills

1.4 Research Questions

This researclsituates itself ira qualitativestudy, as itaims to gainin-depth
insights about studentsexperiences fromndividual voices. Particularly, the
study looks into thehallengeghatthe students encouer in online interactios

andthe valueof blended learning in regard tecademic English writingourse

3 Learning context is defined as the situation in which something is learned or understood, a
situation that can i mpact how somet hiYoug i s | ear ned
Dictionary: The Dictionary You Can Understahttp://www.yourdictionary.com/learning

context(Accessed May 5, 2014)



http://www.yourdictionary.com/learning-context
http://www.yourdictionary.com/learning-context

In order to meet the purpose of the studifowing questions are beirgpsed

1) What are the challenges Korean graduate students face when
interactingonline in a blended EWAP coursend how do they cope
with them?

2) How do Korean graduate student@ueblended learningn learning

academic English writing?

It is expected that the findingef the presentstudy will add toour
understandingabouthow to implementa blended language course in an EFL
setting consideringdifficulties and perceptions about the helpfulness of the
course The studyis expected toverify the Community of nquiry Framework
(Garrison et al., 2000) by exploring interactions in Korean graduate classrooms
to give further theoretical knowledge in this KareBFL blended and online
course The findings of the study will contribute to theexisting literature of
online interactions in EFL settinggspecially for adult student learnessnd
finally, the findings mayalso serve as a preliminary guidelirfer program
developmentfor instructors,designersand administratorsfor the purpose of

implemening blended learning for second language learners.



1.50rganization of the Dissertation

This dissertation consists of six chapters. Chapter 1 introduces the
background and the purpose of the study along with research questions. Chapter
2 dealswith a revew of literature with three sebmponents: blended learning,
online interactionand theCommunity oflnquiry Framework. Chapter 8utlines
the research methodology used in this study including participants, data
collection procedure and themethods of data analysis. Chaptedescribes the
teaching and learning contsxif English Writing for Academic Purposes course.

In Chapter5,hie graduate studentsod | earning expel
delineated in terms of challerg@ndthe wg they changeChapter6 reports on

the value of blended learning for academic writing. Chapter 7 discutses

meaning of the results in relation to previous research. Finalhe thesis ends

with Chapter 8 which summarizes majofindings, addressespecdagogical

implications andmakessuggestionsor future research.
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CHAPTER 2
LITERATURE REVIEW

This chapter reviews literature which influencédte present studynd
provided a startingooint for investigation of blended learnirfgr language
learningacquisition Section 2.1 explainthe concept oblended learning and its
implementation in higheeducationfollowed by Section 2.2 which reviews
blended learning in second language acquisition. Section 2.3 presents a review of
studes on interactions ianonline learning environmerdndfinally, Section 2.4
introducesthe learning process modeCommunity of Inquiry Framework) used

for the study.

2.1 Blended Learning

In this section, blended learning is reviewed in terms of concept (Section

2.1.1) and how it is implement&a higher educatiofSection2.1.2).

2.1.1The Concept of Blended Learning

The thlerdedlear ni ngo has been usedrtdf or near|
a new move in educational delivery that occurs in a combination otddfeee

and online learningAlthough blended learning has become a trendy word in

11



both academiaand the business world, some ambiguity exists becduse i
defined and interpretd in a variety of formgGraham, 2006). Foexample
Garrison and Vaughan (2008) defined blended learninaagesign approach
whereby both facéo-face and online learning are made better by the presence of
the other (p. 5). Lynch and Dembo (2004) chteazed blended learning sa
form of distributed education, utilizing both distance and-tacece modalities
to deliver instruction (p. 1) Graham (2006)ook a broadvorking definition of
blended learningvhichd i spl ays the idea that fit
from two historically separate models of teaching and learning: traditional F2F
learning systems and distributeda r ni ng sy st emso (p.
Driscoll (2002) also gvehelpful explanations of diffent understandings of

the termblended learnings follows

1) To combine or mix modes of wddased technology (e.g., live virtual
classroom, selpaced instructiongollaborative learning, streaming video,
audio, and text) taccomplish an educational goal

2) To combine various pedagogical approaches (e.g., constructivism,
behaviorism, cognitivism) to produ@m optimal learning outcome with
or without instructional technology

3) To combine any form of instructional technology (e.g., videotape, CD
ROM, webbasedraining, film) withfaceto-face instructoted training

4) To mix or combine instructional technology with actual job tasks in order

12
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to create a harmonious effect lefarning and workingDriscoll, 2002,

p.1).

Although blended learning is defined in @ifént ways and has been used
under different meanings and fanit is generally understood as learning which
adopts both computenediated online learning and traditional fdodace
classroom learning activities. To sert® purpose the present studgdopts the
term borrowed from Garrison and Kanuka (200hich says,ié bl ende d
learning is the thoughtful integration of classroom faeéace learning
experienceswitheh i ne | earning9%xperienceséo (p.
Oliver and Trigwell (2005) poinéd to a problen that these
conceptualizations are drawn fronthe t e ac hoe rcausse desi gner 6s
perspectivesrather than the process of learning. These researchers further
indicated that A wh at i s needed i n future researc
manipulating the blend as seen by the teacher, to -depth analysis of the
variation in the experience of the learning of the student in the blended learning
contexto (Ol iver iveh suthra viewihe Iplesenstpdy ha 4 ) . G
significance in that it tries to grasp studérearning experiencein blended

learningclassroom
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2.1.2Blended Learning in Higher Education

The adoption of blended learning in higher education is widealying
popularity (Bliuc,Goodyear& Ellis, 2007; Dauban, Hartman, & Moskal, 2004;
Graham, 2006; Oh & Park2009; Osguthorpe & Graham, 20Q03Six
advantageougoalsof using blended learningereidentified by Osguthorpe and
Graham (2008 1) Pedagogical richnes®) Access to knowledge3) Social
interaction 4) Personal agency) Costeffectivenessand 6)Ease of revision
The fact thathese benefits attract administrators and instructors motivaaeg
researchers to focus time effectiveness and success factors of blended learning.
The previous research on blended learning in higher educdimmedpositive
results in terms of learning outcomes. For example, Vaughan (2010) examined
the impact of incorporating the use of technology f@sycholinguistics course
and found that thestudents ha greatersatisfaction improved retentionand
increased scores tham the previous course. In another study done by Collopy
and Arnold (2009), students expressed higher satisfaction and motivapon t
the learned knowledge into practid@me flexibility was found to be the primary
reason forstudent satisfaction (Daban et al., 2004; Graham & Kaleta, 2002,
Pearcy, 2009andincreased learning outcomd3zuban et al., 2005).

The research oblended lemning hadalso discussed the improved classroom

interaction which was considered to be the key focus of research and theory in
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blended learning (Graham, 20068y)agner (2006) explained

nt

defining attribute for quality and valuien onl i ne | ear d4.ng exper

The literature related to interaction in blended learning showedI|dhater
instructor and studerstudentinteractiors contributed to student and teacher
satisfactionFor instance, Bliuc et al. (2016howed hw learner§perception of

the integration of two different modes of classroom (faeéace and online)
interaction affected their academic achievement. Studiesdalsonstrate that
intellectual interaction came into play. Several studies showed thditestut s 6
academic preparedness and understanding of course content increased as learners
were more apt to engage in textual dialagineonline discussions (Amaral &

Shank, 2010; Shroff & Vogel, 2010).

Although blended learning is believed to provide thetlpossible option for
education, it is not without challenges. The challenges incthddack of a
consensual definition of blended learning (Bli Goodyea® Ellis, 2007)and
appropriate methods of integrating faogface and online learning to bring
aboutthe bestlearningopportunities. Bliuc, Goodyear and Elli€007) observed
t hat t h eeedefor igreateraconsensus on basic definitions of blended
learning, more research that offers different perspectives and methods of

collecting evidenceabout the value of blended learning, and research that is

comparatively mor e holisti c Thost moey st emi c

research is called for to understand the function of blended learning and the
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factorsrequiredto create high quality blenddearning in academia.

2.2Blended Learning in SLA

It has been onladecade since the researchers began to use thélerded
learning in relation to language learning. Before that, the field of Computer
Assisted Language Learnif@ALL) had been exmined extensively,including
the various formats of blended language learning cases since its beginning in the
1960s. Thereforemany literature r&iews on blended learning wedependent
onthe field of CALL research which has a relatively longer history.

Many researchersf blended learningn second languagacquisitionalso
draw upon studies on CALlalthough these studies did not use the telended
learning (e.g., Hong & Samimy, 2010jeumeier, 2005: Wiebe & Kabata, 2010).
However, it is still ambiguous to demarcate blendedniemg from CALL and
vice versaNeumeer (2005)evenencapsulagthatii n t he real ms of
learning, there is still a lot of undiscovered territory to kel@ed and mapped
o ut 0176} which in another sense indicates that blended learning in the field
of SLA is still in its early stage. The following sections describe Computer
Mediated Communication used in language learning (Section 2.2.1) and blended

learning implementation to writing instruction (Section 2.2.2).
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2.2.1Computer-Mediated Communication in LanguageLearning

Environments

Although there is a growing number stiidiesthat have addressed the value
of blended learning r om st udent sd perspectives in re
only a few researchers studied the roléleinded learningor second language
acquisition. Since previous research has focused mainly on comparison of
learning outcomes of traditionahdonline classesthere is even less qualitative
research thateflecsEFL st udentsdo experiences in onli
this sectionpresents aeview of literature firstly based on the general findinfs
ComputerMediated CommunicatiorhéreafterCMC) in distance learningand
then discusses the most relevant pamtfie area of second language acquisition
(hereafter SLA).

Second or foreign language instructors started to implementbassdx
communication to language teaching as the internesarbecwidely available
(Warschauer, 1996EMCengages people in social i nt er
and space to develop interpersonal relationships through both synchronous and
asynchronous communi 86.tThesenvo typeB af ICNE@ s , 2003

in secord/foreign language classrooms are known to promote inter&ttion

4 The concept of interaction indghpresentesearch refers to communicatioetween people for
information sharing in general. It is differembin the concept of L2 classroom interaction which
focuses on modified input and negotiation.
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(Salaberry, 1996). Positive effeco f student gdringisecéoné r act i on
language learning irm CMC environment ha been discovered by many
scholars (e.gHartman, et al., 199¢ited n Warschauer 1996, p; Warschauer,
1996; Salaberry, 2001 50meearlier studieson the effect of using CMC in
language classroom indicate the increased amount of linguistic input (Beauvois,
1998 Chun, 1994 Kern, 1995) and output (Beauvois, 1998hich are known
to be critical factors in language acquisition. Kern (1995) compared the quantity
and quality of student discourse in CMC setting and found that the stundehts
received twiceas manyturns and spokevo to four times more sentences in the
CMC discussion than in the fate-face oral discussion. In addition, Beauvois
(1998) examined studestudent and studetgacher interactianand found that
output was greater ithe CMC mode tharin the faceto-face interaction. She
attributed thistotheat ur e of CMC playing as HAconver
(p. 198) which helped students to spend more time in reflecting and composing
before speaking.
Firstly, some studies have shown th&MC in language education can
i ncrease | ear nerosiéGs n{olt99v5a)t i neporBeeaduvt hat
motivati on i ncreased as they felt Afreec
languagea nd i n s o me o n ¢|it] sderned toseledse theesfudeatsrie
create meaningful, more accurate, and even playful conversatdh their

cl assmat es anl@2). Beagvoig (1998) alsioond thatl.e ar ner 6s
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motivation was higher in the CMC setting than in fé@éace interaction. Other
researchers (Chen, 2Q0%e, 2004)Yound that authentic and meaningful online
interactions positively motivate students to participate actively in interactive
tasks. Furthermore, Meuwani (1998) studied two types of motivation.e.,
situational and task motivation, related to instrumental and integrative
motivation introduced by Gardnand Lambert (1972). Ehstudy showed that
CMC increasedhelevel of motivation both situational and tasks it helped the
learners to engage in more discussidviereover Chang(2005) demonstrated
that applying selfegulation strategies in online tnsction raisedhe perception
of | ear ner, éapeciatlp intiinsiagoal orrentation, and the learners
valued the task more anelth stronger beliefs of learning and confidence in class
performance.

Secondly, the researdtas shown that studengseferonline interactions to
faceto-faceonesdue tothetime conveniencehat is, studentsan easily access
the internetany time they wanand produce language when they are prepared
(Beauvois, 1995, Kern, 1999n the same veingnline interaction inanguage
classroom is reported to provide learners with more time for reflective learning
(Yamada & Akahori, 2007). In a CMC setting, students are allowed to have more
time to look back on their experiences and evaluagnthsing avdable
resourceson the internet (Jonassen, 2004). Furthermore, in an asynchronous

environment, EFL students can take advantage of time flexibility such as
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composing sentences more carefully or reading through peer/instructor feedback.
With this learning ®yle, some studies (Warschauer, 1996; Weasenforth.,et al
2002) have shown that interactional participation increased especially amongst
the quiet students and encouraged critical thinking. This is relat&dntddd s
study (2002) which reported that statke felt less worried and stressed in
producing language in online environmenénd it helped toraise langage
awarenesssawell as theiconfidence level.

Thirdly, CMC environments are known to foster learner autonomy in
language learning (Arnold, 200Benson, 2007, Chiu, 2008). The concept of
learner autonomy lies in learner independence in which |eartade
responsibility fortheir own learning and takes control of their learning process
(Benson, 2001Little, 2000. Chiu (2008) examined the relatghip betweeithe
teacher s role and | earner autonomy in of
CMC offered more interactions which developed learner autoneaspecially
when the teacher played a counseling role. Moreover, learner autonomy was
investigatedn relation to CMC technology and pedagogy within three different
perspectives (an individual cognitive, a sodidéeractive, and an experimental
participatory approach)and Schwienhorst2003) suggestetindemlanguage
learning can help to realizbe principle of learner autonomy by implementing
technologies and pedagogidandem language learnimga method ofanguage

learning based on mutualanguage exchangbetween tandem partnerand
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ideally each learner is a native speaker in the laggtiae proponent wants to

learn (Wikipedia, 2014).With an instructor [aying a facilitatorrole in CMC
settings, |l earners wil|l be able to Aexper
aut onomous o ( N38)byréacgiving ddedopportumities to interact

and participate in online communications.

While it is true that the new technologiedave increasedadvantageous
opportunities to thelanguagelearners and teachershey alsocome with
problems. Disadvantages of CMC in language teaching were summasized
Warschauer(1997: 1) more difficulty in achieving consensus in online
discussionthan in faceto-face, 2) danger of usinbostile language, and 3)
overloaded information. Huang and Liu (2000) additionally poimtgitthat the
technology in CMC language teachicgnbe difficult for students.

The useof CMC in languagelearning has advantages and disadvantages,
thus the effectiveness of CMC can only be ensured if technology is used in a way

thatreinforces traditional language classrooms.

2.2.2 WebEnhanced Instruction in Second Language Writing

Given he abovementioned benefits of using computeded instruction for
generallanguage learningraditional writing classes also have been employing
technology to motivate learners afakcilitate learning (Chang et al., 2008;
Fidaoui et al., 2010; Goldbesrg al, 2003).Although there hae not been rany
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studiesdone on blended learning in writimgpursegWold, 2011),a few of them

have shown that CMC positively influenced L2 learbeveting performance
compared to traditional classrooms (eKupetz & Ziegenmeyer, 2005; Thorne,
2003. Specifically, Zhang, Gao, Ring and Zhang (2007) examined the effects of
online discussion on different skills of language and discovered that students
showedimprovementsin essay organization aratitical thinking, wherea no
significant improvements were found in grammaocabulary or reading skills.
However, other studies showed contrastingsultsthat students whaitilized
computer web resources had higher vocabutanres(e.g., Chen et al., 2002;

De la Fuente, 2().

Even thouglthefindings of research sped&vorably of blended learning for
language instruction, there are concerning vgitea Kannan and Macknish
(2000) found thas t u d experien@edad negative effecta/hen therewere
inadequate motivatignfeedback, selflirectedness, and computer technology
skills. Ho (2005) spoke of teaclisrperspective thdin either hybrid or fully
online classes, [teaclgrencountered various pedagogical challe@gegp. 4)

Most of all, due to the lack of research on blendegding courses, blended
learninghas not been efficiently applied in writing courses, which calls for more

research to meet the needs of students and instructors.

22



2.3 Interactions in Online Learning Environments

A keyto successful online learning centers on a connected system of multiple
components such asontent, design, communicationnteraction, learning
environment, and managemgiMoore and Kearsleyl996). Among these six
components, iraction is at the heart of online learning experience and is
considered tdhavethe potentialto creae a better learning experience online
(Wagner, 1997). In order to serve the purpose of the research, the present study
examines t he 94 ioahenlibessétting whicke i &ftedt, iwas a
dominant arena for learning. Thus, this section reviews the literatuoaline
interaction. Section 2.3.1 defines interaction, and Section 2.3.2 introduces

different types of interactions studied in preaditerature.

2.3.1 The Conceptof Online Interaction

Defining niemlaicne ono has been a <chall en:
since it has been used differently across studies (Battalio; Rifihead, 2000).
Consideringthe great number of elements involved in interaction, it is not easy
to reach a consensual definition. In defining interaction, Moore (1989), notes
Al nteraction is another i mportant term ¢t}
almost uselessnlessspecific sib-meanings can be defined and generally agreed
upono (p.1).
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Wagner (1994) defined interaction with its focus on bringibguta change
inal earner 6s performance as he stated, i An
that takes place between a | earner and th
respond to the learner in a way intended to change his or her behavior toward an
educationagoal 0 ( p. 8) . Vrasidas and Mclsaac (
At he process consisting of the reciprocal
gi ven c ontMomrdvas, Bdrge (19992)3liscussed the essential quality of
online learning environmés by stating,

Al nt er a c-tvdy oommunisation anmong two or more people within a
learning context, with the purposes of either task/instructional completion or
social relationshigbuilding, that includes a means for teacher and learner to
receive feedback and for adaptation to occur based upon information and
activities with whch the participants areengaged ( p. 6)

Lastly, interaction in onlindearningcan be furthedescribedn comparison
with interaction in facdo-face learning. Moore anddgarsley (1996) ave an

overview of the main characteristics of online interacfemcited irLie, 2008)

1) Instructors are |limited in terms of s
2) Teaching effectiveness is highly dependent on how well one incorporates

techndogy into course design.
3) Learners may need more encouragement and more attention needs to be

given to studentsd feelings and moti vat
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4) Students may need more time to test unfamiliar approaches.
5) Most DE (Distance Educationfourses involve mor¢éhan one expert
frequently they involve a collaboration of technical experts, tutors, and

other support staff in addition to the lead instructor.

While there are many definitions of online interaction, the present study will
defineit as any type of régrocal action in online courses and follow Mo@re

three types of online interaction which will be discussed in the next section.

2.3.2 Typology ofOnline Interaction

Along with a vast number of definitions used under the tanteraction
there are dierent frameworks for categorizing interactions. One of the most
wi dely di scussed framewor ks IS Moor eds
interaction into three types within the online classroom: 1) leansé&uctor, 2)
learnerlearner, and 3) learneonient interactior(See Figure 2.1).
Wagner (1997) explains that this intera:i
intent, and/or intended outcome of an interaction by virtue of indicating who or
what is to be inp®l)ved in a transactiono
To better understand tlstudenté experi ences in an online
range of the online interaction ofetlcurrentresearchs delimited to the three

types of interactions suggested by Moore (1989)
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Figure 2.1
Three Types of Interaction in Distance Learning (Moore, 1989p.1)

Interaction

Interaction

with Content

with Peers

Interaction

with Instructor

First, learneiinstructor interaction isibet ween the | earner an.
who prepared ths ubj ect mat eri al or some ot her e
(Moore, 1989, p.2). This type of interaction shares similar dynamics with
traditional faceto-face classroom interactions in which the instructor plays
multiple roles ofdoing fas si st ah omanizatom wtimsllaion and
supporto ( Soo 3g&to Help ledners tb attaiBe,courpe. content.

There are multiple mediums to facilitate instrudarner interaction such as
online office hours, messenger, aneémails (Battalio, 2007).This type of
interaction is valued because it serves several functions: motivating learners and
interpreting content (Hirumi, 2002)and encouraging learners and offering
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support (Moore, 1989) despite tabsencef physical presencdhe instructods
role was found to be significant to ensure the quality of leaimstructor
interaction (Reisetter & Borris, 2004and Battalio (2007) concluded that this
type of interactiorwill most likely remain as the only required interaction which
ficontinually rates ighoin online research studies (p. 346).

Second, learndearner interactiomccurs whera learnemworks together with
a partner or a group of students (Hirumi, 2006; Moore, 1989). Interaction
between learners became more important as the research samigrdficant
impact on learning and course satisfaction (Gunawaré&esittle, 1997: Moore
& Kearsley, 1996). Interaction between learners can help to compensate for the
deficiency of visual or audio cuesiieal timeinteractions by building a sense of
belonging through a collaborative work (Auyeung, 2004; Mclsaac.,e1299).
Moore (2002) noted thatlearneflearner interaction creates more equal
opportunitiesfor shy students who can better participate in onlirseldisions.
Although, viewed from a social constructivisérspective working with other
classmates hefpto bridge psychological distance (Trentin, 1998), some recent
research revealed that not all students have positive perspectives on working
with peergroup. Thurmond et al. (2002) foutidat studentsvere lesssatisfied
when asked to work as a grorgtherthan individually.

Third, learnercontent interaction ecurs between the learner and the subject

matteras the learners construct knowledge basethein previous information,
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which, accordingto Moorand Kear sl ey (2005), is a ndef

e d u c a(p.il40h dMoore(1989) further asserts the importance of learner
content i nt er Withduiitptherelwannotsbe adudatimmce it iS

the process of intellectually interacting with content that results in changes in the

|l earner 6s understanding, the | earner 0s
t he | ear ner Olde leaminar dam interact witl gontent matftera
variety of ways such asthet eacher 6s i ntroductions of

related websitegeachemrmmadePower Point presentations, and reflection papers
(Arbaugh, 2008; Resietter & Boris, 200¥Yith such concepts, online interaction
can be viewed as going beyond nonhuman activities (Garrison & Anderson,

2003).

2.4.The Blended Learning Process Model

Sincethe purposeof the present study was to explore stud@periences in
blended learning with a focus on an online setting, i grounded on the
community of inquiry framework, a learning process mottelt is widely
applied toonlineor blended learnin§Garrison, Andersgr& Archer, 2000).The
concept ofthe Gmmunity of Inquiry frameworkdraws upon the ideas of John
Deweywho believed that aeaducational experience must fuse the interests of the
individual and societgpn which anindividual developments dependent upon.

As Garrison et al. (2010) claii t Ipremise of this framework ishat
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higherorder learning is best supped in a community of learneengaged in
critical reflection ad discourse. The philosophidaundation of thecommunity

of inquiry framework is collaborative constructivisnand, theoretically, it is
grourded in he research on deep ameaningful approaches to learning. 32).

The community of inquirframeworksuggests meaningful learning is achieved
through the interaction of three key elements: teaching presence, social presence,
and cognitive presenc&éeFigure 22).

Each of the presensds addressed in the following sectiofrem 2.4.1
through 2.4.3n detail. Canmunity of Inquiry frameworkhas been validated for
its adoptability to be used as a tool to examthe dynamics of online
interactions (Garson & Clevelandnnes, 2005; Swan, 2001). Figur@ Bepicts
how the types of interaction are related withhe Community of Inquiry
framework

Figure 2.2
Community of Inquiry Framework

(Garrison, Andersonmrcher, 2000),The Internet and Higher Education, 282,
p. 88. Copyright 2000 by Elsevier Science, Inc. Reprinted with permission.

Community of Inquiry

Supporting
Discourse

SOCIAL COGNITIVE
PRESENCE PRESENCE

EDUCATIONAL
EXPERIENCE
Simas Eonient

TEACHING PRESENCE
(Structure/Process)

Communication Medium
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2.4.1 Teaching Presence

Teaching presence is the fundamental elemenmntiegiate all the other
elementsthat are necessary tweate a meaningful community. In this cosje
teaching presenaes def i ned as Athe design, facilit
and social processes for the purpose of realizing personally meaningful and
educationall y wor t hwhdersoa, Rbuke, iGariisong& out c o me
Archer, 2001 p. 9. Teaching presence has three categories: 1) instructional
design and organizatipr?) facilitating discourseand 3) direct instruction
(Garrison & Arbaugh, 2007). Instructialhdesign and organizationindluee s @At h e
selection, organization, and primary presentation of course content, as well as the
design and development of | earni.ng acti vi
2000, p. 3). Facilitating discourse is important to sustain interest and motivation
of the studentsAnderson, Rourke, Garrison, & Arch@Q01). A teacher needs to
support students to creaéelearning community by constantly communicating
through postings and discussions. Direct instruction is accomplished tiwben
teacheroffers schohbrly leadership aa subject matter expert and shargs/her
knowledge with students (Garrison et, @000). It is critical forthe teacher to
play multiple roles as described above to boost active learning and interaction for

the construction of knowlegk (Garrison et 312000).
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24.2 Social Presence

The second element abmmunity ofinquiry frameworkis social presence
which is defined ashefiabi I i ty of participants to 1id
course of study, communicate purposefully intrasting environment, and
develop personal and affective relationships progressively by way of projecting
their indivi dGaaidon20ld rps3d)nThis elemeneis @specially
important in an online environment because it is challengingrtomzmicate via
text only which does not always carry emotmmfeelings appropriately. Social
presence encompasses three categories: 1) open communi@jtignoup
cohesion, and Jffectiveexpression. Open communication encourdgamers
to havemeanngful conversations with mutual respeahd group cohesion is
descri bed as Afocused coll aborative commu
empat hyo (p. 101) . Lastl vy, affective expr
upon establishing interpersonallatonshigs, which according to Garrison,
Andersonand Ar c her (2000) , is fAindicated by th
express feelings rel at el 99 Becenthresearehd uc at i on
on social presence in online interaction supports theialspresence is the
foundation for cognitive development and critical thinkingnd that
collaborative tasks promote social presence in community establishment in
online environmerst (Arbaugh, 208; Rovai, 2002 Shea& Bidjerang 2008

Swan & Shih, 200b
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2.4.3 Cognitive Presence

Garrison and Arbaugh (2007) explained cc
which learners are able to construct and confirm meaning through sustained
reflection and di s c o uficogretive préspnceietedty . That
higherorder knowledge acquisition aragplication and is most associated with
the literature and research related cr i t i cGalrison dt al.n2001lnpg 0  (

11). Cognitive presence ifurther explained by dur phases imn fAi deal i zed
sequen e of the process of G POD1tpidc @hese i nqui r y o
four phasesare 1) triggering event, 2) exploration, 3) integration, &)d

resolution. In the triggering event phase, an instructor poses problems asd issue

to motivate leaners texplorethe content. The second phase is exploration in

which learners make sense of the issoye gathering information. Then in the

next phase, integration, students connect idaasigih reflecting orthe content.

Finally, in the resolution phaséeamnersidentify solutions to the problesrby

applying new knowledge. In the cognitive presemheatners are expected to take

each stage sequentigllyowever, researchers (Garrison & Arbaugh, 2007) note

that it seems to be difficult to move beyond the ergilon phase to achieve

critical thinking.

In summary, building upothe Community of nquiry frameworkthat has
been developed to describe a learning process in online or blended learning

environmentgGarrison,Anderson, & Archer, 2000), éhpresentesearctadopts
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three primary presenceise.,teaching, social and cognitive presexde draw a
learningand teachingontext ofthe EWAP course and to understaihés t udent s 6

learning experiences.
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CHAPTER 3
METHODOLOGY

The purpose 6 this chaper is to describe the researntethodology, the
assumptions guiding that methodgyo and the research design.dnoosing a
research methodology, the primary goal isetwsure that it will address the
research gestions. Since the fas d the presentesearchiste t udy student sé
learningexperiences ia blended EWAP coursaqualitative research approach,
speifically the case study method employed.This section begins witla
description oftherationale and approach of the imedology (Section 3.1), then
goes on to explainingesearchdesign(Section 3.2), followed by data collection
procedures (Section 3.3), and dataalysis(Section3.4). Finally, Section 3.5
closes the chaptdyy addressing how validity anceliability are established in

this qualitativecase study.

3.1 Methodology Rationale and Approach

The design of a research study begins with the selection of a topic and a
paradigm. A paradigm is essentially a worldw, a whole framework of beliefs,
values andnethods wthin which research takes pla@gncoln & Guba, 2000;
Patton, 1990).lt is this world view within which researchers workThe

remainder of this chapter delineates rationtdeshe paradigmatic framewoik
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the qualitative approach used in tlsimidy This chapter is comprised of two
subsections of which thdirst, Section 3.1.1, introduces an interpretivist
approachand the secon@ection 3.1.2explains a case study method whieas

adopted to theurrent qualitativeesearh.

3.1.1Interpretivi st Approachesto Qualitative Inquiry

There are a variety of approaches to qualitative stadg the present study
takes an interpretivisi ppr oach whi ch is defined as,
of the process or ex4).dyiisaatureehe gdalar r i a m,
interpretivist approach is to understand how people behave and interpret the
events of their world by pursuing centual depth. Since the goal of this study is
to examineparicip a n leasnégexperiences in a bleed course environment
from their perspectives, the research@optsan interpretivist approach, in which
the researchdnerself is the chief instrumengsponsible for data gathegimnd

analysis.

Additionally, according to Merriamiii n i nter pretive researc

considered to be a proces Mermam, 8998 ho ol

4).Asthepresent esearch attempts to explore stude

on interaction ina blended educational situation, the researcher assumes every
specific context which the participants experience is fluid and dynamic. Erickson
also statesfii nt e r pldwerk reseasrchinvalves being unusually dnough
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and reflective in noticing and describing
(Erickson, 1986, p.3). Therefore, this research puts its focus on observing the
setting and | i st e xoicestproughovarious enedprasrtdabec i pat i o

discussed irsection 3.3.

3.1.2 Qualitative Case Study

In learning about studerts i nt er acti onal experiences |
gaining insights from their perspectives, the research process lends itself to the
case study method. In contrast to quantitative research, which focuses on
verifying hypotheses, qualitative research does not test assumptions but focuses
on understanding the phenomenon (Merriam, 1998). The qualitative research
allows themes and pattern® temerge from the dataa n d participant :
perspectives are discovered in their natural settings (Bogdan & Biklen, 2003).
The current study presents emerging theme
experiences of interaction in blended learning and dissitheir reflections on
the effect of blended learning.

Yin (2003) informs the readethat case study methodology is especially
appropiate when the researcher wamdsaccount for amh describea realtlife
context. Tle present study aims to investigatee phenomenon of a real life
environment, t hat i s, graduat e student s
interactional experiences in terms of challengenxd values related tthe
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effectiveness of education.a€e studies aralso designed to bring out delsi

from the viewpoint of the participants in the study through the use of multiple

data source (Merriam, 1998).The currentstudy adopts various types of data

collection such as interviews, reflective jousjahnd observatiomotes to

capture detalddes cr i pti ons of t he , wheeh will lei pant s o

described irthe next section.

3.2 Research Design

Section 3.2 offers details of research desigch aghe settingsin whichthe

research was carried oi8ection 3.2.1)andwho participateqSection 3.2.2

3.2.1 Research Site

The study was conducted at a graduate school located in Gyatmgdiich
is a specialized graduate school whose focus is in conducidepiih research
on subjects of interest in Korean Studies. According to the descriptiots
homepage, it is a researohented graduate school in the fields of humanities
and soal sciences related to Korea, which aims at nurturing scholars who will
contribute to the development and globalization of Korean studies. Each
semester, there are approximately 240 students, including about 120 international

students from 30 different cotries.
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The school offers three different English courses each semester for Korean
students only. The three English courses are Reading Comprehension, English
Presentation for Academic Purpose (EPAP), and English Writing for Academic
Purpose (EWAP). Whildooth EPAP and EWAP courses are available in a
blended type of learning, EWAP was selected for this study due to a higher
number of enroliments argreaterdiversity of the student profite

The EWAP class was designed to meet onageak for 2hours and40
minutesin a traditional classroom and remaining days were used to continue
their work in an online classroom which was created by adopting existing online
cafes available for free. The reasons for utilizing popular online cafes were cost
and time savig, and eas of accesdue to theipopularity. All the participants
were already usingnemail accounthat synchronizeé with the café which eased
theminto becomingmembes of thecaféwith no complications.

Each face time class was devoted matalythe i n st lecture brad 6 s
weekly | esson and announcements whi ch
activities to be done onlindn example of a typical face time classroom, week
126s | e sistmaduceg ih Bigure 3.1.

The online classroom involved two types of participation: oneokéigatory
participation which was subject to evaluation, aride other wasvoluntary
participation which was done at their own free wiDbligatory activities

included checking weekly anancements, reading guidelines for assignments,
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uploading weekly assignments, posting opinions in group discussion forum, and

writing feedback between peenNoluntary activities included replying tthe

teacherdés diary, wr i t i ngpages inkelsd rutd e mé e , a

diary board. Al t hough the studentsao

scheme, it was not always easy to measure student participation in an online

classroom. Countinghe number of postings was one way to evaluatmit

becaus it dd not measure depth, it could not be used widely. Detailed

descriptions of the online classroom will be refertedin the first esearch

guestionin Section 4.1

Figure 3.1
Sample Lesson Plan

English Writing for Academic Purpose
Lesson Plan050222013

Objective: Learn about adverbial phrasasstract writincgandargumentative writing

Time: 2.4 hours

Materials: textbook, handout&ower Bint slides

Procedure

12:40i 1:00 Start offoy writing in thediary of the week. Each student talkesrn to
read aloud his/her diary to share.

1:00i 1:30 Lecture on thadverbialphrases used in the academic resedktdndout #1)

1:30-2:00Lecture on how to write abstrac{slandout #2)

2:0002:10 Break

2:10:2:40 Learn about argumentative writing amgéwerquestions in the textbook.
(Academic Writing Textbook)

2:40-:3:10 Discussion on some controversial topics. Each group can chdidfezent
topic.

3:10i 3:20 Instruction onthe assignment andxplanaion of guidelinesfor online
participation

Homework: Each group will continugour group discussion and post up summaries

Abstract writings i528oneds rel a
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3.2.2 Participants

The participants of the pragestudy wereten graduate studentsho were
enrolled in English Writing for Academic Purpo&WAP) course which was
one of the optional courses required for degree complefiomparticipants ad
a bahelod sor mast er 0 depkedmyg ere theirdegree prograns.
Background information othe participants igoresentedin Table 3.1 with
nicknames.

As shown in Table 3.1, there wese& masteés students andour doctoral
students with different majors ranging in age from 24 to B scores of
standardized testindicate thatthe average English proficiency level for this
class was intermediatéAs for online learning experience, except for two
studentsthey had no prior experiences in any type of online learning. These
participants were either full time students with a garte job or part time
students with a full time jglso most of them were working and studyaighe

same time
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TABLE 3.1

Background Information of Participants

Name Age Gender Program Major Standardized Online
Test score  Learning
Experience
June 39 F M.A Cultural TEPS 573 No
Informatics
BJ 35 M MA Politics TOIEC 850 Yes
Sun 31 F MA Musicology TOEFL 88 No
90
Jay 29 M MA Sociology IELT 6.5 Yes
Kim 50 M Ph.D. Ethics TEPS 739 No
Yeon 24 F MA Korean IELT 6.5 No
Culture
Yong 36 F Ph.D. Korean Art TEPS 700 No
History
Blue 33 F Ph.D. Musicology TEPS 750 No
Choi 45 F Ph.D. Korean TEPS 669 No
Linguistics
Crystal 28 F MA Musicology N/A No

3.3 Data Collection

*N/A: Not Available

In this study, data were collected for 17 weeks frombginningof the

semester to thend of thesemester (15 weeksyith two extra weekgaken for
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the last interview and datacreeningwith the participants. The data were
collected throughonline classroom observationotes interviews, reflective
journak, surveys and frequent contacts with students outside the classwodm
as lunch meetings and online chattingghich also provided additional
information to the data set.

In the first week of the course, students filled batkgroundinformation
guesionnaires (Appendix A) regarding their major, age, gender, program,
English proficiency and online learning experience. From the second week,
students started to submit weekly reflective josn@ppendix B)which were
guided byfive questionsl1) What dd | learn this week? 2) What didihd most
and least helpful for learning academic writtn®) What were thechallengs
about tdilassof Ay Angdifficulties (a) in a faceo-face classroof (b)
in an online classroom&nd, 5) Any recommendations for better cl&sa total
of 12 weekly reflective journals wegarneredut ofthe 15-week coursegdue to
two weeksheingmissedfor midtermandfinal exans and one weekor a school
trip.

The nterviews werea significant data collectiomethod for this particular
study, because nterviews support qualitative research by delving into a
phenomenon of interest at a given time through the particular understanding of

the participants (Merriam, 2009%emistructuredinterviews were conducted
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three times: the first interview was done briefly atiemeeds analysis survey
(Appendix C)in weektwo, the second time weekseven andthe lastinterview
in week 15 (Appendix P Theinterview questions wereehearsedrom a pilot
study in which theresearchehad performed witha small number of students
who were representative of the participants in the present sifdymal lunch
meetings were held evetlireeweeks which, althoughwere not part of direct
data cdection, offered insightful perspective into their speaking @es and
behaviors outside the classroom. In the first thveels, the researen met with
three to fourstudentsperweekand asked gener al guestions
previous experiencdan and perceptionef blended or online learning, amthout
their expectations for the course. Then, gezondinterview focused more on
difficulties they faed as they became involved in a blended learning
environment and sometimekarified the cortentsof their reflective journal data.
The last interview was done in week 16 after the students had comifieted
course and the questions were focused more on evaluative, reflective and
suggestive comments about their experiences in blended ledoniagademic
English writing

The interview was useful in providing a counterbalance to theatsasaned

from the surveys Although interview protocols were set in advance, the

5 For present study, a framework for analyzing target needs was ad8pttufchinson and
Waters, 1987pp607 61 for detaileddescriptior).
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researchewas careful not toestrictstudentéresponses to one specific asead
further allowed flexibility of language usage and interview styles in order to
capture the studeritexperiences. More specifically, the students were free to
speak in either English or Korean duritige interviews, and, for sometudents
interviewswere done through online chatting if they could not find the proper
time. Interviews were transcribed verbatim and for interviews domieeiKorean
language wergranslatednto English by theesearcher

Online classroom observations were madecbyntirg® and readingeach
weekods postings i nedtocdimenys. Bnemmtetweree ad s
taken each week for any outstanding traces in the classtoohelp the
researchés memories irsubsequennterviews with the students.

Besides, the researcher also spent some time doing synchronous chatting
online with students which wapontaneoysyet provided insightful information

abouts udent sé f e e lombhegdsdlemming. t hought s

3.4 Data Coding and Analysis

The process of data analyskould comeabout throughout the research

6 The numbes of posts and tag lines were counted not for the direct data analysis but to provide
a quantitative trend of interaction leviet theresearchein orderto aid her understanding of the
student sd6 experiences.

7 The note wrepart ofther e s e a r cywhichdesorded harrexperience along with
noteworthy interactions but was not subject to firsthand analysis.
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study not as a separate event occurring after the data colldatibthrough
Aconsolidating, redutheg,datnad shaoatukdprmatkie
answer the research question§lefriam, 2009, p. 175). Following an

interpretivist approactthe data of tke study were analyzed first by choosing the

conceptual frameworkwhich was thecommunity of inquiry framework; then

two researclyuestionsadoptedca thematic analysis.

Prior toanalyzing the data, the teaching and learning castestte depicted
based on a community of inquiry coditgmplate Table 3.2), whichrequires
threeelementdo be present for meaningful learniridhe Communityof Inquiry
template followed a deductive tegory application to describe the context in
which interactiortook place

The data collectetfom online classroombservatios werecoded using the
predefined categories of community of inquiry. Each presence wasiatssl
with different categoriesvhich also created a new set of indicatoi®m this
study.For example, in the area of teaching presencerabearchepostedthe
deadlinefor each assignmemn the announcement board to inform students of
the due date which were coded under thgiesgn and organizatiorrategoy of
teaching presencéikewise adapted from th€ommunityof Inquiry template,
three presencewere described bycodng indicators of social, teaching and

cognitive presencm the learningcontext.

8 See Table 4.2 for new indicators discovered from this study.
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Table 3.2
Community of Inquiry Template

Elements Categories Indicators (examples only)

Teaching Presence Design andrganization | Setting curriculum and method
Facilitating discourse Sharing personal meaning
Direct Instruction Focusing discussion

Social presence Open Communication Risk-free expression
Group Cohesion Encourage collaboration
Emotional Expression Emoticons

Cognitive Presence Triggering Even Sense of Puzzlement
Exploration Information exchange
Integration Connecting ideas
Resolution Apply newideas

Adaptedfrom Community of Inquiry Coding Template (Garrison et al, 2000)

The firstresearchquestion about thehallenges obnline interactionand the
changes of the studebigerceptionsadoptedan inductive thematic analysis. The
thematic analysis ifa method for identifyinganalyzingand reporting patterns
(themes) within data(Braun & Clarke, 2006, p. 79). Such analysis was -well
suited forthe presenstudy since this approach is used toorémxperiences,
meaning and the reality of participants. Table 38ows the phases of thematic
analysis and the description of the process that this study implemented in
analyzing interview transcripts anefflectivejournals.

In the first phase, theesearchertranscribed the data gathered from
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interviews, read all the written dateepeatedly andthen started to underline
notable features of the data which were collated to each code. The siudents
reflective journals were also read aadalyzed folleving the same steps. The
data in this study first had to be coded according taCiiamunity of hquiry
templates Thethreedifferent types of presencesere codedising abbreviations

TP for Teaching Presence, SP for SoBiasencand CP for Cognitive Presence.
For coding online interactionshe researcher used abbreviations such as LI for
LearnerInstructor interaction, LL for Learndrearner interaction, and LC for
LearnerContent interactionall of which, in the next stagewere clustered
accordingo each potential theme.

For examplepotential themgin learnerinstructor interaction wereultural
inhibition, language usage, insufficientechnological abilities, lack of
motivations, andtime limit. Thenin stages four through six, thesearcher
reviewed the themes to check if they made sense to draw a thematic mag, na
the themes,and finally chosethe most vivid extracts toepresentthe theme
under each interaction type.

The latter part of the firstesearch question dealt with the third interview

datd® and reflective journals written after the second interitetw pick out the

9 The interviews were done in both Korean and Englisie. Korean interview dataere
translatedby the researcher.

10 The third interview was administered after the course was over.

I The second interview was administeiedveeksevenduring the course.
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changes in their perceptions as they coped with the challenges over the course of
time. Under the each emerged theme of chghbs, studen@sattempts to
overcoming these challenges were highlighted by selectingefiresentative

extracts.

Table 3.3Phases of Thematic Analysi¢Braun & Clarke, 2006, [87)

Phase Description of the ppcess

1. Familiarizing yourself Transcribing data (if necessary), reading anc
re-reading the data, noting dowmitial ideas.
with yourdata:

2. Generating initial Coding interesting features of the data in a
systenatic fashion across the enttata set,
codes: collating data relevant to each code.

3. Searching for themes: Collating codes into potential themes,
gathering all data relevant to each
potential theme.

4. Reviewing themes: Checking if the themes work in relation to th
coded extracts (Level 1) and thetire data set
(Level 2), generatingeh e mat i ¢ 01
analysis.

5. Defining and naming Ongoing analysis to refine the specifics of e
theme, and the overall story tha@alysis tells,
themes: generating cleadefinitions and names for eac

theme

6. Producing the report: The final opportuity for analysis. Seleatin of
vivid, compelling extracexamples, final
analysis of selected extracts, relating baick o
the analysis to theesearch question and
literature, producing a scholarly report of the
analysis.

48



The qualitative data analysis for the second resegueltiontook a similar
step tothatof the first research question, which atgmneratd relevant themem
regardto thevalueof blended learnindor academic English writingWithin the
Community of Inquiry framework, two sulthemes were extracted for each
presence.The analysis was not a linear process but, instead was more of a
recursive process. For instance, in the initial thematic map, dandidate
themes (promptnesmdividualizaion, richness, directnesaffectivity of teacher
feedback) were created separately, but in the process of revidwatigemes,
richness and directness of the teacher feedback were groogeithersince
while the affectivity of teacher feedbatkemewas discardedjue to a lack of
data to suppoiit. The specifics of the emerged themes were finakgentedy

selecting the distinguishing extractsly.

3.5 Enhancing Trustworthiness

The concept of trustworthiness was introduced by Lincoln and GL#&b)
as an alternative term to describe the concept of validity and reliability. In order
to establish trustworthiness in a qualitative research, a researcher should use a
variety of verification techniqueLreswell 013 presented eight verification
procedures common in the literatu®: prolonged engageent and persistent
observation 2) triangulation 3) peer review ordebriefing 4) negative case

analysis 5) clarification of resarcher bias6) member checks?) rich, thick
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description and 8) external audits. Matam (1998)alsonotedthatthere are six
basic strategies for enhancing internal validity for qualitatresearch:l)
triangulation 2) member checks) long-term observatiord) peer eamination
5) participatory or collaborative modes of researchand 6) clarification of
researcher bias.

Creswell 013 recommended that quidtive researchers engage inesst
two of these checks for any given study. Far piresenstudy, the researcher
usedmember checks, peer iew, externahudits, and rictandthick description
to ensure thealidity and reliability of findings.

In the currentresearch, the authenticity and credibility of the study findings
were gained by the researcherds use of [
observation. The researcher tookrttugh noteof each weekoés i nter a
the student sdé i mads peerifaedpackl ansl alluotheriwiotten t hr
traces inthe online classroom for fifteen weelescording to the community of
inquiry coding frameIn-depth interviews were also conducted for a total of 40
hours with 10 students. Furthermgramultiple data sowees (observations,
interviews, student surveys, field notes, and reflective journals) were used to
verify the accuracy of the data. The researcher also asedmberchecking
method to receive feedback from the participants in order to ensure congruence
of the emergent themesMoreover, with the help of two English

instructors/researchers, interpretation of the data was tested for authenticity.
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Lastly, the interview data were screened esdewedby the participants when

the researcher faced with confugimwordsandneeded further clarification.
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CHAPTER 4
TEACHING AND LEARING CONTEXT S

This chapter éscribesthe context of the English Writing for Academic
Purposes (EWAP) coursesing the framework of the Community afduiry as
the backdrop for a quality education experiendéong with dservations of the
faceto-face classroomsall the manuals, postings and taglines in an online
classram were coded according to the Community ofdiry templateto
outline actual involvement aftudentsThis model contributes to describing text
based classrooms through the development of three interdependent elements
social, cognitive, and teaching presence (Garrison & Clevdiaras, 2005;
Swan, 2001). Adapted froitine original communityof inquiry template(Table
3.2), Table 41 was developed with new indicators drivieom this studyto show
thelearningand teachingontextfor this particular course.

As Table 4.1 displaysa blended EWAP course was described within the
domain of each presee with new indicators driven frothe present study. In
order to explicateclass dynamics with more detaithie next sub sections are
dedicated as folloss Section 4.1 describes elements of teaching presence
embedded in EWAP course; Section 4l@lineaes the specifics of social
presence; and Section 4.3 illustrates componentsoghitive presence that

playeda rolein this coursealtogether describing learning context of blended
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EWAP course.

Table 41

Community of Inquiry Template with New Indicators

from the Present Study

Elements | Categories Indicators (examples)
Teaching | Designand organization | 2.4 hours per week of faceto-face
presence classroomand online classroomwere

Facilitating discourse

Direct instruction

available.

OL: Course information, guided rule
and netjjuettesvere posted.

Time parameters (e.g., deadlin@kre
established.

F2F: Online classroom activitie:
informal  lunch  meetings  wer
demonstrated

OL: Selfintroduction board was
created.

Frequent email transaction®re used.
Tips for group discussion were posted
Teacher s diary.w

F2F:Lecture was given.

Solved exercise questions as a samy
Writing conferences were held.

OL: Introduceddiscussion topis and
related websites available on a link
Assessment: Teacher feedback o
writing ~ assignments  was given
promptly

Questions were posed to motivate s¢
editing

Writing conferencesvere held.
Studentskepts h o r t di ar i
diaryboard
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Social
presence

Affective expression

Open communication

Group cohesion

F2F: Words, voic&acial expressions
and gesture were used.

OL: Emoticons were usedin the
messages

F2F: Ice break time in the first clas
lunch meeting, andoreak time were
available.

OL: Discussion board as an op
loungewas available.

F2F: QCccasionalgroup discussion an
informal luncheon with each groL
were planned.

OL: Threadto a question continued
Different discussion topiwas givenfor
each group

Cognitive
presence

Triggering event

Exploration

Integration

Resolution

F2F: Needs analysis was administe
at the first class Questions anc
problems posed to stimulate curiosity
OL: Previeved t h e upcomi
topic.

F2F: A sampleexercise before mai
writing activity was done.

OL: Brainstormed and shared previo
experiences related to the given topic
problem

F2F: N/A

Individual writing assignment on
weekly basis (e.g., persuasive writir
summarizing, paraphrasingjere gven.

F2F: N/A

OL: Appl i ed |l ear
own paper (e.g., writing abstrac
summary, paraphrasing practice)

* F2F: Faceto-Face / OL: Online Learning / N/A: Not Available
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4.1 Teaching Presencén the EWAP Course

The Community ofInquiry frameworkdescribes teaching presence as having
three categoriesinstructional design and organization, facilitating discourse
(building understanding)anddirect instruction(Garrison & Arbaugh, 2007As
it is shown in Table 4.2, each category was found to be present with new
indicatorsand examples from this specific study.

The first componentn the teaching presence isstructional design and
organization Anderson et al. (2001) referréd desigh and organization as the
development of the process, structure, evaluation, and interaction components of
the course. This course blended 2.4 hours of face time class per week with an
online classroom available all day throughout the course for a cotbimwd the
l earning. Since the cotffosmoretimestostuadyr n of st
an online classroom was carefully designed to provide more learning
opportunities. The instructor in this study utilized the most-weadiwn online
café (Naver)® asthe online classroom for its easy access eswhomy of time
instead of creating an independent web space. The instructor openelitie

classroomandrestrictedit to only allow registeredstudens, and reorganized the

2The st ud everdidedtified theulkhe collection of the comments received from two
previous semesters of Englig¥riting for Academic Purposes courses.

B Naver is a popular internet search engine in Sout
which provides an online space for a group@bple who shares similar interests or topics.
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formatsof the classroom bputting in an English title with a new web address.

The front page atheonline classroom is depicted figure4.1.

Figure 4.1
Front Page ofthe Online Classroom
ol | me@® | FHEH (-] FHUFHE (-] | 2304 || & e 25
-
m English Writing for Academic Purposes 1

hittp:/ieafe. naver.cormfewap

TH252] | olojx=op=d] | I 2R7] | 2h 2RI | dold Y |

FhiE R I I e HUIZH| Self Introduction
, =~ -2
o Joyee KimGoyced... Elj] week 14 assignment 10 GA YEOM KIM = =

nce 2013.03.02  FHHZM hy Warld The most important f.,

since what is vour topic? [15] 52
# I | SN

Practice 2 [paraphras.. [1] 5 &3 mignon
& 28 Week 12 Assignment - Hi, my name is roon Min ‘rong, ..
=Bl 1
Week 11 Assignment 16 crystal Hwang
W SR 62 Hi, my name is Hwang Soo-Jeong..
- _ Eld] Midierm Writing Feedback 1
O 3NE PS5 |

New manualsvere created to serve different functiof online classroom
communicationfor which thedisposition is shown in Figure 4.2l the menus
were written in English antheir role was introducedn the first day of class.
The description of each manual including its function is listed in TableA4.2.
the @able shows, online courseanuals (or tools) we used to serve different
purposes Most of the titles were se#fxplanatory buttheir usage had to be

explained and demonstrated.
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Figure 4.2
Configuration of the Online ClassroomMenus

A== 2810

Announcement
Course Information
Course Schedule
Faterials

Writina Assianment
Fractice & Task
Writima Feedback
Discussion

Groupl

GSroup2

Group3

Question & Answear
Teacher's Diary
Student’s Diary

Self Introduction
#1 Attendance

The instructor set the curriculum and methods by postiagourse syllabus
on the course information board, established time parameters by putting up the
deadline, and wrote guided rules and netiquettes for students to follow for online
communication. Sice this was a blended course, the instructor used the very
first day of the facgo-face class time to introduce the course including course
objectives, methods, assignments and technical logistics as to how the course
would run for 15 weeks. This courddended 2.4 hours of face time class per
week with an online classroom available throughout the coursedontinuation

of the learning.
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Table 42
Description of Manuals and Toolsin the Online Classroom

Manuals Functions

Announcement Any new messagesegarding classroom instructio
assignment and exams are posfedy., assignmer
deadline, discussion topic, guidelines for onl
classroom usage)

Course Information | Course syllabus is attached.
Course Schedule Weekly review of classworis listed.
Materiak Downloadable materials are put up.

Writing Assignment | Students upload their writing assignment.

Practice & Task Students upload the answéosxercises from the mai
textbook.

Writing Feedback Instructor and peer feedbaidgiven.

Discussion Group discussion is open.

Question & Answer | Any type of questions is welcome to be asked.
Teacher 6s | Theinstructokeeps aliary on a weekly basis.
Student 0s | Students write diary voluntarily.

SelfIntroduction Each studentvrites selfintroduction in the beginnin
of the course

Attendance Students may leave a short memo to show t
presence in online classroom

The seconalement of the teaching presencédaisilitating discoursewhich
Anderson et al. (2001) described establishing and maintaining classroom
interaction through the modeling of bef@s, encouragement, suppaandthe
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creaton of a positive learning atmosphere. This was especially important for the
participants since most of them said theg haver experienced participating in
blended learningthere weretwo students who said they had listened to
commercial online lectures which were limited to -@veey communication. The
first day of thefaceto-face class was spenin course introduction andelf
introductiors through an ice-breaking activity. In order to familiarize students
with a new type of class format, much effadsgiven in explaining how to use
an online classroom with an emphasis on the importance of communiaétion
each otherFor example, the selhtroduction boardFigure 4.3) was utilized
first, and itaskedstudentsto write five words that descridghemselvesthen
they received feedback frorthe instructor and classmates. This activity was
performed in a facéo-face class andhe instructor posted her selitroduction
as asamplefor thestudents to follow.

In order to facilitate group discussiotips for group discussion were
provided as can be seen in Figure 4.4. Some of the administrative dialogue

weredone in Korean to minimizeonfusion in the initial stage.
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Figure 4.3

SelfIntroduction Board
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Figure 44
Tips for Group Discussion

< Tips lor Group DI'.-iEIJS‘.-iI(lH’ Annguncament

Joyee Kim{jowee9de)

St haw aboul taking my tips lor consideribions.

1. When poding up outzide couwrces, put hem wp 2009 with ur cumnary and comments.

iy FAEE &0 § 0 ST St 0|0t 22 E T4 w0l FAFANT GE TR0 247 IETLCL
(ZFBUZEBAEZ 2HE-=F U B & + HECUR)

2. Be sure 1o read malenals already posted and aive feedback 1o each other. (| mean DISCUSS themd)

B2 A= HD H22 2 3E L DEE R,

3 Be sure to include pros and cons in wvour disccussion with sour own words,

ER O 2 0| 0P o] 2EHE 9= R gL

The dudents interacted witthe instructor through various mediupsich as
email andcafé boards,among whichwas the tache@& diary board that drew
comparatively active replies from the students. The te&hgary board was
used for the insteior to write her personal storiés share ideas and feelings
with the students. Interaction through emads frequentlydone at least three
times a week. Communicating with the instructor through email served two
purposes: first, students received general announcsnaduut the course
schedule and assignments; and second, students also wrote emails to the
instructor for more personal issues such as asking for advice on learning English
or an excuse to be absent. Sitioe general board in theaféwas open to all the

participants email was a better way for thetmcontact the instructor more in a
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moreprivate waywhich in returnfacilitateddiscourse betweehe instructor and
the learnerBesides these online features, informal lunch meetings were held
three times during the course period.
The third element,direct instructiondes cr i bes the instructo
subject matter expert, sharing knowledge with the stud&atsison & Arbaugh,
2007).Since this was a blended course, weakigtentwasfirst deliveredface
to-face in a lecture mode which included solving exercigem the main
textbooks*. For extra materialstudentsvere able tadownloadhandoutsfrom
the materials boardand severalwebsite links were introduced forextra
reference. Figure 4.5 shows axampleof materials board.
They could alsoclick on thelinked websites for additional information and
check the writing samples before starting their weekly assignmdims.
discussion board was activated when the writing assignment neeoednd
cons opinions which wereised ata brainstorming stageConsidering the
features of the EWAP courseana ddi t i onal component , 6asses:s
to direct instructionwhich mostly provided feedback and soli@t self-editing.
The nstructor provided personalized feedback for each assignment using the

Practce/Task and Feedback boaFigure 4.6 introduces orexample of teacher

14 Main textbook for this course werg. Oshima, A. & Hogue, A. (2006\Vriting academic
English (4th ed.New York: Pearson Longmag. Swales, John M& Feak, Christine B. (2004).
Academionriting for graduatestudents, (2nd edMichigan: The University of Michigan Press
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feedbackon a causeandeffect essay which includes both Korean amglish.
Teacher feedback was a very important element for this countseh will be

discussed later in Sectior34.

Figure 4.5
The Materials Board
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R There are two files for tomorrow's class.
W SATE W 6%
They are both about abstract writing, Please find the attached files,
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Following link helps vou to find more infarmation about abstract writing in dissertation:
hitp: A/ writing, wisc. edu/Handbook/presentations _abstracts_examples, him
https://0wl, endlish, purdue, edu/owl/ resource/B56/01/

http: /e indiana, edu/~wis/pamphlets abstracts, shiml
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Figure 4.6
Teache Feedback

Cause &Effect Essay( 2nd draft | May 21, 2013)
Causes and effects of my stress

In psychology, stress 1s a feeling of strain and pressure. Stress can be external and related to the environment, but may
also be created by internal perceptions that cause an individual to have anxiety or other negative emotions surrounding a
sttuation, such as pressure and discomfort. Symptoms may include a sense of being overwhelmed, feelings of anxiety,
overall irmnitability, msecurity, nervousness. It may also cause more serious conditions such as heart problems. However,
small amounts of stress may be desired, beneficial, and even healthy. Positive stress helps improve athletic performance. It
also plays factors in motivation, adaptation, and reaction to the environment (Wikipedia)

As lives of modem society become complex, people are easy to suffer from stress. I am also among the rest. This essay

aims to describe the causes and effects of stress which annoy me. (<-- Tlis sentence can go together with the 1st paragraph
not separating them. How about adding this paragraph to the first paragraph?)

There are three main causes which my stresses are originated from. Firstly, I feel stress due to the tight schedule of my
academic life. For example, I am taking five subjects at (—=> in) this semester. It gave me considerable pressure spiritually
and made me exhausted physically. Secondly, I am worrying about my son who joined the Air Force last March and have
been under traning for twelve weeks to be commissioned a second heutenant. My daughter 15 another source of my stran.
She began to work at Samsung Medical Center as a nurse two months ago. Coming home from her workplace, she
sometimes cries because of a hard burden (- of hard burden). Whenever she sheds tears, whole my family members are
seized with something like depressive mood. (--> Can you think of other phraes to subsitute for this?)

I exert my efforis to cope with these kinds of stresses. To begin with, I do a regular exercise (—->'T exercise regularly’ 1s
more approparite in English &= st0He] £ &5 Jth2 2] H of M) about two hours almost every night to
replenish (replenish-—> get rid of / replenish = B £5}ThEk o1y g oiche] get rid of 7} & & ) mental fatigue and fo
preserve my health In the second place, I kneel down in prayer for my chuldren to relieve their strain. Also, [ write a letter
to my son every day through internet and encourage my daughter to be valiant. Lastly, I began to think (A ] T4 : 5] 2]
=3 =0] AR o 22y o] =FE Ibeginto think & &= o] EE787) about transfer of my
daughter’s job.

In conclusion, my stess 1s mainly related to the external circomstances. What is worse, as [ have to handle the stresses of
my son and daughter, those of mine 1s trebled (—= troubled). However, as [ believe in positive stress, I endeavor to

overcome anything afflicts me and make 1t a positive momentum

Overall comment: Your essay 1s improving in terms of organization, vocabulary, and content. I also see that you are able to
self edit grammatical mistakes. Please check my editing and clanfy some sentences. Your 3rd draft needs to include above
mentioned corrections. Good work!
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4.2 Social Presencén the EWAP Course

Social presence isn essential element in a blended course in order to
construct interactianbetween learners with or without the involvement of the
instructor. Despite the perceptions that online learning is an independent study,
community of inquiry frameworlemphasizes the important role of interactions
between learners such as sharing ideas and asking and answering questions in
groups. Garrison and Arbaugh (2007) suggested that the online learning process
is based on a collaborative and constructivist edutalt experience within a
community of learningvhich entails three categorieaffective expression, open
communication, and group cohesjall of which have been analyzed as part of
thedescription othis blended EWAP course.

Affective expressiornincludes expressions of emotiaattitudesand sharing
personal insights (Rourke et al., 200l¢arners can express themselves better
when there is a feeling of solidarity and a sense of belonging whichs lwgld
trust amongst them. When meeting fagdace,emotions and feelings are rather
easily transferred through explicit words, vqigesturesandfacial expressions.
However,although learnergiot to know each other better when they met in a
traditional classroom once a wedhis wasnot easy to beegdicated within an
online educational environmeritecause interaction heavily relied on tbased

communication mode. In the present study, the participants used emarwbns
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different types of facial icons available in tleafé Figure 4.7 introduces an
exampleof a studends diary which has some emoticons and icons used to

express feelings.

Figure 4.7
Student& Diary (with Emoticons)
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