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ABSTRACT 

English language educators in school settings in non-native contexts have the 

responsibility to motivate students to learn the target language and help them improve 

test scores.  This task is rendered difficult by the fact that adolescent English language 

learners in non-native contexts tend to study English only for tests and seldom relate it 

to their life experiences.  Using, as a theoretical framework, the learner-centered 

approach and free voluntary Internet surfing, this mixed methods study explored the 

extent to which English language learners’ motivation to learn English and their 

English proficiency increased as a result of utilizing self-selected Internet resources as 

opposed to using teacher-assigned supplementary materials.  Thirteen students from a 

high school in Taiwan divided into two groups, namely, self-selected group and 

teacher-assigned group, completed pre- and post-intervention surveys, participated in a 

learning project on an online learning management system, and also took pre- and 

post-tests.  The self-selected group used self-selected Internet materials related to their 

topics of interest to complete the learning project, while the teacher-assigned group 

used materials assigned by the teacher.  A non-native English-speaking teacher in 

Taiwan and a native English-speaking teacher in the United States also helped 

facilitate the project.  Analysis of covariance and paired sample t tests were used for 

the quantitative data analysis, and the constant comparative method was used for the 

qualitative data analysis.  The results showed that although the students’ motivation to 

learn English and their English proficiency did not undergo a statistically significant 

improvement, there was evidence to support the conclusion that learning English with 
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self-selected Internet resources has great potential to motivate adolescents in non-

native contexts and help improve their English proficiency.  The students also 

embraced the freedom to choose their own supplementary materials and expressed 

their desire to continue using this method to learn English.  



Texas Tech University, Wan-Chun Tseng, May 2017 

ix 

LIST OF TABLES 

Table 1: Student Demographics ................................................................................... 56 

Table 2 : ANCOVA Results for Extended Learning Materials on Overall 

Attitudes/Motivation to Learn English ........................................................ 77 

Table 3 : ANCOVA Results for Extended Learning Materials on Attitudes 

toward the Learning Situation ..................................................................... 78 

Table 4 : ANCOVA Results for Extended Learning Materials on Attitudes and 

Motivation to Learn English ....................................................................... 79 

Table 5 : ANCOVA Results for Extended Learning Materials on Language 

Class and Language Use Anxiety ................................................................ 80 

Table 6 : ANCOVA Results for Extended Learning Materials on Instrumental 

Orientation ................................................................................................... 81 

Table 7 : ANCOVA Results for Extended Learning Materials on Integrativeness ..... 82 

Table 8 : ANCOVA Results for Extended Learning Materials on Overall 

English Proficiency ..................................................................................... 83 

Table 9 : ANCOVA Results for Extended Learning Materials on Listening 

Comprehension ............................................................................................ 84 

Table 10 : ANCOVA Results for Extended Learning Materials on Reading 

Comprehension ............................................................................................ 85 

Table 11: SS Group’s Interests and Learning Resources ............................................. 88 

Table 12: SS Group’s Interests .................................................................................... 93 

Table 13: SS Group’s Self-Selected Materials for Reading......................................... 94 

Table 14: SS Group’s Self-Selected Materials for Listening ....................................... 95 

Table 15: TA Group’s Assigned Materials .................................................................. 96 



Texas Tech University, Wan-Chun Tseng, May 2017 

x 

Table 16: Average Number of Words and Duration of the Learning Materials 

Used ............................................................................................................. 97 

 

LIST OF FIGURES 

Figure 1: The study’s mixed methods phases, procedures, and products. ................... 54 

Figure 2: The index page with the embedded video on the LMS (Βασσάλου, 

2014) ............................................................................................................ 67 

Figure 3: The modified time frame of the English learning project ............................ 68 

Figure 4: Scoring rubric and tool for summary writing ............................................... 69 

Figure 5: The economic structures of the research context (2013). ............................. 72 

Figure 6: Instructions for Week 1 tasks ....................................................................... 91 

Figure 7: Instructions for Week 2 tasks ....................................................................... 92 

 
 



Texas Tech University, Wan-Chun Tseng, May 2017 

1 

CHAPTER I 

INTRODUCTION 

English language educators in non-native contexts have been searching for 

ways to effectively engage English language learners (ELLs) in school settings for 

many decades, aiming to provide suitable learning environments to increase ELLs’ 

motivations and improve their learning outcomes.  Various theories and methods of 

English language teaching and learning are thus developed in different educational 

settings.  However, if curriculum designers and educators adopt certain teaching 

approaches without considering the educational contexts, the teaching will not suitably 

meet students’ needs.   

Background  

According to Abbot (1987), in the 1980s, English as a foreign language (EFL) 

teaching in the classroom was greatly influenced by English acquisition outside the 

school setting.  The goals and methods of EFL education inside and outside school 

settings, however, demonstrated their mismatched characteristics.  For example, 

language instruction for specific purposes was thriving outside school settings to 

satisfy students’ practical needs.  The idea influenced the EFL teachers in school, but 

many school children did not see any obvious reason to learn the language.  Abbot 

(1987) further pointed out the problem that “The school-teacher of EFL consequently 

perceives many a mismatch between the assurances of innovators and what can 

actually be achieved” (p.48).  Up until the present, many EFL teachers in school also 
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faced similar mismatch but still continue to seek ways to integrate new methods into 

the prevalent ones.     

Since technology and the Internet have become popular, they have become 

English language teaching aids.  The use of technology and the Internet depends on 

the conditions of different levels in school settings.  For instance, at the levels where 

academic tests are the main emphasis, they are usually used for a limited time.  

According to Chen and Tsai (2012), “Classroom practitioners are torn between the 

test-driven teaching styles . . . and a desire to adopt novel teaching approaches and/or 

use modern technology to develop students’ English proficiency for pragmatic 

purposes” (pp.195–196).  Despite seemingly-divergent tasks, many EFL teachers are 

trying every means to make them convergent.  Many EFL teachers are seeking novel 

teaching approaches that not only meet students’ pragmatic purposes but also help 

increase their test scores.    

EFL teaching and learning also vary from region to region in accordance with 

their unique local cultures.  Cheng and Dörnyei (2007) found that “certain 

motivational strategies are culturally dependent” (p.171).  They suggested that what 

worked in Western educational contexts would not necessarily work in other 

educational contexts.  This understanding is important, especially when educators 

want to adopt research-based teaching methods in their classrooms.  No matter how 

effective a method may seem in a research study, educators must first know the needs 

of their students and then make appropriate adjustments gradually rather than abruptly.   
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This study examined students’ use of extended learning resources.  Extended 

learning resources are defined as materials students use during their extra time beyond 

traditional school hours to explore their interests or enrich their academic knowledge.  

This definition derived from Reokel’s (2008) explanation of “extended learning” as 

the activity beyond the traditional school day in which students spend extra time 

exploring their interests or enriching their academic knowledge.  The discussion in this 

chapter is organized into the following sections: (a) overview of the issues (b) 

statement of the problem (c) purpose of the study (d) significance of the study, and (e) 

definition of terms. 

Overview of the Issues 

English language education has been a prevalent trend in many parts of the 

world since English has been a lingua franca in the current global era.  Teaching 

English as a second language, as a foreign language, or as an integral part of bilingual 

education plays an important role in school curricula.  The objectives of English 

language curricula vary from native to non-native contexts, thus influencing teachers’ 

pedagogy and teaching goals.  Students’ learning conditions and purposes in these 

varied contexts are also accordingly different. 

ELLs in native and non-native contexts have different environments for 

language acquisition which influences how they learn and their motivation to learn.  

As stated by Faulkner-Bond et al. (2012), ELLs in English-speaking countries, such as 

the United States, are expected to acquire English proficiency, cultivate high levels of 

academic achievement in English, and meet state academic content standards (No 

Child Left Behind Act, 2001).  At the same time, these ELLs try to integrate into native 
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English-speaking peer groups and need to communicate for everyday tasks at school, 

at work, and in life (Lightbown & Spada, 2006).  Their motivation to master the 

language tends to be high (Heining-Boynton, n.d.), and, therefore, they devote more 

time and effort to sharpening the language skills.  On the other hand, many ELLs in 

non-English-speaking countries, such as Taiwan, have less motivation to learn the 

target language because they have few native English-speaking peers and no 

immediate need to use the language after they learn it.  In addition, their major 

learning goal is to achieve high scores on national standardized tests (Clark, 2010), 

which may not necessarily enable them to acquire the language.  Other factors that 

may inhibit the motivation of ELLs in non-native contexts include uninteresting 

materials, few new learning experiences, and vague links between English classes and 

their lives, majors, or future careers (Bahous, Bacha, & Nabhani, 2011).  

Educational authorities in both native and non-native contexts have established 

common goals and standards of school curriculum, including English language arts.  

The National Governor’s Association and the Council of Chief State School Officers 

in the United States developed the Common Core State Standards (CCSS) to provide 

the framework for students’ learning outcomes (Initiative, 2015).  Many countries in 

Asia have had national curricular objectives for core subjects for many years 

(Sparapani, Perez, Gould, Hillman, & Clark, 2014).  In many non-English-speaking 

countries, English is studied in preparation for the standardized tests and college 

admission.  To prepare students for national standardized tests, school teachers attempt 

to teach all the content in the textbooks, which are often edited based on the official 

curriculum guidelines.  Teachers own the controlling power to select materials, 
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learning methods, movement, and the discourse flow in the classroom.  Students thus 

gradually learn the content and skills that the larger society requires them to learn 

(Glatthorn, 1987; Glatthorn, Boschee, & Whitehead, 2006).   

High school English teachers in non-native contexts also assign outside 

materials, readings in particular, to reinforce students’ language learning.  Outside 

readings are often seen by students as just another form of textbook.  The purpose of 

studying the textbooks and the outside materials will be the same—to earn a passing 

score.  School administrators and teachers are well intentioned in their desire to 

provide students with a variety of organized studies to reconstruct their experiences 

(Dewey, 1902, 2010), considering that students’ experiences can be varied and 

scattered rather than organized and focused.  The organized studies serve as labels that 

students can use to tag on their various experiences.  Students, adolescents in 

particular, thus have fewer opportunities to make decisions and choices during the 

phase when their desire to control is ascending (Eccles et al., 1993; Eccles & Roeser, 

2009).  Eccles (2004) pointed out that students will not engage in school activities if 

the environment does not meet their needs.  Therefore, it seems reasonable to suggest 

that students should be allowed a measure of control over some aspects of learning 

activities. 

The selected contents in the textbooks and assigned outside materials involve 

various fields of terms and knowledge.  While “English” sounds like just a school 

subject for many EFL learners, students also acquire knowledge about different 

subject matters through the study of English.  For instance, the selected English 

articles in the textbooks may be related to other academic areas, like literature, history, 
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geography, science, technology, etc., or nonacademic areas, like traveling, sports, 

culture, news, and so on.  Students may or may not encounter areas of interest that 

intrigue them while they are studying English.  Motivation to learn about the topic can 

influence the content that students digest, the way they adopt to learn, and the amount 

of time that it takes them to absorb the knowledge (Schunk, Pintrich, & Meece, 2008).  

Undoubtedly, higher motivation will propel students to seek various means to learn the 

content more efficiently and effectively.  Educators understand how students’ interest 

in a subject influences their learning, but teaching methods that are tailored for 

individual students can discourage teachers and school administrators due to the 

largely increased work (Felder & Brent, 2005; Gardner & Lambert, 1972). 

The advent of web technology brings many more varieties to learning and 

instruction in the use of materials and methodology.  It also increases the opportunity 

of learner-centered education (An & Reigeluth, 2011; Keengwe, Onchwari, & 

Onchwari, 2009; Richardson, 2016; Rogers, 1969; Weimer, 2013).  The integration of 

web technology and instruction, however, depends on teachers’ perceptions, attitudes, 

and competence (Chen & Tseng, 2012).  Integration is still at a transitional stage 

where many teachers lack the capability to apply the technical skills to their specific 

content area and pedagogy (An & Reigeluth, 2011).  Web technology, thus, may not 

be applicable at all levels of education and in all classrooms, but educators can still 

take advantage of its versatility to extend students’ learning.  Krashen (2011) 

encourages language educators to introduce web-surfing as a form of alternative 

learning to EFL students so that students will have more choices to cultivate their own 

theories regarding language and literacy development.  Whether official curricula and 
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teachers’ teaching methods meet students’ interests, all students should be guided to 

develop the ability to explore and search for learning resources that are beneficial for 

their learning needs (Hannafin, Hill, Land, & Lee, 2014).    

Statement of the Problem 

Learning is supposed to be a pleasant activity because people inherently desire 

to improve their quality of life with new knowledge and new skills.  Carl Rogers 

(1969) in the 1960s and Dweck’s (2015) point of view 50 years later both sent the 

same message that human beings, at a very early age, demonstrate innate curiosity 

about unfamiliar objects and the environment and long for growth through learning 

and trying.  Deci (1992), Deci and Ryan (1985) and Riley (2015) also showed that 

students have an intrinsic yearning for autonomous exploration regarding new fields of 

knowledge.  After a few years of exploring the world freely, most children enter 

schools to receive further knowledge and skills that should benefit their development 

and prepare them for future careers.  Rogers (1969) and Olson (2009) indicated that 

the longer students stay in school, the weaker their curiosity becomes.  Even though 

they made this declaration many years ago, little if anything has changed.  In spite of 

many efforts among educators to find ways to motivate students, Rogers’ words still 

ring true.  Students’ pleasure of discovering and knowing declines along with the time 

they spend at school.  Baumert and Köller (1998) and Pekrun (2016) further pointed 

out that the decrease of interest in academic content, including English language arts, 

is even more obvious at the secondary level. 

Some factors that reflect the utilitarian value and practical gains of learning a 

language may drive students to master their second language effectively when they 
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have a crucial and urgent need of the language skills.  Gardner (2010) described such 

factors as instrumentality due to the fact that they are related to individual reasons, 

such as seeking jobs, satisfying course requirements, or pleasing significant others.  

Gardner and Lambert (1972) stated earlier: “Students of foreign languages will profit 

more if they can be helped to develop an integrative outlook toward the group whose 

language is being studied.  An instrumental approach has little significance for them, 

and little motive force, it seems” (p. 130).  Gardner and Lambert were saying that 

instrumentality does not work well for students studying foreign languages.  Their 

need of the target language is not as vital as those studying a second language.  

Gardner (2010) stated that second language learning in school settings does not 

correspond to the environment where children acquire their first languages.  Children 

have the desire to act like their parents or other people around them, so they do not 

need to be motivated to learn their first languages.  However, when it comes to 

students learning a second language well in school settings, the issue of motivation 

emerges (Gardner, 2010).  Students’ motivation to learn a language supposedly will 

increase when they need to use it.  The problem is that not all language learners have 

many chances to use the target language in daily life unless they are required to do it 

for their coursework.  Gardner and Lambert (1972) pointed out that the motivation 

derived from the need to meet course requirements does not suffice for developing 

long-term language competence.  Although students realize the significance of long-

term language competence, they are not preparing for it.  Educators should guide 

students to connect the learned language skills with their lives and with their 

anticipated experiences.  There are many reasons why students need this guidance.  
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For example, the requirement of the coursework may not be a “crucial” need for 

students since grades may not be their motivation or they do not realize how course 

requirements can be applied to the real world.  Many EFL learners know the important 

role the target language plays in the global era, but they tend to assume that it would 

not be essential until they need to use it years after they leave school.  How to increase 

students’ learning desire and decrease their aversion to this school subject has been an 

issue that many teachers continue to address (Bahous et al., 2011). 

The issue of motivation to learn the English language exists in Taiwan, where 

instructor-centered teaching methods are still the mainstays of secondary education.  

According to Chen, Lai, Song, and Hsieh (2014), most students in Taiwan are used to 

being passive learners.  They rely on teachers to deliver content knowledge that 

benefit their preparation for tests.  There also exists the environmental factor that 

ELLs in Taiwan have few native speaking peers, which prevents them from seeing the 

practical value of learning English.  Despite the fact that Dewey (1902) advocated the 

importance of relevance between learning and life experience 100 years ago, educators 

today still struggle to find the right way to motivate students when it comes to 

language acquisition.  Dewey (1902) also regarded subject-matter positively as 

guidance that could be “freeing the life-process for its own most adequate fulfilment” 

(p. 22).  He stressed that adequate and normal conditions are essential for learners to 

shape a definite process of development, a really wanted experience.  If the symbolic 

and logical studies lack modification and connections with learners’ experiences and 

their mental demands, the curriculum and the learners will seem to proceed in opposite 
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directions (Dewey, 1902).  When learners do not see the direct relevance between the 

subject matter and their life, the subject matter may just appear remote and vague. 

Many ELLs in Taiwan believe that studying what teachers require and what 

may be included in tests is advantageous for their academic achievement.  They are 

not motivated to learn English, but rather to pass a standardized test that will gain 

them access to higher education opportunities.  Secondly, many students only 

memorize vocabulary, phrases, and grammar in textbooks to prepare for English tests 

rather than spending time relating English learning to their own life experience and 

exploring the English content that interests them.  Memorization and rote learning is a 

well-entrenched approach to learning for ELLs in Taiwan.  The existent curriculum 

reinforces this learning approach and offers no communicative language experience.  

The curriculum does not reflect current best practices of teaching English as a second 

or foreign language.   

Purpose of the Study and Research Questions 

The purpose of this study was to investigate whether ELLs’ motivation to learn 

English and their English proficiency increased more as a result of utilizing self-

selected Internet resources as opposed to using teacher-assigned supplementary 

materials.  The intention of the study was to allow ELLs to own part of the controlling 

power in terms of their use of extended learning resources.  For adolescents, their 

desire for self-determination  can be partly satisfied by doing so (Eccles et al., 1991).  

Burden (2004) also stated that language learners are better motivated to learn the 

target language if they realize that it is not just for studying and scoring purposes.  The 

following are the research questions for this dissertation: 
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1. Does utilizing self-selected subject area Internet resources help elevate 

English language learners’ motivation to learn the target language? 

2. Does utilizing self-selected subject area Internet resources help improve 

English language learners’ English proficiency? 

3. Do students find the Internet resources they select useful and enjoyable? 

Significance of the Study 

The study aimed to provide insight into the motivations of adolescent ELLs in 

non-English-speaking countries to improve their English proficiency beyond what the 

curriculum normally provides and what teachers ordinarily see.   

The study compared two groups of students using self-selected versus teacher-

assigned extended learning resources as the researcher sought to gather evidence of 

the change in ELLs’ motivation and English proficiency.  The findings will inform 

English language teachers, curriculum designers, administrators, policy makers, and 

parents about the elements that heighten students’ motivation and may therefore be 

considered for addition to the current school curriculum.  The results can be used to 

adjust the strategies that classroom teachers employ when they implement interest-

based learning among adolescent students.  

The study also hopes to alert the authorities and educational institutions that 

English language teachers in middle and high schools may need more assistance than 

may be realized in order to offer ELLs a quality learning environment.  It would be 

optimal if there were close cooperation between schools and higher educational 
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institutions nationally and internationally to help improve ELLs’ English proficiency 

that involves the skills of listening, speaking, reading, and writing. 

Definitions of Terms 

Extended learning is the activity beyond the traditional school day in which 

students spend extra time exploring their interests or enriching their academic 

knowledge (Roekel, 2008). 

English proficiency in this study focuses on assessment of two language 

domains: listening and reading.   

Formative assignments are the tasks through which teachers obtain evidence, 

understand student learning, and provide feedback. 

Free voluntary surfing (FVS) is the activity that enables students to make use 

of the Internet to read what fascinates them online and to follow their interests from 

site to site, and from site to print (Krashen, 2007). 

Hidden curriculum is a type of curriculum planning that may make a 

difference in student values, perception, and behaviors, including the constants that are 

difficult to change in schooling and the variables that are more easily affected.  The 

constants may appear in cultural beliefs of institutes, the ideology of the larger society, 

and dominant control in the classroom (Glatthorn, 1987).   

Learner-centered approach is the approach that emphasizes learners’ central 

importance and their attitudes to learning, originally developed from Rogers’ (1969) 

client-centered approach in psychotherapy.  Educators are encouraged to release 
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students’ potentiality and desire for learning, discovery, and enlargement of 

knowledge and experience. 

Learning English for specific purposes (ESP) is an approach to language 

learning and teaching based on learner needs, and its content and method are based on 

learners’ reasons for learning (Hutchinson & Waters, 1987).   

Learning English for specific interests (ESI) is an approach to language 

learning based on learner interests.  Learners explore contents that relate to their 

wanted experience and that may help them realize purpose.  

Learning management system (LMS) is a software application or web-based 

technology used for the planning, implementation, documentation, tracking, reporting, 

assessing, and delivery of e-learning education courses or training programs. 

Native contexts are the areas where language learners’ target language is the 

native or official language for local people. 

Non-native contexts are the areas where language learners’ target language is 

neither the native nor the official language for local people. 

Outside resources are the materials that students use to extend their learning 

other than those required for class and tests in school settings.   

Summary 

This chapter presents the background and descriptions of the issues existing 

among English language teachers and learners in school settings in non-native 

contexts.  ELLs in non-native contexts study for English tests and seldom relate 

learning English to their life experiences. The current study aimed to discover whether 
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utilizing self-selected Internet resources would help students increase their motivation 

to learn English and improve their English proficiency.  The study also explored 

students’ opinions about the learning materials they selected from the Internet.       
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CHAPTER II 

REVIEW OF LITERATURE 

English for specific purposes is a familiar term to language educators because 

it has developed over four decades.  It is an approach to language teaching and 

learning based on learner needs, and its content and method are based on learners’ 

reasons for learning (Hutchinson & Waters, 1987; Hyland, 2007).  As Malin, Reilly, 

Quinn, and Moran (2014) asserted, adolescents are still at the stage of exploring 

activities that may help them develop a role through which they may realize purpose.  

Therefore, English for specific interests is used in this study.  Valuing adolescent 

ELLs’ interests in foreign language learning contexts can be an ideal way of leading 

them to see different purposes of learning the target language.  They may thus be 

encouraged to invest time and effort in the language learning process (Hare, 1992; 

Wisniewska, 2013).  This chapter will discuss related studies and describe the 

theoretical framework for the current study formed with a learner-centered approach 

(Cloud, Lakin, & Leininger, 2011; Hannafin et al., 2014; Rogers, 1969) and Krashen’s 

(2007) free voluntary surfing. 

Motivation in Language Acquisition 

Motivational theories have been developed and discussed in psychology and 

various other scientific realms (Gardner, 2010).  Different philosophies and purposes 

contribute to a variety of explanations and emphases regarding motivation.  Maslow 

(1943) claimed that human motivation stems from the hierarchy of needs, which starts 

from basic physiological drives and moves upward to safety, belonging, esteem and 

finally self-actualization.  Among these needs, many motivational theories in the field 
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of education tend to be directly pointed to the last two levels, where human beings 

hope to face the world with capability, achievement, the regard of others, and self-

fulfillment (Maslow, 1943; Weinberg, 2011).  Many students spend the majority of 

their time at school, so school affairs play an important part in their lives.  School 

activities are often designed for students to achieve the common goals that portray the 

trend and preference of society (Goodlad, 1979; Sharpes, 2006).  Being involved in all 

kinds of school affairs, students follow the curriculum prescribed by experts; they are 

compared with peers, and they inevitably need to take various comments and opinions 

from others.  Regardless of Maslow’s hierarchy of needs, there are expectations that 

students must adhere to, for they are going to become contributing members of 

society.  Schools should be able to help students satisfy their need of esteem.  It is 

significant that students’ new learning experiences are arranged and guided by the 

official curriculum within a school, a district, or a nation to achieve its educational 

goals (Tyler, 1957; Wang, Russo, & Bryan, 2014).  However, the official curriculum 

cannot really tap into students’ individual motivation, needs, and desires.  This is what 

classroom teachers can do to balance students’ learning contexts while informing 

students of the main values in the larger society through their practices.       

It is implied that people are supposed to live up to the larger society’s 

expectations to satisfy their esteem needs before reaching the level of self-

actualization.  This is also true in school settings.  Only when students accomplish 

common goals will they be considered competent, successful, and respectable.  Many 

motivation theories in education address how to assist practitioners’ teaching and avail 

students’ learning in the aspects of both behavior discipline and academic 
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achievement.  For instance, there are psychologists probing into volition that propels 

human will into action (James, 1950; Schunk, Pintrich, & Meece, 2008).  There are 

also behavioral theories that describe how learning behaviors are formed (Schunk et 

al., 2008; Skinner, 1967) and goal-oriented theories used to explain students’ 

achievement behavior in academic performance and school settings (Pintrich, 2000; 

Schunk et al., 2008).  No matter which theory one considers most valid, it is also 

important to understand that motivation, and the amount of exerted effort, emerges 

from people’s choices regarding the wanted or unwanted experiences and goals 

(Dörnyei, & Ushioda, 2013; Keller, 1983).  Schunk et al. (2008) defined motivation as 

“the process whereby goal-directed activity is instigated and sustained” (p.4).  The 

choices made and the process are anticipated to lead people to the aimed “destination,” 

that is, the goals that are set based on personal needs or those that fit into the main 

stream of the societal values.  During the phase of secondary education, school 

activities increasingly involve whole-class tasks, the emphasis on order, the use of 

criteria, and public evaluation (Eccles & Midgley, 1989; Eccles et al., 1993; Eccles & 

Roeser, 2009), all of which indicate the pervasive educational goals that adolescents 

are expected to achieve.  It is not wrong for the authority to have expectations of 

students, but their personal needs ought not to be neglected.  An obvious fact is that 

students’ personal needs contrarily obtain minimum attention during this phase when 

adolescents long for self-control and self-determination (Blackwell, Trzesniewski, & 

Dweck, 2007; Eccles et al., 1993; Eccles & Roeser, 2009; Simmons & Blyth, 1987).   

Motivation is so important to language learning that it is a field of study within 

educational psychology.  Therefore, the motivational theories in psychology and 
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education are widely applied to the field of language acquisition.  As a proponent of 

behaviorism, Skinner (1967) explained language behavior with his theory of operant 

conditioning.  He claimed that language behavior is shaped by positive and negative 

reinforcements from others.  When used to explain second language acquisition 

(SLA), this behaviorist theory is specifically associated with habit formation through 

imitation, practice, and feedback.  The idea is that students are more likely to form 

certain language habits by repeating and practicing due to the reward, or positive 

feedback, they receive.  Conversely, students may quit trying what causes them to 

obtain negative feedback (Lado, 1964; Lightbown & Spada, 2006).  Behaviorism’s 

explanation of SLA provoked some criticism because it was developed from 

laboratory studies of animal behaviors and, thus, was considered inappropriate 

(Chomsky, 1959).  Chomsky argued that human beings are structured and devised 

differently than animals in laboratories.  The essence of his argument is that there exist 

more complicated conditions in the real world than in the laboratories or classroom.  

Therefore, motivation of language acquisition can occur beyond simply shaping 

behavior or forming habit.  Despite the opposing criticism, the behaviorist perspective 

has had a great influence on second and foreign language teaching.       

Children have the desire to acquire their first language, which is an 

unconscious process of growth, because they want to be able to talk like their parents 

or other elders (Gardner, 2010).  Unlike children’s natural motive to learn their mother 

tongue, second or foreign language learners learn the target language based on their 

orientation toward their goals or desired experiences (Crookes & Schmidt, 1991; 

Heckhausen & Heckhausen, 2008; Keller, 1983; Norris-Holt, 2001).  Research has 
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shown that learners adopt an orientation to learning a second or foreign language for 

fun, for work, for school grades, or for better communication abroad (Pratt, Agnello, 

& Santos, 2009; Sonda, 2011).  Besides having a purpose for learning, language 

learners’ characteristics, as Gardner (2010) stated, also play a decisive role in their 

learning progress and achievements during the process of reaching the goals.  He 

explained that many motivated learners are goal-directed and display the 

characteristics that reflect cognitive efforts, affective drive, and behavioral intentions, 

which contribute to success in achieving their goals.  What Gardner wanted to 

emphasize here is that motivation needs to be measured not by only one scale but by 

many more elements.  He further mentioned that materials and educational contexts 

have a significant impact on ways of acquiring the target language and learners are 

more likely to have motivation to learn when they allow the process of infusing part of 

another culture into their original experience and culture.  Gardner (2010) discussed 

motivation of second language learning in two aspects: language learning motivation 

and language classroom motivation.  Language learning motivation, which is the main 

focus of his socio-educational model, emphasizes the influence of individual 

differences on success in learning a new language.  Learners’ sense of their own 

identity, their impression of other cultural groups, and their willingness to embrace 

another cultural group’s characteristics shape their concept of integrativeness, namely, 

the cultural component of language learning. In addition, individual differences are 

also reflected in learners’ reactions to the language learning situation, which Gardner 

categorized as the educational component of language learning.  The educational 

component consists of class atmosphere, the curriculum, the nature of the course, 
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teachers’ characteristics, and learners’ scholastic natures.  These elements are 

sometimes utilitarian and related to learners’ instrumental motivation, such as meeting 

requirements, getting a higher-paying job, or understanding texts in the target 

language (Gardner, 2010; Norris-Holt, 2001; Pratt, 2010; Pratt et al., 2009).  Both the 

cultural and educational components are significant building blocks of language 

learning.  Language teachers ought to understand how important it is that students can 

be motivated, and grasping the elements of the two components thoroughly will allow 

teachers to help students learn the target language more effectively.   

Integrative and Instrumental Motivations 

Findings from studies on integrative motivation and instrumental motivation in 

language acquisition present similar and contrasting weights of the two types of 

motivation in different contexts.  Some researchers believe that integrative motivation 

appeared more powerful and contributed to long-term success in learning a second 

language (Crookes & Schmidt, 1991; Dörnyei & Clément, 2001; Ellis, 1994).  This 

finding may better apply to the language learners who have more chances to interact 

with the target language community group.  For example, foreign language learners in 

countries where there are a large number of immigrants have more chances to get to 

know people who speak the target language.  Likewise, English language learners in 

native contexts have many opportunities to interact with native English speakers and, 

therefore, may have better knowledge about their characteristics and culture.  

However, because English language has been expanded and diversified to a great 

extent, English-speaking community groups today include a wide variety of cultures.  

English language learners’ concept of integrativeness can be more complicated now 
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than it was decades ago.  Nonetheless, it is still an important aspect to probe into when 

it comes to language learning motivations.   

On the other hand, other researchers have articulated that instrumental 

motivation works more effectively for learners in areas where there are fewer 

opportunities to use the target language and to interact with members of the target 

language community (Lukmani, 1972; Norris-Holt, 2001).  Particularly in many Asian 

countries that are distant from North America and Europe, the different cultural 

settings and language derivations greatly influence the values and motivation of 

language learning (Chen, Warden, & Chang, 2005; Warden & Lin, 2000).  Many 

language learners may feel that the remote cultures and distinct language systems are 

not related to their lives.  However, it will be a different story for them if learning the 

target language makes an impact on part of their lives.  Norris-Holt (2001) introduced 

the context of English education in Japan, where learning related to and useful for 

exam preparation is considered the priority for schools, teachers, parents and students.  

Similar conditions also exist in nearby countries like Korea, China, and Taiwan.  It is 

because the results of the exams influence students’ immediate future.  Although 

exams are often a way to evaluate students’ readiness for advanced studies in the next 

phase, students may not foresee the need in the distant future.          

Some studies show that both types of motivation help to improve learning 

(Chalak & Kassaian, 2010; Engin, 2009; Gardner & MacIntyre, 1991).  However, 

some instrumentally-motivated students stop making more efforts once they no longer 

gain profit from learning.  Berwick and Ross (1989) concluded from their study in 

Japan that many college freshmen do not work as hard as they did in their senior year 
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of high school due to the completion of the college entrance exam.  Chung’s (2013) 

study on the autonomy of learners in Taiwan also reveals that learners’ motivation to 

learn English vanishes once they have earned the passing score on a required test.  

Csizér and Dörnyei (2005) referred to this type of motivation as “noninternalized 

instrumental motives”, which are prompted by the sense of duty or the intent to avoid 

punishment.  They further pointed out that the noninternalized instrumental motives 

cause language learners to look at short-term goals rather than make sustained efforts.  

Some may think that it is better to be more realistic and focus on the most important 

present tasks.  However, if students are more aware that the effort they are making at 

the present helps them achieve not only the short-term goal but also the desired 

experience in the distant future, the learning process will definitely become more 

meaningful and extendable.     

Results of some other studies lead to another facet beyond the range of 

integrative and instrumental motivation.  Chen et al. (2005) emphasized the 

importance of local reality when applying research results from other regions.  They 

studied motivation constructs of language learning in Taiwan, which involved largely 

the Chinese culture and partly the Japanese culture.  Their results showed that 

integrative motivation is not a significant factor in contributing to students’ language 

learning effort.  Instead, students’ motivation mainly comes from requirements that 

represent the social expectations and norms in Chinese culture.  In other words, these 

students need an external drive to reinforce their learning much more than their 

internal drive.  The authors also pointed out that the stance of political independence 

and the growing emphasis on local languages, mainly Taiwanese, which is also known 
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as Southern Min, might provide impetus to form their strong self, cultural, and 

national identity, and influence students’ foreign language learning.  If students 

become close-minded learners, they are likely to turn conservative and have less desire 

to exchange information with the outside world.  Educators should not allow students 

to form this disability to communicate with people internationally.  It will be 

important to make students realize the importance of learning a foreign language and 

its benefits in terms of strengthening their self-, cultural, and national identity.   

Cheng and Dörnyei (2007) replicated Dörnyei and Csizér’s (1998) study in 

Hungary, probing into the extent to which Taiwanese English teachers regard the 

motivational strategies obtained from Western research as educationally relevant.  

Their results indicate that motivational strategies such as promoting learner autonomy, 

making the learning tasks stimulating, and familiarizing learners with L2-related 

culture are culturally dependent.  The neglect of learners’ interest, cross-cultural 

awareness, and autonomy may inevitably sway students’ value of foreign language 

education generation by generation.  Close to a decade has passed since Cheng and 

Dörnyei’s study in 2007.  The society has been injected with various elements 

including the open information on the Internet, multicultural discussion in TV 

programs, and students’ increased concern about public affairs.  It will be interesting 

to explore whether the openness of society brings flexibility to the educational setting 

to adjust its teaching goals and learning purposes.  

Affect in Language Acquisition 

Hutchinson and Waters (1987) pointed out that activities like learning can be 

largely swayed by affective factors, which may come from peers, family, policies, the 
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system, a required task, or an event in life.  Affective factors bring learners positive or 

negative emotions, leading to their responsive attitudes and actions.  The major target 

participants in this study are high school students, who are going through the 

complicated period of life, puberty.  During this period, not only are adolescents’ 

bodies approaching sexual maturation, but their brains are also in a special period of 

development undergoing complex changes (Spear, 2010).  Adolescents’ emotional 

centers dominate their behaviors and have a great impact on their learning, motivation, 

and achievement (Wolfe, 2010; Zarra III, 2009).  In the school contexts that focus on 

achievement, students tend to experience the emotions of enjoyment and boredom 

during the process of a task (Pekrun, 1992).  Adolescents, in particular, get bored 

easily if there is no constant stimuli (Wolfe, 2010; Zarra III, 2009).  Therefore, various 

learning contexts should be provided so that adolescents have the opportunity to 

engage in the concepts and subjects they are studying, considering the effects of 

emotions on their engagement in learning activities (Hutchinson & Waters, 1987).  

Wolfe (2010) recommended activities like project-based activities, changing routines, 

having students present their understanding of content in various ways, and integrating 

their ability to use technology in learning.      

Hutchinson and Waters (1987) believed that negative emotions like anxiety 

deter learners from absorbing knowledge, especially in language learning.  Krashen 

(1982) indicated that low anxiety accelerates SLA.  He emphasized that students’ 

anxiety level should be zero to achieve better language acquisition.  However, not 

everyone is interested in a new language and will learn it just for pleasure.  In many 

countries, secondary schools are like “battle fields” for students, filled with all kinds 
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of competitions, social comparisons, and evaluations (Eccles, Midgley, & Adler, 

1984).  It is very unlikely to offer students a language learning environment with zero 

anxiety.  Even if teachers avoid creating such negative learning environments, 

students’ peers and parents will create it by themselves.  Only those who are really 

interested in new languages, or those who do not have time pressure for language 

proficiency can take their time learning for fun and without anxiety.  Because 

language teachers encounter such difficulties, they have an ongoing mission— to 

engage as many students as possible.  The addition of students’ interests to language 

learning may help draw their attention to the subject content and lower the anxiety 

level.   

Krashen’s affective filter hypothesis (1982) suggested that better motivation, 

better self-confidence, and low anxiety contribute to better language acquisition.  The 

concept of the hypothesis is that the barrier of affective filter inhibits learners from 

receiving input even if it is comprehensible for them.  English as a foreign language 

(EFL) students in many countries have to study required materials in order to pass 

important tests.  The required materials may or may not cover topics that interest 

them.  Some students probably do not have a preference for particular areas of content 

as long as they grasp the basics of the language to handle the tests.  A worse situation 

would be that students have been struggling with the basics of the language while 

suffering from test anxiety and the materials are completely dull to them.  It would 

come as no surprise if these students lose their motivation to learn the subject.   

Language learners who are better motivated can acquire language more easily.  

The motivation in school may come from positive feedback like teachers’ 
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encouragement, teachers’ or peers’ compliments, or students’ desire to earn high 

scores on tests.  In the world outside of the classroom, the motivation may come from 

the tasks that language learners want to complete, such as getting the right food they 

order, or getting the needed information for which they ask.  The positive feedback 

time after time builds learners self-esteem to make themselves more confident and 

more satisfied with their own abilities.  The sense of achievement propels language 

learners to keep trying, which motivates them to keep learning.  When the above 

conditions are met, learners’ anxiety levels may gradually decrease.  However, 

students who struggle with the basics of the language and suffer from test anxiety do 

not often obtain such positive feedback and confidence. With a little adjustment of 

used learning materials, the students with lower language proficiency may acquire 

different feedback and confidence, and those with higher language proficiency may 

obtain more joy from learning. 

Extrinsic discovery helps adolescents trigger their motivation and interests, 

especially something relevant to their world, peers, and the knowledge derived from 

education and practice (Wolfe, 2010; Zarra III, 2009).  Zarra III (2009) suggested that 

secondary teachers provide learning attached to teenagers’ lives so that learning will 

be firmly linked to their emotional centers.  Considering the emotional aspect, to lower 

language learning anxiety and decrease the affective filter of the learners in 

adolescence will be the top priority.  Dewey (1902) referred to interests as mere 

attitudes toward experiences that are likely to occur.  He believed that interests would 

not lead learners to definite achievement in spite of the excitation they bring for the 

moment.  However, it is essential to consider the process of learning first, before 
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definite achievement.  People’s mental states unavoidably have an influence on 

various behaviors and activities in daily life.  The ultimate achievement is 

accumulated by fragmented learning moments.  If the excitation for the moment helps 

learners immerse themselves in the joy of the target knowledge, this positive emotion 

will be maintained when their minds bounce back to the subject later on.   

Schunk et al. (2008) categorized interest into personal interest and situational 

interest.  Personal interest refers to the individual’s positive attitude toward a 

particular content or activity, whereas situational interest is the psychological state of 

both positive affect and increased attention to a task or activity.  Personal interest here 

seems close to Dewey’s (1902) description of interest that does not lead to definite 

achievement, and situational interest is akin to Dewey’s description of interest 

developed from familiarity and persistence.  Schunk et al. (2008) also reckoned that 

physical activity, such as making an effort and staying persistent, and mental activity, 

like exercising cognitive actions, contribute a great deal to motivation.  According to 

their interpretation, motivation may sometimes appear passive coming after these 

external activities and actions, especially when learners have not mastered certain 

content knowledge.  What EFL teachers can do to motivate students is to make use of 

students’ personal interests to arouse their situational interests.  While students are 

encouraged to keep developing what they have passion for or to explore what they are 

curious about, they can acquire the basics of the language in a more pleasant way.  

Learners need to enjoy the process of acquisition first, and then the relationship 

between the emotional and cognitive parts of learning can be established (Hutchinson 

& Waters, 1987).   
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Curriculum and Learner-Centered Approach 

Curricula are usually regarded as the guidelines of school education, with 

which teachers’ teaching should be aligned.  Glatthorn (1987) categorized curriculum 

planning into seven types.  They are the curriculum that experts recommend students 

learn, the written curriculum that states and districts approve to implement, the 

supported curriculum related to resource allocation, the taught curriculum that teachers 

deliver in the classroom, the learned curriculum based on individual school 

experiences, as well as the tested curriculum designed for classroom tests, district-

developed tests, and standardized tests.  The seventh type is the hidden curriculum, 

which is a smaller scale of course plans that teachers can flexibly adjust based on 

classroom needs.  Teachers design this type of curriculum to influence students’ 

values, perception, and behaviors.  According to Glatthorn (1987), the written, the 

supported, the taught, and the tested curricula are grouped together as intentional 

curriculum that schools assume learning should be. These are determined by layers 

and layers of choice makers in terms of what students are supposed to know and learn.  

Educators provide the ideas that they think are the most optimal for their students to 

learn and make the arrangement that they consider will lead their students to the 

brightest future.  Students may benefit from such organized comprehensive learning 

plans.  However, in following the curriculum as closely as educators may want, are 

students still concerned about what they hope to learn?  Do they pursue their own 

plans and goals? 

Among the seven types of curriculum planning (Glatthorn, 1987), only the 

hidden curriculum appears more flexible and adjustable.  Educators may take 
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advantage of the hidden curriculum and bring additional worthy aspects of learning to 

students.  Hidden curriculum includes both the constants that are difficult to change in 

schooling and the variables that are most easily affected.  The constants may appear in 

cultural beliefs of schools, the ideology of the larger society, and teachers’ authority in 

the classroom.  Students thus learn the concept, content, and skills that schools and the 

larger society expect them to learn.  Because teachers own the controlling power to 

select content, learning methods, movement, and the discourse flow in the classroom, 

they play an important role in making a difference in students’ learning approach.  The 

aspects which teachers may be able to influence in the hidden curriculum include 

organizational, social-system, and cultural variables.  For example, while test-oriented 

teaching and learning is prevalent in a school or a society, teachers should take learner 

differences into consideration, helping students maintain their innate curiosity and 

desire to learn.   Good relationships, efficient communication, mutual assistance, and 

sharing decision making among faculty and students can avail positive change in 

students’ achievement and attitude (Glatthorn, 1987).  In any case, effective educators 

will try to find their way to facilitate students’ learning while adjusting to the demands 

of required curricula and practices (Rogers, 1969).  Whether official curricula and 

teachers’ teaching methods appeal to students’ interest, all students should be guided 

to develop the ability to explore and search for learning resources that are beneficial to 

their learning needs.  Teachers are the primary agent that can create active learning 

environments and broaden the scope of student learning (Keengwe, Onchwari, & 

Onchwari, 2009).   
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Keengwe et al. (2009) believed that “teachers should provide intellectually 

powerful, learner-centered and technology-rich environments for students without 

undermining sound pedagogical practices” (p. 11).  Their point was that students 

should be guided to become effective learners, besides studying the subject matter, 

and that teachers are the vital facilitators.  This idea partly matches the major concern 

in Rogers’s (1969) Freedom to Learn.  The learner-centered approach that Rogers 

discussed originally developed from his client-centered approach in psychotherapy.  

Keengwe et al. also contended that a learner-centered approach to teaching should be 

adopted.  While Rogers emphasized learners’ central importance and their attitudes 

toward learning, Keengwe et al. suggested strategies that center around students’ 

needs, preferences, and interests, not at the expense of good pedagogical practices.  

Rogers focused more on learning rather than teaching because he found that some of 

the methods teachers had been using led to damaging results, such as making students 

become dependent, unable to trust their own experiences, and thereby stop significant 

learning.   

Dewey (1902) believed students’ experiences matter a great deal in their 

learning.  He argued that methods used to arouse learners’ interest or to make studies 

interesting would not help learners assimilate knowledge consciously and internalize 

it.  Instead, studies developed and adjusted within the scope of learners’ life 

experiences would be most beneficial for learning.  The school is a place for more 

than just learning subject matter.  It is a miniature of the society, involving order, 

competition, and interrelationships among people.  When students successfully merge 

the old experiences from their individual worlds into the boundless new experiences 
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within various fields of knowledge (Dewey, 1902), they find a comfortable position 

for themselves while learning to conform to the general social values.       

Rogers (1969) emphasized the advantages of setting students free for self-

initiated and self-reliant learning, which is experiential and participatory.  This 

meaningful and significant learning is profound and effective for students, as they 

would immerse themselves affectively and cognitively in the process because what 

they are learning is based on their needs.  Rogers also asserted that students may 

actually feel at a loss when they are given the freedom of learning the first time after 

following regulated curriculum for too long and encouraged educators to serve as 

facilitators.  In terms of teachers’ roles, they may have to spend time adjusting their 

attitudes and practices while switching from the role of controllers to that of 

facilitators.  The initial climate of self-determined learning cannot be built in a short 

time for both teachers and students.  As Rogers (1969) suggested, a teacher as a 

facilitator of learning “endeavors to recognize and accept his own limitations.  He 

realizes that he can only grant freedom to his students to the extent that he is 

comfortable in giving such freedom” (p. 166).  Meanwhile, teachers ought to 

comprehend students’ limitations as well.  Some students may still strongly rely on 

teachers’ leading and guiding at first when they have not realized how to make use of 

the freedom.  A teacher should accept students’ various needs and, as Rogers stated, 

see himself “as a flexible resource to be utilized by the group . . . [to whom] he makes 

himself available as a counselor, lecturer, and advisor” (p.165).  Eventually, students 

should be guided to take advantage of the freedom more confidently, as children dare 
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to speed up their bicycles even though they know their parents are no longer helping 

hold the bicycles. 

Rogers (1969) maintained that teachers may foster the initial climate of self-

determined learning by creating supportive and understanding conditions for students 

and placing less focus on grades.  With the support and understanding, students are 

more likely to release their potentiality and desire for learning, discovery, and 

enlargement of knowledge and experience.  If teachers want to cultivate this kind of 

suitable condition, the threat to students’ ego, particularly, had better be removed so 

that there will not be humiliation, ridicule, contempt, etc.  The prevalent culture or the 

rooted ideology in a school or a society sometimes negatively impacts students’ 

learning in the classroom.  Some students may be treated differently due to unaccepted 

behavior or poor academic performance.  Various stressors are thus generated from 

students’ social interactions and academic situations at school, especially vulnerable 

adolescents (Spear, 2010).  Dewey (1902) indicated that disciplinary actions could 

distract learners’ minds and deprive their interest in studies.  Dewey and Rogers surely 

are right about the importance of students’ concentration on learning activities.  In 

reality, however, schools have the very responsibility to guarantee students peace and 

safety on campus and must maintain discipline.  In addition, schools also have the 

duty to elevate students’ academic performance to meet the state and national 

standards.  Teachers, again, assume the essential role to reach that balance point.  

Rather than making negative remarks and displaying negative attitudes, teachers could 

show more understanding of the reasons that cause students’ misbehavior and poor 

academic performance. They may be able to discover students’ needs and provide 
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assistance and, accordingly, form the supporting and understanding conditions for 

students to learn with focus.  Students’ cognitive function could work better when the 

threat to ego is minimized (Rogers, 1969).   

In the field of language acquisition, the learner-centered approach is also 

widely researched and integrated in various aspects of language education.  Brindley’s 

learner-centered approach (as cited in Nunan, 1988) focuses on adult language 

learners.  Brindley believed it necessary that learners be responsible for the choice of 

learning objectives, content, methods, and assessment.  Nonetheless, the same amount 

of decision making could be a burden for younger language learners, especially when 

they are “beginners” of self-initiated learning.  As an experienced literacy educator, 

Cambourne (1988) suggested that learners take part of the responsibility to make 

independent decisions about their learning.  Based on her years of experience teaching 

adolescents, Lent (2006) reckoned that students, including ELLs, obtain stronger 

motivation if they are granted the opportunity to make a choice in certain parts of a 

learning task.  Furthermore, when a choice is made out of their interests, they will be 

able to overcome many challenges during the learning process.  The beginners of 

initiative-learning could start to practice autonomy by making one small choice, such 

as choosing part of their learning content that is external to the required textbooks.  

Moeller and Yu (2015) also posited that as students develop an ability to make 

personal decisions regarding learning and to accomplish learning tasks independently, 

their self-efficacy gradually grows as well.   

In their article about effective practices for adolescent English language 

learners, Cloud et al. (2011) recommended that ESL teachers’ instruction in class 
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revolve around learner-centered practices.  Because ELLs’ cultural backgrounds and 

their levels of language proficiency and literacy are different, students benefit greatly 

from personalization.  They develop expected skills and strategies to meet the 

standards from the meaningful learning experiences that teachers help to create.  This 

researcher believes that the idea will also apply to EFL classrooms in Taiwan.  

Although ELLs’ cultural backgrounds there are not as multiple as those in the United 

States, students’ varied family backgrounds shape their unique experiences 

respectively.  EFL students with different proficiency levels usually learn in the same 

classroom as well.  Therefore, EFL teachers should also try to build learner-centered 

practices on what students know and lead them to meaningful learning (Johnson, 

2011; Weinstein, 2004). 

Technology and Language Acquisition 

Development of technology has been engendering novel educational resources 

and methods.  Language education is one of the fields that benefits greatly from 

technological resources.  English learning information that is presented in audio, 

video, graphic, animated, and verbal formats may be integrated to make up an 

authentic, vivid, attractive, and multi-sensory language context. Using these kinds of 

resources can be a motivating and effective method for young learners to acquire a 

second language, especially when they do not have access to second language input in 

daily life (Sun & Dong, 2004).  The priority of using technology to assist instruction 

or learning is to make sure that the used technology is suitable for the language skill 

that is to be developed (Willetts, 1992).  Prior to the rise of the Internet, storybooks 

with CD ROMs could come alive in a CD player or on the computer.  These were 
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ideal aids in reading, writing, listening, and speaking skills that were to be developed 

in the target language.  Videos offered children the chance to develop cultural 

awareness.  Children could see how people of an unfamiliar culture dress, eat, and 

live, which raised cultural understanding.  The various novel resources inspire 

educators to devise technology-based activities to cultivate each language skill.  

However, pre-Internet technological resources were limited to the space and the 

storage capacity of used materials.  While they were useful, they are out of date 

already.   

The prevalence of the World Wide Web eliminated the boundaries between 

countries and helped deliver all forms of information to one another.  The 

continuously developing web technology has been allowing educators to offer more 

and more resources and assistance in engaging learners.  Language educators see its 

potential, including its ability to expand ELLs’ learning, to make up for limited time in 

the classroom, to create different learning experiences, and to provide alternative 

materials.  For EFL teachers in non-English-speaking countries, the Internet is an ideal 

tool through which learners may be exposed to the environment full of the target 

language.  From learners’ perspectives, web-based tools help them get the most out of 

their teachers within a personal time frame and provide them with “instruction on 

demand” by taking advantage of the interactive power (Bowers, 1995).  In addition, 

when it is not convenient for learners to reach any helper after class, the Internet 

functions as a personal advisor.  Advanced students can use it to learn beyond 

classroom materials, and students with limited proficiency can use it to obtain helpful 

resources to assist and reinforce their understanding of content materials.  The basic 
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premise is that learners need to know how they can make use of the tool to help 

themselves learn more and better.    

There have been many studies that have explored the effects of integrating 

technology into teaching and learning on learners’ language acquisition.  Some have 

adopted Vygotsky’s sociocultural theory (1986) and pinpointed the important role of 

computer and web applications in increasing opportunities of communication and 

interaction (Barr, 2012; Lin, 2014).  Some have infused social constructivism (Berger 

& Luckmann, 1967; Simina & Hamel, 2005) into teaching and learning, providing 

students learning environments where they share knowledge, develop critical thinking, 

and use relevant technologies that exist in the workplace.  Still others have stressed the 

necessity to meet learners’ needs and embrace technology, which makes the learner-

centered approach more feasible than in the traditional classroom (Huba & Freed, 

2000; Keengwe et al., 2009).  The current study is more attached to the last item, 

focusing on a learner-centered approach and Internet surfing.  With plentiful types and 

amount of information displayed on the Internet, personalized and customized learning 

resources are handily accessible.   

Studies on the use of online tools and resources have shown to have positive 

influence on language learners’ motivation and learning conditions (Miyao, 2000; 

Yamauchi, 2009; Yoon, 2012).  According to Yamauchi’s study (2009), web tools like 

online dictionaries help motivate learners to read and write in English.  Learners are 

no longer restricted to the one dictionary in hand.  They can gather as many 

interpretations of vocabulary and phrases as possible from the online dictionaries 

established by different publishers.  When they need to search for learning resources 
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in English, learners consider videos on YouTube quite interesting and engaging.  

Along with the pleasure associated with the use of the Internet, web-based activities 

combined with multi-skills tasks bring ELLs a lower-anxiety learning environment 

and decrease their affective filter, especially for those whose English proficiency is 

low and not required.  This finding from Yamauchi’s study (2009) is encouraging and 

especially important for adolescent language educators and learners.  Alternative 

materials other than paper textbooks have been gradually considered.  Yoon (2012) 

investigated the effects of an electronic book (e-book) on young EFL learners in 

Korea.  The result showed that the vocabulary knowledge of elementary school 

students increased.  Moreover, their affective factors, such as motivation and interest, 

were also elevated.  Son (2007) applied a learner-centered approach and examined 

how EFL students’ use of the web influenced their language learning in an English 

language intensive course in Australia.  The students were asked to do language 

exercises available online and complete tasks by exploiting web resources.  They 

considered the learning activities very beneficial for their language learning.  A pilot 

study conducted by Tseng and Florence (2014) showed different results.  They found 

that high school students in Taiwan had not embraced web-based language learning 

activities, especially when the learning activities were not high-stakes and had little to 

do with their academic tests.  They were not accustomed to doing their studying on the 

computers or reading the e-book, which caused them inconvenience and discomfort.  

Teachers and textbooks are still the primary source of knowledge.  There is still a 

great deal for educators in Taiwan to work on in terms of how to adjust the design of 

alternative learning and help learners cultivate lifelong learning habits and skills. 
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While textbooks are still in an unshakable position for many teachers and 

students, some language educators abandon the use of textbooks and choose resources 

that provide authentic contexts (Moeller & Yu, 2015).  Technology provides students 

with a particular opportunity for language exploration (Afanador, 1996). Students can 

easily access authentic texts, media, and social interaction through the Internet to learn 

more about the target language and its culture (Krashen, 2007, 2011; Moeller & Yu, 

2015).  It would be valuable for students to form a habit to learn from these 

meaningful resources other than textbooks.  The authentic texts and digital media 

online are especially beneficial for EFL students in non-native contexts since they 

have fewer chances to interact with native speakers.  Bahrani’s (2011) study compared 

how different language input in different contexts influenced ELLs’ oral fluency based 

on informal language learning theory.  He compared the speaking fluency of the ELLs 

who were exposed to audio/visual mass media in Iran, an EFL context, with that of the 

ELLs who were exposed to social interaction in Malaysia, an ESL context.  The 

results showed that the EFL group performed better, demonstrating that exposure to 

technology helps promote speaking fluency.  Bahrani highlighted the important role of 

social interaction in language learning but argued that ESL learners in the zone of 

proximal development (Vygotsky, 1978) might not receive sufficient and appropriate 

scaffolding through informal interaction.  On the other hand, the EFL learners might 

gain a more authentic source of language input that helps develop their speaking 

fluency since they tend to pursue goal-oriented and meaningful learning.  The 

assistance of technology helps EFL learners obtain an effective learning environment 

in the non-native contexts where social interaction with native speakers is insufficient.   
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Lack of native speakers does not imply that social interaction in the target 

language should be given up.  The advent of learning management systems (LMS) has 

brought teachers and students a platform for on-going communication in and outside 

of class.  Language teachers and ELLs are able to use the target language on this 

platform to share information and to interact with each other.  Barrs’s (2012) action 

research in Japan demonstrated that a computer-mediated communication (CMC) 

program set up in Moodle helped engage the college ELLs in the language activity and 

increased the opportunities for them to interact with one another in the target language 

outside of the classroom.  However, his study did not show whether such a program 

would help to improve learners’ English proficiency.  The themes for discussion in the 

program aimed to facilitate the learners’ participation in using the target language.  

Feedback on language error might not be offered frequently or consistently in such 

learning conditions (Lightbown & Spada, 2006) because error correction is not the 

purpose of utilizing the program in an LMS.  Instead, the main objective is to increase 

learners’ participation in practicing the target language.   

Lin’s (2014) meta-analysis of 59 quasi-experimental studies indicated that 

either asynchronous or synchronous interaction among peers would help engage 

learners.  In addition, Lin explained that the CMC setting works better for low 

proficiency learners in particular, and thus potentially helps close the gap between 

learners with high and low proficiency.  It seems safe to say that the platform of an 

LMS has lowered the anxiety of low proficiency learners because they are aware that 

their language performance w not be judged so strictly as in a test.  They can heartily 

learn the language by bravely making mistakes.         
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Despite the facilitative aspects of multimedia- or technology-based 

environments in second language learning, there are studies that have identified 

drawbacks of such learning environments.  Many scholars believe that learners would 

be attracted by the diversity of information in a multimedia environment, which might 

lead to the problem of wandering attention (Dias & Sousa, 1997; Jacobson, 1996).  

Baltova (1994) found in her study that the rich clues in the multi-sensory environment 

might benefit learners with high capability but disturb and distract inefficient learners.  

These difficulties might hinder the effectiveness of second language learning in a 

multimedia environment.  This is indeed a concern of many school teachers and 

parents as students tend to use technology and the Internet mainly for entertainment 

and socializing with friends.  However, they should be guided to realize the delight of 

learning at leisure using the multimedia or other resources that interest them.  Thus, 

learning support elements ought to be offered to help learners deal with the difficulties 

and can be embedded into a learning environment by exploiting the advantages of 

multimedia computers.   

Other problems have also been pointed out regarding teachers’ and students’ 

use of technology.  Timucin (2006) inferred that there is a gap between the available 

literature on the use of computers and technology and the actual implementation 

process in EFL contexts.  Technology does not allow teachers who utilize it to have 

more free time at all.  Many have to spend more time learning the different types of 

technology by themselves.  There are also some students who do not like the computer 

(Rattner, 1996).  A few students say the computer screen makes their head ache.  

Others are intimidated by the computer in trying to remember function keys or figure 
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out function tabs on the webpage.  It disturbs their concentration to learn English.  

Tseng and Florence (2014) also found in their study that high school students in 

Taiwan are not accustomed to studying on computers or reading e-books.  As a result, 

this causes them inconvenience and discomfort.  Despite these negative opinions about 

using technology, the new generations are born into the digital era.  The ability to 

handle digital information is also required more and more in work places.  Teachers 

must keep themselves updated with new technology in order to educate next 

generations.  Students also need to overcome their fossilized learning habits and 

welcome various types of resources to prepare themselves for the future.  Although 

many drawbacks of technology exist, it does not mean technology should be 

dismissed.  It is obviously not going to go away.  While companies continue to work 

on improving their products, users likewise should improve their capability to cope 

with changes and fit in the new world.   

There is no doubt that the advent of the computer and its relevant technology 

have inspired some rethinking of— and innovative approaches to— traditional models 

of language teaching and learning (Davidson & Tomic, 1994).  Others strongly argue 

that new technologies may offer a panacea for EFL teaching problems, such as lack of 

motivation and meaningful learning environments, authentic language input, and 

opportunities for real-life communication (Richards & Rodgers, 1986).  As stated in 

Bruder (1992) regarding school reform, “Technology in and of itself is not a solution 

to our educational problems . . . But it is an essential part.” (p.22).  Perhaps technology 

and the multimedia need to be perceived as tools for a whole language development 

experience, not as independent language-producing devices.  That is to say, computers 
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and multimedia tools are supposed to be used in conjunction with other language arts 

activities to provide a complete learning experience.  In spite of the importance of 

technology, it cannot stand alone as the solution for school reform (Afanador, 1996). 

Zhong and Shen (2002) examined two multimedia secondary EFL classrooms 

and found that the instructional approaches in the Chinese EFL class are yet to be 

informed or revolutionized by a changed concept of teaching.  The integration of 

technology has only transformed the physical appearance of the English classroom.  In 

addition, teaching or classroom practice follows the same procedure as it has for 

decades or even centuries in China.  Language tasks are so organized that smooth 

delivery of what has been prepared is ensured.  The teacher still has a central role to 

play to remain in control of the class and to deliver more effectively a “prepacked 

information kit” through an electronic blackboard and digital exercise books.  

Technology, which has not influenced the ecology of the classroom or the established 

patterns of behavior of both teachers and students, serves obviously as an add-on or a 

magic wand for the teacher-magician to present teaching materials in electronic garb.  

The process of teaching and learning has remained unchanged within the traditional 

model in the computerized environment.  Within such an instructional and learning 

framework, the role of the teacher has been clearly defined and reinforced.  It is 

perhaps just that the role embedded in the traditional culture and educational system 

needs to be redefined.  An alternative argument suggests that pedagogical changes 

would only take place with a changed perception of the process of teaching and 

learning.   
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If educators provide learners the opportunity to take advantage of the Internet 

and give appropriate guidance, an active and learner-centered learning environment 

will be gradually formed (Huba & Freed, 2000; Keengwe et al., 2009).  In the field of 

language education, many studies have demonstrated the advantages of integrating 

technology into language teaching and learning.  For example, using computers and 

the web is one way to motivate language learners to learn actively and independently 

(Miyao, 2000); a computer-mediated communication program fosters target language 

use outside of the classroom (Barrs, 2012); and language projects with information-

seeking activities on the Internet enhance students’ language learning (Peters, 

Weinberg, Sarma, & Frankoff, 2011).  

Free Voluntary Reading/Surfing 

One of the foremost scholars in the area of language acquisition, Krashen 

(1993), has been emphasizing the importance of reading and students’ having easy 

access to books since the pre-Internet period.  He has proposed free voluntary reading 

(FVR) and defined it as  

reading because you want to.  For school-age children, FVR means no book 

report, no questions at the end of the chapter, and no looking up every 

vocabulary word.  FVR means putting down a book you don’t like and 

choosing another one instead. (Krashen, 1993, p. x)   

Krashen’s point was to make reading a complete leisure and pleasant activity.  

Whereas this kind of reading is entirely plausible and worth encouraging, it is difficult 

for many educators not to probe into how well students comprehend the readings and 

what they have learned from them.        
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Krashen (2004) provided evidence for the benefits of FVR from various 

research studies in The Power of Reading.  The results from both in-school and out-of-

school FVR studies showed that those who read voluntarily and extensively have 

better performance on their reading comprehension, writing, spelling, vocabulary size, 

and control of grammatical constructions.  Krashen believed that FVR benefits not 

only first language acquisition but also second or foreign language acquisition.  He 

mentioned three FVR programs conducted in school settings.  One is sustained silent 

reading, which both teachers and students do together for a short time every day.  

Another program is self-selected reading, which involves teachers’ discussion with 

students regarding the content students read.  The other is extensive reading, which 

includes a minimal amount of accountability, like summarizing the content of 

readings.  Among the three programs, self-selected reading and extensive reading 

include after-reading activities that prompt students’ thinking and examine their 

comprehension.  For educators who have the responsibility to elevate students’ 

literacy and prepare them for tests, these two reading programs help accomplish two 

goals.  First, they provide teachers with the assurance that students are learning and 

developing literacy competence.  Second, they provide a sense of relief because 

teachers will not need to worry so much about the out-of-control reading activities that 

are not accompanied by after-reading questions or reports.   

When the Internet era began, Krashen (2007) extended the power of “free 

voluntary reading” to “free voluntary web-surfing” (FVS).  He believed that the 

computer and the Internet are optimal tools for students to access authentic texts and 

sources of comprehensible input.  By taking advantage of the web-technology, ELLs 
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can select their own reading and read simply for pleasure.  Krashen was right about 

the variety of resources that the Internet can offer.  Many educational institutes, 

including professionals or educators of different expertise, and the media provide a 

large amount of free and updated information in different formats, such as texts, 

photographs, illustrations, audios and videos.  These various formats of resources 

allow ELLs to receive different input and comprehend the information more fully.  

ELLs may read in different ways and also develop their other language skills like 

listening at the same time.  Seeing the above benefits, the researcher intends to 

encourage EFL students to learn in unconventional ways and take advantage of the 

multiple types of English learning resources online.       

With time, Krashen’s (2011) dedication to this pursuit of pleasant reading has 

continued to grow.  Krashen further pointed out that once ELLs self-select their 

resources and read for their specific interests, they will be doing narrow reading.  He 

defined narrow reading as “focusing on one topic, author, or genre, according to the 

reader’s interests, and gradually expanding the range of what is read over time” (p.71).  

Through narrow reading, ELLs are exposed to the common language of the selected 

topic or genre and acquire a large amount of syntax and vocabulary that also occur in 

other topics or genres along with their deep reading.  This is a suitable type of reading 

for ELLs who are not interested in learning from textbooks.  With Krashen’s ideas 

helping support the research design, the current study provided students with the 

opportunity to choose topics of their interests.  The vocabulary, phrases, grammar, and 

structures they learn from self-selected readings must be included in textbooks as well, 

but they can acquire the same knowledge from what they enjoy better.  The 11th-grade 
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students provide an example from this study.  Some of them opted to study traveling 

and learn the procedures of how to plan for a trip.  Their focus was quite narrow as 

they sought experts on YouTube or other related websites.  However, many words, 

phrases, and structures are in common use.  Krashen maintained that many EFL 

students had not experienced free voluntary surfing since it had not been mentioned at 

school.  He stressed the importance of introducing learning alternatives, such as FVS, 

to English language learners, especially EFL students.  In so doing, they can acquire 

the target language in a different way and develop their own personal theories 

regarding language acquisition and literacy development. 

As readers know, Krashen’s contributions to the topic of language acquisition 

and literacy studies are extensive in this field.  In a case study that he and a colleague 

conducted (Cho & Krashen, 2002), a mother wanted to develop her teenagers’ reading 

habits.  One of the teenagers was an eighth grader and the other was a ninth grader.  

She first tried assigning readings and asking her children to do after-reading exercises 

and take tests.  However, she realized very soon that it was only by providing her 

children an opportunity to self-select readings that they truly fell in love with reading 

and showed remarkable improvement in their literacy.  The two teenagers hated 

memorizing vocabulary for tests and being forced to read what they were not 

interested in and not able to understand, as can be seen with many adolescents.  

Adolescents are at the stage when they want more control over their life (Eccles et al., 

1993), so it is important that adults sometimes try to trust teenagers’ choices as to 

what is most suitable for them.  If adults always require teenagers to complete certain 

tasks by force, teenagers may end up resisting the tasks more and more.  In addition, 
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adolescents have a variety of interests.  Some have interests in music and may want to 

learn how to play the guitar.  Some are interested in nature and may want to learn 

about different species on earth.  A required textbook or assigned learning materials 

will not be able to satisfy all their preferences.  Therefore, the current study granted 

adolescents some autonomy and allowed them to choose part of their learning 

materials that interested them.      

The case study conducted by Cho and Krashen (2002) also involved a caring 

mother who was willing to invest money regularly in her children’s self-selected 

readings every month, but this one case did not imply that other families could afford 

to do the same.  Even though schools usually offer students many resources, it may 

still be difficult for school libraries to satisfy all the students’ preferences and provide 

enough varieties of readings for them.  Krashen (1993) advocated 20 years ago for 

more access to books at home and in libraries, which he argued would lead to more 

reading and better literacy development.  The access to the Internet nowadays also 

influences students’ learning to a certain level.  In a longitudinal field study conducted 

by Jackson et al. (2006), the results showed that children who used the Internet more 

had better performance in reading achievement and higher GPAs.  The authors 

speculated that these children read more while searching online for information to 

finish school projects or for personal hobbies.  On the Internet today, students can find 

many websites that match their interests or hobbies such as sports, pop stars, travel, 

and so on.  The available resources are limitless.  The easy access to the right type of 

materials will presumably increase adolescents’ motivation and, therefore, their 

learning can occur accordingly.     
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Once students recognize their preferences and advantageous access to them, 

both the preferences and access can be utilized as ways to learn a subject such as the 

English language.  Some scholars are encouraged by the positive evidence of FVR that 

Krashen provided and thus conduct research about the influence of pleasant reading on 

language acquisition using the web-technology.  Some studies suggest that motivation 

comes along easily and naturally in this way of learning.  For example, Cho and Kim 

(2004) replicated studies about recreational reading in foreign language education and 

found that Internet reading helped the EFL students in Korea perform better in reading 

and writing and positively influenced their attitude.  Although the Internet reading 

group had to select their readings from a list of 250 storybook websites and only spent 

40 minutes per week reading storybooks, the effects were impressive and encouraging.  

Velandia, Torres, and Ali (2012) explored 21 EFL students’ interests towards reading 

when using web-based reading activities, the impact of using these activities as a 

classroom resource, and the extent to which these activities promote reading among 

the students.  The web-based activities were developed according to the 10th graders’ 

interests and the reading problems were identified through questionnaires beforehand.  

Although the actual improvement of the ELLs’ reading comprehension was not 

measured in this study, the students reported that the materials on the web provided 

them with a new way to access more knowledge that interested them and, thus, their 

motivation to read was elevated.  The evidences above show that access to abundant 

resources online and the opportunity to learn for pleasure are essential and beneficial 

for both younger and older ELLs.  Adults ought to respect students’ interests and 

permit these interests to be part of educational practices.       
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The researcher has taken the traits of adolescents into account and 

implemented an English learning project, which gave precedence to ELLs’ different 

preferences for different extended learning materials.  The study aimed to encourage 

EFL students to experience FVS, which exposed them to substantial input in the target 

language.  They may have simply read texts in an article, read the lyrics of a song, or 

read the subtitles in a movie.  They may have focused only on listening, so they 

simply listened to a song without looking at the lyrics, listened to a conversation 

without reading the scripts, or watched a video or a movie without reading the 

subtitles.  According to Krashen (2004), the spirit of FVR is reading simply for 

pleasure without any testing and book reports.  He believed that the same spirit must 

be maintained in his FVS theory— learning the language by surfing on the Internet 

without accountability.  However, in order for the researcher and the teachers to 

monitor what students learned from the Internet, a limited amount of accountability 

was necessary when students have completed the FVS learning activities. 

As Paulson (2006) stated regarding self-selected reading, “Students who read 

only what is necessary for class, and do not read for choice, usually do not improve as 

effective and efficient readers” (p.56).  He pointed out an important educational goal 

of self-selected reading— to create lifelong readers.  Likewise, self-selected learning 

resources could possibly turn students into lifelong learners.  Students will finally 

leave the school one day.  From then on, they will no longer study for school grades, 

but they will still need to learn to solve life issues.  Without any assigned textbooks, 

they will need to locate the right type of resources and know how to make use of them.  

Although the current study was centered on learning English language by self-
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selecting online resources, there was the broader picture in which students would 

develop lifelong learning skills, reflect on their own needs at different life stages, and 

create their wanted experiences throughout their lives. 

Summary 

Motivation, affect, curriculum and technology are the four aspects that the 

researcher looked into to choose learner-centered approach and free voluntary Internet 

surfing as the theoretical framework of the study.  Learning materials, educational 

contexts, ELLs’ individual differences, and their attitudes toward English-speaking 

cultural groups are all factors that influence ELLs’ motivation to learn.  Therefore, 

Gardner (2010) suggested that motivation in second or foreign language acquisition 

should be measured with more than one scale.   

When working with adolescent ELLs, language educators should consider the 

impact of the affect on students’ learning.  Allowing students to have an opportunity to 

make a choice for part of the learning activities helps motivate them to learn because 

their desire to control part of their lives is ascending during this phase.  Creating a 

lower anxiety environment also helps decrease ELLs’ negative emotions and lower 

their affective filter (Krashen, 1982).  These practices can be done within a hidden 

curriculum, where classroom teachers adjust their teaching methods flexibly based on 

students’ needs and development.  Technology is a handy tool to facilitate the 

practices.  It is not only easy to access but also full of various authentic English 

resources that ELLs can take advantage of to acquire the language and its culture.   

    ELLs in a classroom usually come from different cultural backgrounds and 

have different levels of English proficiency.  Therefore, they will benefit a great deal 
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from the learner-centered approach.  When they search online and choose part of their 

learning materials based on their own interests, they will be learning for pleasure.  

Their motivation to learn English and their English proficiency are very likely to 

increase accordingly.   
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CHAPTER III 

METHODOLOGY 

Using a mixed methods embedded intervention design, this study sought to 

examine the effects of using self-selected Internet resources to learn English in the 

context of students’ specific interests on student motivation, English proficiency, and 

performance during the learning process.  This chapter provides details regarding the 

rationale for using mixed methods, the participants, and the instruments utilized to 

collect data.  Additionally, the rationale for the learning tasks, data collection 

procedures, and data analysis methods are discussed. 

Research Design 

When it comes to the topic of research philosophy, the proponents of different 

“worldviews,” which are often referred to as “paradigms,” certainly embrace the 

methods that can best present their inquiries and fit into their beliefs or assumptions 

(Guba & Lincoln, 2008).  Some researchers pursue evidence derived from numbers 

(quantitative data), and others insist on in-depth inquiry within a particular context 

(qualitative data).  No matter which type of data one supports, people cannot get away 

from either of them (Creswell & Plano Clark, 2011).  The real world is composed of 

complex matter which generates endless questions.  It would be unrealistic to think 

that one particular type of method or data is always better than another.  Similarly, it 

would be also impractical to consider that one type of method or data could be used to 

answer all the questions.  A mixed methods approach was used in this study because it 

allows scholars to freely utilize a variety of means to collect data to answer the 

research questions (Bryman, 2006; Creswell & Plano Clark, 2011).  This variety in 
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conducting research is similar to the variation in how people understand the world, 

including the use of both number and words, thinking from various perspectives, 

observing activities, recording important messages, and so on.  Mixed methods 

research suits the need of applied practices well because both quantitative and 

qualitative forms of data are essential for the stakeholders to understand what works 

and what does not.  The orientation toward practice in this study reflects the 

worldview of pragmatism (Creswell & Plano Clark, 2011; Tashakkori & Teddlie, 

2010).      

  The study aimed to provide an opportunity for the students to learn for 

pleasure.  To avoid interrupting and interfering with the school’s conventional practice 

of education and the students’ official curriculum, the trial of the alternative learning 

approach was implemented as an extended learning project outside the students’ class 

time.  The researcher hypothesized that the use of self-selected Internet resources 

would be beneficial, so the study sought to obtain evidence to verify the impact of the 

learning project on students’ motivation and English proficiency.  The implementation 

of the learning project raised three research questions with distinct focuses.  This study 

used a mixed methods embedded intervention design, in which quantitative and 

qualitative data were utilized to answer the different research questions.   

The quantitative data obtained from the quasi-experimental intervention were 

used to test the hypothesis that interest-based web-surfing positively influences 

English language learners’ (ELLs’) motivation and their English proficiency, 

particularly in non-native contexts (Krashen, 2007).  Qualitative data were collected 

during and after the web surfing for the purpose of examining the intervention process 
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and exploring responses to participation in the learning project (Creswell & Plano 

Clark, 2011).  A visual model of data procedures and products is presented in Figure 

1, which is the diagram of QUAN (+ qual) mixed methods procedures.  This figure 

illustrates the procedures and products of concurrent data collection and analysis in 

embedded mixed methods quasi-experimental intervention design.    

 

Figure 1: The study’s mixed methods phases, procedures, and products.  

 

Participants 

The study adopted purposive sampling (Erlandson, Harris, Skipper, & Allen, 

1993).  The target group was comprised of English as a foreign language (EFL) high 

school students and EFL educators.  The selected high school is located in Southern 

Taiwan where all the students are ELLs.  After obtaining the principal’s consent, the 

researcher contacted the non-native, English-speaking teacher (NNEST) who agreed 

to participate in the study.  The teacher sent an information sheet home with the 
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students for their parents.  The information sheet provided a description of the study 

and the web link to the learning management system (LMS) where the study took 

place.  The researcher also emailed potential native English-speaking teachers 

(NESTs), experienced English as a second language (ESL)/EFL instructors at a U.S. 

university to participate in the study.     

The participants who signed the consent and assent forms to be involved in this 

study were 16 high school students in Southern Taiwan, one NNEST in Taiwan, and 

one NEST in the United States.  The students, two males and 14 females, were 11th 

graders, and their average age was 16.3 years.  By the time the study started, they had 

studied English, ranging from 7-12 years.  There were 11 students whose first 

language was Chinese, one student whose first language was Taiwanese, and four 

students who reported Chinese and Taiwanese as their first languages. Among all the 

students who participated in the study, only four of them had international experience.  

One student had studied in the United States for 2 years, one had studied in a language 

school in New Zealand during a vacation, and two others had traveled to Australia and 

Japan on vacation with their families.      

The students were separated into two groups based on their preferred learning 

materials for the extended English learning project.  Those who chose to use self-

selected online resources formed the Self-Selected (SS) group, and those who chose to 

use teacher-assigned materials constituted the Teacher-Assigned (TA) group.  Table 1 

shows the student demographics for the two groups, including gender, average years 

of learning English, first language(s), and the dominant language they used at home. 

Although the pool of student participants was 16, only 13 of them participated to the 
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end of the study. Of those who discontinued their participation, one took the pre-test 

and pre-intervention survey prior to withdrawing, one dropped out before the learning 

project started, and the other dropped out after finishing the first assignment.  

Table 1: Student Demographics 

Group Gender 

Average 

Years of 

English First Language(s) 

Language 

Spoken at Home 

 Male Female  Chinese Taiwanese Both Chinese Taiwanese 

SS 1 6 8.9 6  1 6 1 

TA 1 5 10 3 1 2 4 2 

 

The NNEST and the NEST collaborated to facilitate the learning project in this 

study.  The NNEST was a female English teacher who carried out and facilitated the 

project in Taiwan.  She taught the participants’ class and had face-to-face contact with 

the students at school.  She had been a high school English teacher in Taiwan for 7 

years and had earned a master’s degree in England.  She self-reported that 

approximately 80% of the English courses of the participants’ class were taught in the 

target language, English.  She and the other English teachers of the class primarily 

used the grammar-translation approach1 and sometimes communicative language 

teaching.2  Over all, instructor-centered teaching methods were the mainstays of 

English education in this high school.   

                                                 
1 Grammar-translation approach is a method used to teach a second or foreign language.  The major teaching and learning 
activities are translation and grammar study (Richard & Schmidt, 2013). 
2 Communicative language teaching (CLT) is used to develop learners’ communicative competence (Richards & Rodgers, 2004).  
The purpose of the teaching and learning activities is to promote meaningful and authentic language use (Littlewood, 1981). 
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The NEST in the study was a male from Texas, and he worked on the project 

from the United States, using the Internet to communicate with the students and the 

NNEST in Taiwan.  He was a part-time instructor and teaching assistant in the 

Department of Applied Linguistics at a university in the United States.  He had 14 

years experience teaching EFL in Asia and had taught ESL for over two years in the 

United States.  The NEST had never met the students but had been invited to be the 

co-instructor to increase the participants’ instrumental needs of learning English.  In 

addition, the NEST also helped address some possible issues of language use and 

cultural variation and provided feedback from a native-speaker’s perspective.  He 

participated in the study and worked on the project from the United States with the 

NNEST and the students in Taiwan through the Internet.  The LMS enabled both the 

NNEST and the NEST to post new assignments and announcements, provide feedback 

and send messages to the students when necessary. 

Instruments 

The embedded design of this study required the use of instruments for 

quantitative data collection, and qualitative data supported the quantitative data 

(Creswell, 2002; Creswell & Plano Clark, 2011).  The instruments used for 

quantitative data collection (i.e., a pre-test, a pre-intervention survey, a post-test, and a 

post-intervention survey) generated numeric data.  The instruments used for 

qualitative data collection included an online learning LMS and questionnaires with 

open-ended questions, and the researcher observed the activities on the LMS and 

documented various aspects of those in her journal.   
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Instruments for Quantitative Data 

The measurement used before and after intervention was a survey on 

motivation and attitudes.  The items in the survey were selected from the English-

language version of the Attitude/Motivation Test Battery (AMTB) designed by 

Gardner (2004), which was created for secondary school students studying EFL.  

Gardner’s AMTB has been used in many quantitative studies in which different 

affective components influencing second language and foreign language learning were 

examined (Gardner & Lambert, 1972; Hashwani, 2008; Kristmanson, 2000; Masgoret 

& Gardner, 2003).  Therefore, the established validity and reliability make the AMTB 

an appropriate measure to scrutinize the students’ attitudes and motivation toward 

learning English.  Only 70 of the original 104 items were used in this present study.  

The items of the original survey that were excluded either did not fit the purpose of the 

study or did not apply to the student participants.  The selected items were used to 

gauge the students’ attitudes toward the learning situation (11 items), motivational 

intensity and attitudes toward learning the language (22 items), language class and use 

anxiety (20 items), instrumental orientation (5 items), and integrativeness (12 items).  

The students were asked to rate each item statement on a 6-point Likert scale to match 

their level of agreement.    

The measurement used in the pre- and post-testing was the General English 

Proficiency Test (GEPT) developed by the Language Training and Testing Center 

(LTTC, 2014) in Taiwan.  The GEPT was chosen over the other English tests because 

it has been widely circulated and used since 2000, and its rubrics more clearly 

distinguish learners’ proficiency levels.  In addition, its test design is aligned with the 



Texas Tech University, Wan-Chun Tseng, May 2017 

59 

culture, the society, and the framework of English education in Taiwan.  The GEPT 

targets all levels of proficiencies of ELLs, namely, elementary, intermediate, high-

intermediate, advanced, and superior.  Except for the superior level, administered upon 

request, each of the other four levels is administered in two stages.  Listening and 

reading skills are tested in the first stage, and once the examinees have passed the first 

stage, they can continue to take the speaking and writing tests in the second stage 

(LTTC, 2014).  The tests published by LTTC have high validity and reliability 

because they have been pilot tested, and millions of English learners have taken the 

GEPT since 2000.  The GEPT used in this study was the first stage of the intermediate 

level, a listening test and a reading test.  The items in the listening test were all 

multiple choice, among which participants were asked to select one based on the 

picture descriptions, questions, and conversations in the recordings.  The items in the 

reading test were all multiple choice as well, and participants were asked to select 

missing words to complete sentences, match meanings to paragraphs, or demonstrate 

their understanding of articles.  The instructions were written in Chinese, so that the 

participants could completely understand how to take the tests and answer the 

questions.  Two different tests of the same proficiency level were used for the pre-test 

and the post-test (Appendix B). 

Instruments for Qualitative Data 

The tool used by the researcher to capture and store the participants’ posts 

related to the assigned learning tasks was an online LMS called Schoology, in which 

teachers can set up a classroom network to update their status, share information and 

media resources, post assignments and quizzes, and send asynchronous messages to 
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students (Manning et al., 2011).  There are four reasons why Schoology was chosen 

for the current study.  First, it is an LMS in English, and by using this platform, 

participants would be immersed in the language.  Second, its basic management and 

administrative features are free, and there was no cost for the researcher and the 

participants to utilize this platform in the learning project.  Third, at the time of 

writing, Schoology was ranked the fifth most popular LMS software (Barrish, 2014), 

and the high ranking was an indication of its quality and reliability.  In addition, this 

LMS was flexible and easy to operate.   

While observing the participants’ activities and interactions on the LMS, the 

researcher served as a human instrument of qualitative data collection.  Erlandson et 

al. (1993) claimed that human senses, intuition, thoughts, feelings, even experiences 

can all serve as optimal instruments used to collect and analyze data from participants, 

from which themes and theories could be extracted and developed.  Angrosino (2005) 

also emphasized the importance of interpreting human actions in situational contexts.  

Observations are the best approach to bring this about, and every human interaction 

during the process of the learning project would be worth observing.  As Erlandson et 

al. (1993) and Beuving and Vries (2015) pointed out, nothing is too trivial or 

unimportant to be observed.  Therefore, the researcher kept a reflexive journal to 

record what was observed throughout the learning project. 

At the end of the learning project, two open-ended questionnaires were used to 

gather the participants’ attitudes and opinions of the learning project.  One was for the 

teachers (Appendix C), and the other was for the focus group of students (Appendix 

D).  The use of the questionnaires was ideal, as the researcher and the participants 
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were an ocean and 14 time zones apart.  Furthermore, the participants preferred the 

questionnaire to an interview because the former allowed them more time to ponder 

their responses.  In addition, they felt less stressed and more relaxed with the 

questionnaire, while a face-to-face interview might have caused some anxiety. 

Procedures and Data Collection 

After all the consent and assent forms were received, the students were asked 

to click the link posted in the LMS to complete the online Qualtrics survey on 

motivation and attitudes adapted from the AMTB (Gardner, 2004) outside of class 

time.  Their responses were recorded in Qualtrics right after they completed the 

questionnaire.  After completing the survey, they took the GEPT presented through the 

LMS, which consisted of intermediate listening and reading comprehension tests.  The 

reading test lasted 45 minutes, and the listening test lasted 30 minutes, and the 

researcher downloaded the participants’ scores on both tests from the LMS.   

After completing the pre-intervention survey (AMTB; Gardner, 2004) and the 

pre-test (GEPT; LTTC, 2014), the students were asked to choose the approach they 

preferred for the English learning project: the self-selected approach (SS group) or the 

teacher-assigned approach (TA group).  The SS group chose their own online learning 

resources as their supplementary materials, and the TA group used the supplementary 

materials selected by their teacher, the NNEST, which were the typical supplementary 

materials often used in Taiwan.  The teacher-assigned materials consisted of articles 

from an English learning monthly magazine that was popular in Taiwan.  No changes 

were made to the official curriculum, as the tasks related to the learning project were 

completed outside of class.  The students of the SS group explored one or two topics 
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of interest in which they wanted to learn English throughout the English learning 

project.  The areas could be related to their hobbies, an academic subject they love, or 

a future career they want to pursue.  They were asked to look for their learning 

resources online, and choose two that would help them improve their English listening 

skills and two that would be beneficial for their English reading skills.  

The students in both groups were assigned the same types of tasks based on the 

supplementary materials they used, and the NNEST and the NEST facilitated the 

English learning project in the LMS by providing feedback on the posted work and 

interacting with the students.  The researcher also observed all the related learning 

activities in the LMS.  The participants were allowed up to one month to complete the 

learning project, and during that process, the teachers were permitted to slightly adjust 

the time range based on the participants’ needs and performance.  The participants’ 

posts in the LMS were observed by the researcher, who also examined their 

assignments. 

After finishing the English learning project, the students completed the survey 

on motivation and attitudes again as the post-intervention survey.  Then they took 

another GEPT of the same level online as the post-test.  The students in the SS group 

completed an open-ended questionnaire online about the process and offered their 

opinions about the approach they chose.  The NNEST and the NEST also completed 

an open-ended online questionnaire to capture their opinions about the process of 

facilitating the English learning project.  Both questionnaires were created in 

Qualtrics, and the responses were aggregated anonymously. 
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Rationale for Learning Tasks 

This English learning project was designed to extend students’ target language 

learning beyond the classroom.  While the students were allowed to choose whether 

they wanted to use teacher-assigned materials or select their own online materials to 

supplement their school studies, the researcher assumed that both types of materials 

would augment the students’ learning of English because they offer the students 

comprehensible input (Krashen, 1985, 2004).  The content given to the TA group 

adopted modified language to accommodate the learners’ proficiency level.  On the 

other hand, the researcher assumed that the students who opted to choose their own 

online resources would make their selection based on the language level used in the 

resources.  Krashen (1989, 2004) claimed that the more comprehensible input learners 

receive, the better they acquire the target language.  However, there was concern that 

learners could understand the message without analyzing the syntax and grammar of 

the desired language.  Failure to do so would inhibit the learner’s ability to accurately 

use the target language in oral or written communication, but it would not inhibit the 

learner’s comprehension of the meaning (Nowbakht & Shahnazari, 2015; Swain, 

1985).  In order for the NNEST and the NEST to understand how well the students 

acquired the language and information from the materials, they needed to examine the 

students’ output. 

Multiple-choice questions are the most common way to examine learners’ 

comprehension of reading and listening content.  Therefore, the GEPT consisted of 

only multiple-choice items.  However, the extended English learning project was 

designed to increase students’ opportunities to do more than select answers. As Swain 
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(1985) and Nowbakht and Shahnazari (2015) emphasized, the necessity of requiring 

learners to communicate their comprehension of the reading and listening content, 

thereby, affords them the chance to test out their learned expressions, use their 

linguistic resources meaningfully, and move from semantic processing to syntactic 

processing.   

The items in the Intermediate GEPT reading section assessed students’ 

grammar, vocabulary, and reading comprehension, and the items in the listening 

section mainly assessed their listening comprehension (Wu, 2012).  The items in the 

reading section of the Intermediate GEPT were designed to measure ELLs’ knowledge 

of grammatical forms as well as their understanding of semantic meaning, literal 

meaning, and pragmatic meaning, while the items in the listening section were 

designed to measure ELLs’ comprehension of literal and pragmatic meaning (Liao, 

2009).  Not wanting the students merely to familiarize themselves mechanically with 

the format of the test, as is typically done in the classroom, the researcher hoped that 

the tasks in this learning project would push the students to expend more mental effort 

to process the language deeply.  The process of writing the target language allowed the 

students to identify their linguistic problems, trigger their cognitive activity, and 

develop their syntax and morphology (Nowbakht & Shahnazari, 2015; Swain, 1995).   

The tasks in the learning project focused on writing.  Niu (2009) discovered 

that language learners pay more attention to grammar, sentence structure, and sentence 

connection in writing tasks.  Writing is often emphasized as efficient assessment of 

comprehension in non-native contexts.  Additionally, writing is useful to help develop 

language proficiency and achieve a language learner’s goals, but writing is not 
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essential to their everyday survival (Leki, 2009).  Manchón (2011) argued that printed 

words have more influence on foreign-language learners’ learning experience than 

oral expressions do.  Furthermore, writing tasks promote the most acknowledged 

student outcomes because writing is required and assessed by high-stakes tests.  When 

a learning task is relevant to the student’s life and preferred experience, then the 

student will be more likely to consider it worth doing.  Among various writing tasks, 

the researcher opted for summary construction as the major task in the extended 

learning project.  According to Byrnes (2011), 

Summary writing offers a near-unique window for tracing an author’s 

meaning-making in composing because these meanings are bounded by the 

requirement of the genre to express, in factually correct and textually 

economical ways, the “pre-existing” meanings conveyed in the source text. (p. 

144)  

In the task of summary construction, it was assumed that the students would 

try to convey the central meaning with the key expressions that they noticed in the 

content.  The SS group was asked to summarize in writing the content they chose to 

read and listened to, while the TA group was asked to summarize in writing the 

content the NNEST assigned to them.  The students were also asked to self-check the 

sentence structure after completing the summary―to identify the subject and the main 

verb group.  They were instructed to list each of the sentences they wrote, underline 

the subject group, and bold the main verb group.  This step aimed to lead the students 

to examine how they combined the words into larger chunks and shaped the 
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meaningful structure into a complete sentence.  Humphrey, Droga, and Feez (2012) 

supported the argument that identifying the functions of the subject and the verb group 

allows learners to detect their difficulties with sentence structure.  Based on the 

concept of “building blocks,” Humphrey et al. (2012) suggested that students be 

required to point out the two major functional “groups,” which are expandable and 

play significant roles in terms of meaning.  The process of self-checking helps raise 

students’ awareness of the basic constituents of a sentence, allowing them to shift the 

implicit and unconscious language use to conscious control of language use and 

choice (Knapp & Watkins, 2005).  During the process of formatively assessing student 

learning, both the NNEST and the NEST served as supporters and facilitators (Llosa, 

2011) and provided necessary feedback to the students (Black, Harrison, Lee, 

Marshall, & William, 2003). 

Learning Tasks 

As mentioned earlier, the students’ major learning tasks were summary 

writings.  In order to help them review the major concept and finish the tasks with 

minimal difficulty, the NNEST retaught her students how to write a summary in class 

before this English learning project started, and a video, titled “How to Write a 

Summary,” was embedded on the index page of the LMS.  The key points in the video 

had also been visually emphasized (see Figure 2).  Both the NNEST and the NEST 

reviewed the provided resources and instructions for learning tasks made available in 

the LMS for accuracy and comprehensibility. 
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 Figure 2: The index page with the embedded video on the LMS (Βασσάλου, 2014)  

 

The weekly tasks were posted on Mondays, and the deadlines for task 

submissions were on Sundays.  However, most of the students failed to submit their 

completed work by the deadlines, so the researcher inquired about the problem or 

difficulty through the message tool in the LMS.  The students expressed the difficulty 

they were having understanding many of the vocabulary words in the LMS and in the 

instructions posted in the LMS, and the learning tasks also appeared to be complicated 

for them and were perceived as a burden.  The students were not accustomed to the 

complexity of the required learning tasks, so many of them requested more time to 

complete their work.  According to the NNEST, the required summary writing was 
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very likely to cause some students stress since they had not had many opportunities to 

practice writing a summary in English throughout their coursework.  Due to the 

encountered problem, the pace of the learning project had to be adjusted to meet the 

students’ needs.  Therefore, no new learning task was posted during the third week, 

and the third week was the extended period of time granted to the students to complete 

their tasks from the previous two weeks.  The NNEST, the NEST, and the researcher 

also discussed the need to modify the deadlines for assignment submission in the 

second cycle of the learning project and decided to extend the deadline by one week.  

Figure 3 shows the whole process of the English learning project, which lasted 6 

weeks. 

 

    Figure 3: The modified time frame of the English learning project  
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In terms of feedback and scoring, the NNEST and the NEST came to an 

agreement to split their facilitating responsibilities throughout the learning project.  

The NNEST’s feedback focused more on the grammatical structure and she used the 

scoring tool in the LMS to provide essential quick responses and score the students’ 

submitted summaries with a rubric that was created based on the requirements in the 

instructions (Figure 4).  The NEST’s feedback targeted the content in the students’ 

summaries, and he replied to the students’ submitted work on the discussion board.   

 

  Figure 4: Scoring rubric and tool for summary writing 
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Data Analysis 

In order to examine more fully the effect of this interest-based project on the 

participants’ learning of the English language, a mixed methods was used.  The 

surveys and the tests generated quantitative data.  The students’ posts related to the 

assigned tasks, the responses in the open-ended questionnaires, and the researcher’s 

journal entries of the observations in the LMS generated qualitative data.  For the 

comparison of the results of the numerical data, the researcher contextualized the 

information based on multiple perspectives of the text data.  The quantitative and 

qualitative data were merged to develop a broader picture and a more complete 

understanding of the participants’ learning.  Data derived from the pre-test, the pre-

intervention survey, the post-test, and the post-intervention survey were analyzed 

quantitatively; data derived from the participants’ posts in the LMS, the submitted 

written assignments, the responses to the open-ended questions, and the observation 

data documented in the researcher’s journal were analyzed qualitatively. 

In terms of quantitative data analysis, there were seven dependent variables.  

Among them, five were from the survey on attitudes and motivation (AMTB): 

attitudes toward the English learning situation, attitudes and motivation to learn 

English, language class and language use anxiety, instrumental orientation, and 

integrativeness.  Two were from the English proficiency test (GEPT): the listening 

comprehension and reading comprehension.  The scores from the pre-tests (i.e., pre-

AMTB and pre-GEPT) and post-tests (i.e., post-AMTB and post-GEPT), were 

analyzed using SPSS (Version 23).  Inferential statistics were used to examine the 

effect of supplemental learning material on students’ attitudes toward and motivation 
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for learning English as well as their English proficiency.  The quantitative data 

analyses included an analysis of covariance (ANCOVA) and paired sample t test.   

The data for the qualitative analysis were obtained from all the participants’ 

activities in the LMS, the students’ submitted assignments, the responses to the open-

ended questions, and the researcher’s journal.  The following steps were taken in the 

qualitative analysis.  First, the researcher conducted informal data analysis that 

involved initial coding and the constant comparative method of the teachers’ and the 

students’ activities and posts in the LMS.  Second, the researcher conducted open 

coding and used the constant comparative method in triangulating data from the 

participants’ posts in the LMS, questionnaires, and the reflexive journal.  An audit trail 

table (Appendix E) is included to trace data in the dissertation back to original 

documents of the LMS observations and the responses to the open-ended 

questionnaires.  The iterative coding process allows researchers to sort out the 

meaning of relations of structures, events, and develop themes and construct a 

narrative (Creswell, 2002; Rossman & Rallis, 2003).  Multiple sources enhance 

meaning; emerging or recurring themes shed light on researchers’ working 

hypotheses, enabling them to provide thick description and determine viability.  When 

there is greater convergence obtained through triangulation of the multiple data 

sources, the confidence in the observed findings is greater as well (Erlandson et al., 

1993).  The quantitative and qualitative data were analyzed separately.   

Context 

Majority of the participants in the current study were from one high school, 

which was chosen based on convenience.  It is located in a district of a city in 
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Southern Taiwan in which all the students are ELLs.  The district sits on the outskirts 

of the city, and its population accounted for 4% of the whole population of the city, 

which was 1,880,000 at the time of writing.  The economy of the city used to rely on 

the traditional manufacturing industry, such as sugar, salt, paper, and medicine 

manufacturing, which started to grow in the early 1900s along with the building of 

railways.  At the time of writing, the city had been developing industries of 

optoelectronics, integrated circuits, green energy, and biotechnology, turning the area 

into a high-tech industrial region.  Despite the newly dominant industry, agriculture 

and fishery had been essential to the city, and the largest portion of employment were 

retail and services.  Figure 5 presents the economic structure of the city.  

Figure 5: The economic structures of the research context (2013).  
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The high school offers two tracks for students—the academic track and the 

vocational track.  The school enrolls not only students from the local district but also 

from other districts of the city.  Students choose to enroll in one track or the other 

based on their preference for the curriculum and their grades from the Comprehensive 

Assessment for Junior High School Students (Magaziner, 2016; 

RCPET-NTNU, 2017).  Both the academic track and the vocational track last three 

years—Grades 10 through 12.  The academic track focuses on academic skill 

development and prepares the students for two competitive college entrance exams— 

the General Scholastic Ability Test and the Advanced Subject Test (CEEC, 2017).  

The core focus of the academic curriculum are Chinese literature, mathematics, 

humanities and social sciences, engineering and natural science, as well as academic 

English with an emphasis on reading, writing and listening.  Around 96% of the 

graduates in the academic track continue their studies at an institution of higher 

learning (Ministry of Education in Taiwan [MOE-TW], 2015).  The vocational track 

focuses on practical skills and also prepares the students for the Technological and 

Vocational Education Joint College Entrance Examination (TCTVE, 2017).  

Generally, 81% of the graduates in the vocational track choose to continue their 

studies in college (MOE-TW, 2015).  Although each track has its focused college 

entrance exam, it is common for students in one track to also take the exam of the 

other track in order to increase their probability of college admission.   

The vocational curriculum involves basic academic studies and occupational 

studies related to students’ specializations (MOE-TW, 2014).  Preparation in three 
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areas of specialization is offered in the participating high school—business affairs, 

data processing, and applied foreign languages with a concentration in English.  The 

students who participated in the current study were specializing in applied foreign 

languages.  The core vocational curriculum in applied foreign languages included 

Chinese literature, mathematics, commercial studies, academic English (reading and 

writing), as well as the practical English skills of listening and speaking.  This 

particular vocational track was newly established in 2014, and the new curriculum 

inevitably reshaped the English teachers’ general stereotype of the students in the 

vocational track.  Before 2014, students in the vocational track had been characterized 

as having lower motivation to learn academic studies.  After the new specialization 

was established, the English teachers in this specialized vocational track had to engage 

these students in developing their specialized knowledge and skills.  The new 

curriculum for English, the target language, required students to complete 8 hours of 

academic English and 4 hours of English listening and speaking per week, and four 

English teachers were assigned to these different focuses of English courses.  The 

students used a grammar book and textbooks related to their coursework in which 

articles and content were selected by the publishers as their major learning materials.  

All of the school subjects, except for English, were taught exclusively in Chinese.   

The general stereotype is that students of the academic track are superior to 

those of the vocational track in academic achievement.  However, some four-year 

technical universities have attracted the attention of prospective students due to the 

universities’ extraordinary achievement in invention and research.  More and more 
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voices are emerging to advocate that the government and society pay better attention 

to and value vocational education.   

Summary 

This mixed methods study sought to investigate the influence of self-selected 

materials on adolescent ELLs’ motivation to learn English and their English 

proficiency.  Purposive and convenient sampling was used.  The participants included 

one non-native English-speaking teacher and 13 ELLs in Taiwan, as well as one native 

English-speaking teacher in the United States.  All the students worked on an English 

learning project in a LMS through the Internet.  The ELLs were separated into either 

the SS group or the TA group based on their decision to use self-selected or teacher-

assigned materials.    

All the ELLs took pre- and post-intervention surveys and pre-and post-tests, 

which generated quantitative data.  Qualitative data were collected during the process 

of the learning project through the observation of the activities in the LMS and the 

responses to open-ended questionnaires from the SS group, the non-native English-

speaking teacher, and the native English-speaking teacher.  The quantitative data were 

analyzed with an ANCOVA and paired sample t tests.  The qualitative data were 

analyzed through iterative coding, developing themes, and constructing a narrative. 
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CHAPTER IV 

RESULTS 

Quantitative Data 

The quantitative data were derived from the pre- and post-intervention surveys 

selected from the Attitude/Motivation Test Battery (AMTB, Gardner, 2004) and the 

pre- and post-tests of the General English Proficiency Test (GEPT, LTTC, 2014).  The 

AMTB included five variables: attitudes toward the English learning situation (LS), 

attitudes and motivation to learn English (AM), language class and language use 

anxiety (LA), instrumental orientation (INST), and integrativeness (INTEG).  The 

GEPT included two variables: listening comprehension (L) and reading 

comprehension (R).  

Using pre-test scores (including the pre-AMTB and the pre-GEPT) as 

covariates, ANCOVAs were conducted with the group (e.g., SS versus TA) as a 

between-subjects factor, and post-tests (including the post-AMTB and the post-GEPT) 

as the dependent measure.  In addition, two paired sample t tests were conducted to 

examine the differences between the pre-test and post-test scores for each of the two 

groups. 

Attitude/Motivation Test Battery (AMTB) 

Using the pre-AMTB total score as a covariate, group as a between-subjects 

factor, and the post-AMTB total score as the dependent measure, the Self-Selected 

(SS) group had a higher score (M = 180.29, SD = 43.37) than the Teacher-Assigned 

(TA) group in post-AMTB (M = 149.50, SD = 29.03).  No significant difference in 

AMTB was found between the two groups, F (1, 10) = .000, p = 0.98.  The covariate 
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pre-AMTB was significant (p < 0.05), indicating that the groups differed in overall 

attitudes and motivation to learn English before engagement in the English learning 

project (see Table 2). 

The paired sample t test on the pre-AMTB and post-AMTB scores was not 

statistically significant for either group, indicating that the SS group (preAMTB-M = 

174.29, preAMTB-SD = 39.83; postAMTB-M = 180.29, postAMTB-SD = 43.37), t(6) 

= − .658, p = 0.535) and the TA group (preAMTB-M= 142.33, preAMTB-SD = 

24.16; postAMTB-M = 149.50, postAMTB-SD = 29.03), t(5) = −1.491, p = 0.196) did 

not show improvement in overall attitudes and motivation to learn English.  Although 

both groups did not improve significantly in terms of their overall attitudes and 

motivation to learn English, the TA group exhibited a slightly higher gain score.  

Table 2 : ANCOVA Results for Extended Learning Materials on Overall 
Attitudes/Motivation to Learn English 

Source SS df MS F p 

pre-AMTB 11339.345 1 11339.345 27.248 .000* 

Group .191 1 .191 .000 .983 

Error 4161.584 10 416.158   

Total 18562.923 12    

*Significant covariate at p = 0.05 

 Using the pre-LS as a covariate, group as a between-subjects factor, and the 

post-LS as the dependent measure, the SS group had a higher score (M = 54.71, SD = 

6.849) than the TA group in post-LS (M = 45.83, SD = 5.115).  No significant 

difference in LS was found between the two groups, F (1, 10) = 2.668, p = .133.  The 

covariate pre-LS was not significant (p > 0.05), indicating that the groups did not 
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differ in their attitudes towards the learning situation before engagement in the English 

learning project (see Table 3). 

The paired sample t test on the pre-LS and post-LS scores was not statistically 

significant for either group, indicating that the SS group (preLS-M = 51.71, preLS-SD 

= 8.92; postLS-M = 54.71, postLS-SD = 6.85), t(6) = − .912, p = 0.397) and the TA 

group (preLS-M = 42.50, preLS-SD = 3.62; postLS-M = 45.83, postLS-SD = 5.12), 

t(5) = −1.104, p = 0.320) did not show improvement in their attitudes towards the 

learning situation.  Although both groups did not improve significantly in terms of 

their attitudes towards the learning situation, the TA group exhibited a slightly higher 

gain score.  

Table 3 : ANCOVA Results for Extended Learning Materials on Attitudes toward the 
Learning Situation 

Source SS df MS F p 

pre-LS 23.907 1 23.907 .616 .451 

Group 103.598 1 103.598 2.668 .133 

Error 388.355 10 38.836   

Total 667.077 12    

*Significant covariate at p = 0.05 

 Using the pre-AM as a covariate, group as a between-subjects factor, and the 

post-AM as the dependent measure, the SS group had a higher score (M = 107.57, SD 

= 14.627) than the TA group in post-AM (M = 95.17, SD = 8.864).  No significant 

difference in AM was found between the two groups, F (1, 10) = .329, p = .579.  The 

covariate pre-AM was significant (p < 0.05), indicating that the groups differed in 
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attitudes and motivation to learn English before engagement in the English learning 

project (see Table 4). 

The paired sample t test on the pre-AM and post-AM scores was not 

statistically significant for either group, indicating that the SS group (preAM-M = 

104.86, preAM-SD = 11.936; post AM-M = 107.57, postAM-SD = 14.627), t(6) = 

−1.003, p = 0.354) and the TA group (preAM-M = 93.50, preAM-SD = 12.128; 

postAM-M = 95.17, postAM-SD = 8.864), t(5) = − .757, p = 0.483) did not show 

improvement in their attitudes and motivation to learn English.  Although both groups 

did not improve significantly in terms of their attitudes and motivation to learn 

English, the SS group exhibited a slightly higher gain score.  

Table 4 : ANCOVA Results for Extended Learning Materials on Attitudes and 
Motivation to Learn English 

Source SS df MS F p 

pre-AM 1244.909 1 1244.909 28.841 .000* 

Group 14.216 1 14.216 .329 .579 

Error 431.639 10 43.164   

Total 2173.692 12    

*Significant covariate at p = 0.05 

Using the pre-LA as a covariate, group as a between-subjects factor, and the 

post-LA as the dependent measure, the SS group had a higher score (M = 67.43, SD = 

17.367) than the TA group in post-LA (M = 73, SD = 8.967).  No significant 

difference in LA was found between the two groups F (1, 10) = .291, p = .601. The 

covariate pre-LA was significant (p < 0.05), indicating that the groups differed in 
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language class and language use anxiety before engagement in the English learning 

project (see Table 5). 

The paired sample t test on the pre-LA and post-LA scores was not statistically 

significant for either group, indicating that the SS group (preLA-M = 64.86, preLA-SD 

= 17.353; postLA-M = 67.43, postLA-SD = 17.367), t(6) = − .938, p = 0.385) and the 

TA group (preLA-M = 68.50, preLA-SD = 5.541; postLA-M = 73.00, postLA-SD= 

8.967), t(5) = −1.687, p = 0.152) did not show increase in language class and 

language use anxiety.  Although both groups did not show a significant increase in 

their language class and language use anxiety, the TA group exhibited a higher gain 

score.  

Table 5 : ANCOVA Results for Extended Learning Materials on Language Class and 

Language Use Anxiety 

Source SS df MS F p 

pre-LA 1692.346 1 1692.346 32.585 .000* 

Group 15.118 1 15.118 .291 .601 

Error 519.369 10 51.937   

Total 2312.000 12    

*Significant covariate at p = 0.05 

Using the pre-INST as a covariate, group as a between-subjects factor, and the 

post-INST as the dependent measure, the SS group had a higher score (M = 25.71, SD 

= 3.729) than the TA group in post-INST (M = 25.50, SD = 3.728).  No significant 

difference in INST was found between the two groups, F (1, 10) = .828, p = .384.  The 

covariate pre-INST was significant (p < 0.05), indicating that the groups differed in 
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their instrumental orientation before engagement in the English learning project (see 

Table 6). 

The paired sample t test on the pre-INST and post-INST scores was not 

statistically significant for either group, indicating that the SS group (preINST-M = 

25.00, preINST-SD = 3.416; postINST-M = 25.71, postINST-SD = 3.729), t(6) =       

− .737, p= 0.489) and the TA group (preINST-M = 23.17, preINST-SD = 3.656; 

postINST-M = 25.50, postINST-SD = 3.728), t(5) = −2.539, p = 0.052) did not show 

improvement in their instrumental orientation.  Although both groups did not 

demonstrate a significant increase in their instrumental orientation, the TA group 

exhibited a higher gain score.  

Table 6 : ANCOVA Results for Extended Learning Materials on Instrumental 
Orientation 

Source SS df MS F p 

pre-INST 92.494 1 92.494 15.305 .003* 

Group 5.004 1 5.004 .828 .384 

Error 60.435 10 6.043   

Total 153.077 12    

*Significant covariate at p = 0.05 

Using the pre-INTEG as a covariate, group as a between-subjects factor, and 

the post-INTEG as the dependent measure, the SS group had a higher score (M = 

59.71, SD = 6.550) than the TA group in post-INTEG (M = 56.00, SD = 5.441).  No 

significant difference in INTEG was found between the two groups, F (1, 10) = .000, 

p = .990.  The covariate pre-INTEG was significant (p < 0.05), indicating that the 
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groups differed in their integrativeness before engagement in the English learning 

project (see Table 7). 

The paired sample t test on the pre-INTEG and post-INTEG scores was not 

statistically significant for either group, indicating that the SS group (preINTEG-M = 

57.57, preINTEG-SD = 4.541; postINTEG-M = 59.71, postINTEG-SD = 6.550), t(6) = 

− .947, p = 0.380) and the TA group (preINTEG-M = 51.67, preINTEG-SD = 7.501; 

postINTEG-M = 56.00, postINTEG-SD = 5.441), t(5) = −2.484, p = 0.056) did not 

show improvement in their integrativeness.  Although both groups did not improve 

significantly in terms of their integrativeness, the TA group exhibited a slightly higher 

gain score.  

Table 7 : ANCOVA Results for Extended Learning Materials on Integrativeness 

Source SS df MS F p 

Pre-INTEG 156.959 1 156.959 6.317 .031* 

Group .004 1 .004 .000 .990 

Error 248.469 10 24.847   

Total 450.000 12    

*Significant covariate at p = 0.05 

General English Proficiency Test (GEPT) 

Using the pre-GEPT total score as a covariate, group as a between-subjects 

factor, and the post-GEPT total score as the dependent measure, the SS group had a 

higher score (M = 161.347, SD = 57.999) than the TA group in post-GEPT (M = 

130.332, SD = 14.120).  No significant difference in GEPT was found between the 

two groups, F (1, 10) = .085, p = .777.  The covariate pre-GEPT was significant (p < 
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0.05), indicating that the groups differed in their overall English proficiency before 

engagement in the English learning project (see Table 8). 

The paired sample t test on the pre-GEPT and post-GEPT scores was not 

statistically significant for either group, indicating that the SS group (preGEPT-M = 

160.437, preGEPT-SD = 62.789; postGEPT-M = 161.347, postGEPT-SD = 57.999), 

t(6) = − .086, p = 0.934) and the TA group (preGEPT-M = 124.360, preGEPT-SD = 

28.299; postGEPT-M = 130.332, postGEPT-SD = 5.765), t(5) = − .590, p = 0.581) did 

not show improvement in their overall English proficiency.  Although both groups did 

not improve significantly in terms of their overall English proficiency, the TA group 

exhibited a slightly higher gain score. 

Table 8 : ANCOVA Results for Extended Learning Materials on Overall English 
Proficiency 

Source SS df MS F p 

pre-GEPT 15233.816 1 15233.816 25.619 .000* 

Group 50.440 1 50.440 .085 .777 

Error 5946.302 10 594.630   

Total 24287.987 12    

*Significant covariate at p = 0.05 

 Using the pre-L as a covariate, group as a between-subjects factor, and the 

post-L as the dependent measure, the SS group had a higher score (M = 84.204, SD = 

26.267) than the TA group in post-L (M = 70.832, SD = 4.651).  No significant 

difference in L was found between the two groups, F (1, 10) = .798, p = .393.  The 

covariate pre-L was significant (p < 0.05), indicating that the groups differed in their 
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listening comprehension before engagement in the English learning project (see Table 

9). 

The paired sample t test on the pre-L and post-L was not statistically 

significant for either group, indicating that the SS group (preL-M = 80.723, preL-SD = 

32.997; postL-M = 84.204, post L-SD = 26.267), t(6) = − .685, p = 0.519) and the TA 

group (preL-M = 68.360, preL-SD = 16.225; postL-M = 70.832, postL-SD = 4.651), 

t(5) = − .373, p = 0.725) did not show improvement in their listening comprehension.  

Although both groups did not improve significantly in terms of their listening 

comprehension, the SS group exhibited a slightly higher gain score. 

Table 9 : ANCOVA Results for Extended Learning Materials on Listening 
Comprehension 

Source SS df MS F p 

pre-L 2993.694 1 2993.694 23.872 .001* 

Group 100.059 1 100.059 .798 .393 

Error 1254.044 10 125.404   

Total 4825.487 12    

*Significant covariate at p = 0.05 

Using the pre-R as a covariate, group as a between-subjects factor, and the 

post-R as the dependent measure, the SS group had a higher score (M = 77.14, SD = 

32.987) than the TA group in post-R (M = 59.50, SD = 13.737).  No significant 

difference in R was found between the two groups, F (1, 10) = .006, p =.942.  The 

covariate pre-R was significant (p < 0.05), indicating that the groups differed in their 

reading comprehension before engagement in the English learning project (see Table 

10). 
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The paired sample t test on the pre-R and post-R was not statistically 

significant for either group, indicating that the SS group (preR-M = 79.71, preR-SD = 

32.118; postR-M = 77.14, postR-SD = 32.987), t(6) = .418, p = 0.691) and the TA 

group (preR-M = 56.00, preR-SD = 17.664; postR-M = 59.50, postR-SD = 13.737), 

t(5) = − .481, p = 0.651) did not show improvement in their reading comprehension. 

The TA group exhibited a higher gain score and the SS group showed a decrease in 

reading comprehension. 

Table 10 : ANCOVA Results for Extended Learning Materials on Reading 

Comprehension 

Source SS df MS F p 

pre-R 4675.416 1 4675.416 16.716 .002* 

Group 1.580 1 1.580 .006 .942 

Error 2796.941 10 279.694   

Total 8478.000 12    

*Significant covariate at p = 0.05 

Qualitative Data 

The qualitative data were derived from the observations that were carried out 

on the online learning management system (LMS) as well as the responses to the 

open-ended questions on the questionnaires.  The data were analyzed using iterative 

coding (Creswell, 2002) to develop themes and construct a narrative.  The themes 

include selection of learning materials, attitudes toward the self-selected materials, 

attitudes toward the overall learning project, engagement with the learning tasks, 

effectiveness of the learning tasks, and participants’ suggestions. 
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Learning Materials Used by SS Group  

Before the English learning project started, the SS group, who chose to use 

materials they independently picked, were asked to determine one or two English 

topics they would like to develop based on their interests.  The topics could be related 

to their hobbies, a school subject they love, a college major they are interested in, or a 

career they would like to pursue.  Based on their interests, they were required to select 

two online learning resources that would help sharpen their listening skills and two 

that would help improve their reading abilities.    

Table 11 shows the SS group’s interests and the online learning resources they 

selected.  The names are all pseudonyms.  Only Mila had one specific topic of interest 

—movies.   

Mila: I would like to choose Movie and about Movie anything areas! Because 

I like watch movie. In addition to the movie I cannot think of anything else. 

(1) 

The other students generally had two or three topics of interest.  Travel was the most 

popular context in which the students indicated a desire to learn English.  Five of 

seven students mentioned travel.  When asked about the advantages of learning 

English within the context of travel, Trina highlighted the communicative purpose of 

knowing the language.  

Trina: It can let me know if I want to travel, how do I say? (2) 
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She indicated that she would like to learn useful terms and expressions in English so 

that she could ask for information needed to solve problems encountered while 

traveling.  The other students focused more on the content or function of travel. 

Yumi: Travel allows me to increase knowledge. (3)  

Nina: Traveling can let me relax and have more time to know 
myself. (4) 

Wylie: It is also important to understand the procedure of traveling 
abroad, you don’t wanna being keep in custody during any trip. Lol 
(5) 

Yaya: I enjoy travelling and taking pictures randomly, so it will be 
useful for me to learn more skills. (6) 

 

The students wanted to be able to understand the procedures of how to book plane 

tickets and hotel rooms, how to check in at the airport, and how to go through customs 

when planning to travel abroad.  Based on the selected links (Table 11), these students 

also showed interest in exploring exotic scenes, varied cultures, and unique local 

customs in other countries.   
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Table 11: SS Group’s Interests and Learning Resources 
 

Students’ 
Pseudonyms 

Interests Selected Learning Resources 

Yumi Music; 
Travel 

 https://www.youtube.com/?gl=TW&hl=zh-TW  
 http://www.orbitz.com/ 
 

Wylie News 
Reporting; 
Traveling 

 https://www.youtube.com/user/CNN  
 https://www.youtube.com/user/soniastravels  
 http://edition.cnn.com  
 http://www.bbc.com/travel 
 

Yaya Fashion; 
Photograp
hy; Travel 

 https://www.youtube.com/?noredirect=1  
 https://tw.voicetube.com/  
 http://photography.about.com/  
 http://www.kinfolk.com/kinfolk-issue-seventeen-the-family-

issue/ 
 

Bella Music; 
League of 
Legends 
(LOL) 

 https://www.youtube.com/user/gootmusic  
 https://www.youtube.com/channel/UC1bmqfyYrLIpKEsqo2I

sZOA  
 http://euw.leagueoflegends.com/  
 http://www.azlyrics.com/ 
 

Trina Music; 
Travel 

 https://www.youtube.com/  
 https://www.youtube.com/watch?v=A5MXfq9rtm4&list=PL

wh2W4PrDw1lLtib_gtauPme0qhnCswyl  
 http://www.azlyrics.com/  
 http://www.zergnet.com/news/359825/12-worst-things-to-

say-to-a-flight-attendant  
 http://theholidaze.com/miscellany 
 

Nina Movies; 
Travel;  
News 

 http://www.voanews.com/  
 https://www.youtube.com/  
 https://www.google.com.tw 
 

Mila Movies   https://tw.voicetube.com/channel/movie  
 http://www.youtube.com  
 http://www.google.com 

 



Texas Tech University, Wan-Chun Tseng, May 2017 

89 

The second most popular topic was music, which was selected by three 

students.  Trina stated: “I like to listen the music, so I choose this area.” (7) 

 Yumi also enjoyed listening to music, which alleviated her stress and made her relax.  

She wrote, “Music can not only hearing but also to relax and enjoy.” (8)  Singing 

songs along with the recording artist and understanding the meaning of lyrics was a 

great way to help Bella learn English words and phrases naturally, “To know what the 

singer sing and deeper understand the emotion.” (9) 

Two out of seven students chose movies as their preferred context of learning 

English.  Nina wrote, “Watching the movie can let me to experience different life.” 

(10), and Mila simply loved movies without providing a specific reason, “Because I 

like watch movie.” (11)  The other contexts in which the students liked to learn 

English included news, fashion, photography, and a video game named League of 

Legend (LOL).  

Wylie: It is crucial to understand the news during a stay in a foreign 
country. Otherwise you might got into a riot or even a art hist 
without noticing the situation. lol (12) 

Yaya: The area I want to develop are fashion, photography, and 
travel. I choose the area of fashion so that I can learn more about 
the latest trend. I enjoy travelling and taking pictures randomly, so 
it will be useful for me to learn more skills. (13) 

Bella: I refer the Music and LOL (online game) area. I can improve 
reading skills and learn more about the game. (14) 

 
Based on the selected contexts (Table 11), it appears that all the students in the SS 

group preferred to learn English through their hobbies, which are likely to develop 

into their college majors or future careers. 
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The list of the students’ selected learning resources presented in Table 11 

shows that the websites with a variety of categories and information were the most 

popular among the students.  Everyone in the SS group preferred the YouTube website 

as their listening practice resource.  They loved the convenience of searching for 

abundant videos that matched their interests on this website.  While more than half of 

the students had their preferred websites for reading about their topics of interest, two 

of them favored the Google search engine.  Mila expressed, “I just type about movie 

words will display relevant information. Maybe today is ‘A’ site tomorrow will change 

‘B’ site. I don’t have regular site. So I can find about movie’s information anywhere. I 

don’t want to be limited to one space.” (15)   

During the first week of the learning project, the students were given the first 

task—to summarize the content they read during the first week—and the second task 

was assigned the second week—to summarize the content they had listened to (or 

watched and listened to) during the second week.  Figure 6 and Figure 7 show the 

instructions for the first two weeks’ tasks, which were generally the same for both 

groups except for the learning resources they were to use.  The students were required 

to cite the resources they used, summarize within the word-count limit, and exclude 

their personal opinions from the submitted work.  They were also asked to write 

complete sentences and self-check the sentence structure in their summaries, which 

were submitted on the discussion board in the LMS.  An example of the completed 

task had been provided in the LMS to ensure that the students understood the 

expectation of the assignments.  
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 Figure 6: Instructions for Week 1 tasks  
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 Figure 7: Instructions for Week 2 tasks  

 

The researcher expected the students in the SS group to learn English by 

reading texts and listening to content on their specific interest(s) throughout this online 

learning project.  However, based on the researcher’s observations in the LMS, some 

of the students’ interests fluctuated, so the topics of their selected learning content 

were different from what they had indicated before the learning project started.  Table 

12 shows the SS group’s interests during the learning project.  Three students were 

completely consistent, and the others’ selected topics varied every week.   
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Table 12: SS Group’s Interests 
 

Students’ 
Pseudonyms 

Interests 
Identified 
Prior to 

Learning 
Project 

Topics of the Selected Learning Resources 

Reading I Listening I Reading II Listening II 

Yumi Music; Travel; 
Movies 

Story N/A Story Language 

Wylie News 
Reporting; 
Travel 

Travel Travel N/A Travel 

Yaya Fashion; 
Photography; 
Travel 

Food Fashion Gardening Music 

Bella Music; League 
of Legends 
(LOL) 

LOL Animation Music Cartoon 

Trina Music; Travel Travel Music Story Travel 

Nina Movies; Travel;  

News 

Movie Movie Movie Movie 

Mila Movies Movie Movie Movie Movie 

 
 

Table 13 displays the SS group’s self-selected online materials for reading, and 

Table 14 shows their self-selected online materials for listening.  All of them selected 

videos to practice listening, and all the videos were from YouTube.  Wylie did not 

submit his second reading assignment, and Yumi did not submit her first listening 

assignment.   
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Table 13: SS Group’s Self-Selected Materials for Reading 
 

Students’ 
Pseudonyms 

Tasks Links to the Materials 

Yumi I http://www.enread.com/story/fable/2698.html 

II http://www.rong-chang.com/qa2/stories/story041.htm 

Wylie I http://www.bbc.com/travel/story/20160114-a-haunted-
hidden-world-of-caves 

II NA 

Yaya I http://www.businessinsider.com/benefits-of-eating-
banana-peels-2015-9 

II https://www.thespruce.com/how-to-grow-vegetables-
indoors-1403183#step1 

Bella I http://gameinfo.na.leagueoflegends.com/en/game-
info/champions/ahri/ 

II http://phineasandferb.wikia.com/wiki/Skiddley_Whiffers 

Trina I http://www.huffingtonpost.com/entry/glass-walkway-
china-
crack_us_56150891e4b0cf9984d7abde?ir=Weird%2BNe
ws&section=weird-
news&utm_campaign=zergnet_721698&utm_hp_ref=we
ird-
news&utm_medium=referral&utm_source=zergnet.com 

II http://www.littleducks.cn/book/story.php?id=4300 

Nina I https://www.youtube.com/watch?v=Salz7uGp72c 
(subtitles) 

II https://www.youtube.com/watch?v=zIP_gtjDtfE 

Mila I https://en.wikipedia.org/wiki/Coraline_(film) 

II https://en.wikipedia.org/wiki/Confessions_(2010_film) 
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Table 14: SS Group’s Self-Selected Materials for Listening 
 

Students’ 
Pseudonyms 

Tasks Links to the Materials 

Yumi I NA 

II https://www.youtube.com/watch?v=sxCWB47ZCLQ 

Wylie I https://www.youtube.com/watch?v=sX_eZkCHHX8 

II https://www.youtube.com/watch?v=ZWGIyKVGqmE 

Yaya I https://www.youtube.com/watch?v=0zZ9J9iUf0Y 

II https://www.youtube.com/watch?v=Dwrm0X7RL0c 

Bella I https://www.youtube.com/watch?v=h-XjtZuU3FI 

II https://www.youtube.com/watch?v=soiw4Bh6lig 

Trina I https://www.youtube.com/watch?v=9bxc9hbwkkw 

II https://www.youtube.com/watch?v=HMsAy5gcKf4 

Nina I https://www.youtube.com/watch?v=ZU3Xban0Y6A 

II https://www.youtube.com/watch?v=2LqzF5WauAw 

Mila I https://www.youtube.com/watch?v=fEPqgSNLfK8 

II https://www.youtube.com/watch?v=d2S8D_SCAJY 

 
 
 

Learning Materials Used by TA Group  

Unlike the SS group, the TA group used teacher-assigned learning materials 

that the NNEST chose for them (Table 15).  The materials came from an English 

learning magazine named All Plus Interactive English (ALL+), which is published 

monthly and designed for advanced English learners.  Each month, selected readings 

cover a wide variety of topics including news, contemporary events, literature, people, 

history, world, conversation, translation, and writing.  Although the learning materials 

were teacher-assigned, the TA group was given some choices.  The NNEST selected 
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two to three articles from the magazine for each of the students’ reading assignments, 

and the students chose one of the articles to read for the learning task.  In terms of the 

learning materials for the listening assignments, the NNEST made use of the YouTube 

website and searched for appropriate videos related to the assigned readings for the 

TA group.  Only one video was provided for each of the two listening assignments. 

Table 15: TA Group’s Assigned Materials 
 

Learning Tasks Title of the Materials 

Reading Assignment I  A Walk through the Streets of Milan 

 Buying Concert Tickets 

 The Changing Taste of Climate Change 

 

Listening Assignment I  Concert Experience 

https://www.youtube.com/watch?v=4HUnFQ15
qfk&feature=youtu.be 

 

Reading Assignment II  Chewing Gum: The Answer to Earworms 

 Making Introductions 

 

Listening Assignment II  Why You Can’t Get That Song Out of Your 
Head 

https://www.youtube.com/watch?v=_OzwJt-
if_I&feature=youtu.be 

 

The learning materials that the SS group selected from the Internet were 

generally more authentic English content, not necessarily designed for instructional 

purposes.  By contrast, the teacher-assigned materials were mostly modified content 

for instructional purposes based on the readers’ English proficiency levels.  Table 16 



Texas Tech University, Wan-Chun Tseng, May 2017 

97 

shows the average number of words and duration of the learning materials used with 

the SS group and the TA group.  Compared to the teacher-assigned articles, the 

materials that the SS group chose for the two reading assignments appeared to be 

much longer.  The videos that the SS group chose for the first listening assignment 

were also much longer than the teacher-assigned listening materials.  However, the SS 

group chose shorter videos for their second listening assignment as compared to the 

ones they chose for their first listening assignment.  According to the NNEST, the 

learning materials that the SS group chose were sometimes challenging and beyond 

their English proficiency levels.   

Table 16: Average Number of Words and Duration of the Learning Materials Used 
 

Group Reading I Listening I Reading II Listening II 

SS   563 words   10 minutes   642 words   3.3 minutes 

TA   364 words   2.7 minutes   228 words   3.2 minutes 

 

Attitudes Toward the Self-Selected Materials 

All the students in the SS group valued the learning resources they found on 

the Internet.  The wide variety of information they chose had a very positive effect on 

their learning.  Although they spent a great deal of time looking for the materials that 

suited their interests and needs, they perceived taking advantage of the Internet to 

assist their learning to be worth doing.  The following are the quotes from the students 

(16).  Because they responded to the questionnaire anonymously, lowercase letters are 

used to represent their identities.  The students were given the option of responding in 
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English or Chinese.  In the cases where the student responded in Chinese, the 

researcher has translated the response into English in parenthesis.    

a) I really like the resources I chose, they not only have 
professional opinions but also causal opionons A different 
view so to speak. 

b) 非常好 (very good) 

c) feel so good 

d) I can learn more about my interesting things but it also took 
much time. 

e) 線上的學習資源，可以讓我不用侷限在有課本的情況下
才能學習英文。也讓我更能從線上資源獲取更多的學習
英文的資訊。(Online learning resources allow me not only 
to learn English without having to be limited to textbooks but 
also to obtain more information about learning English.) 

f) I can get more information and knowledge about foreign 
things. 

g) I think it can let me practice more English.  

 

Besides learning a lot more words, phrases, and grammar through their own 

selected materials, the students felt much happier when learning in the context of their 

specific interests (17). 

a) 是，因為比較有興趣學習起來也比較快樂 (Yes, because I 
feel happier when learning something interesting to me.) 

b) yes because fresh 

c) Yes. You can choose what you are interested in and know it 
more deeply. 

d) 有，這答案絕對是有。我可以自己選擇，我所想要了解
的，以及我可以控制文章對我的難易度。(Yes, the answer 
is definitely yes. I could choose by myself what I want to 
learn, and I can control the difficulty of the articles.) 
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e) I like to self-selected because no idea was confined by the 
rules. 

f) Yes. Because I can choose the resources that I’m interested 
in. 

g) I like self-selected because I can choose anything I 
interested. 

The NNEST pointed out that some students could not sort out appropriate 

material at first, so she had to suggest to them that they reconsider their selected 

materials.  The NNEST stated, 

It is interesting that they tend to choose something that is either too 
difficult or too simple. Some students pick really complicated 
articles that contain professional vocabulary words in certain 
academic fields. It seems to me that they are slightly incapable of 
sorting out information on the internet. (18) 

The NEST could also see that the students did not understand what type of resources 

they should select in the beginning.  However, as the project proceeded, he realized 

that the students’ material selections seemed to fit their interests and match their 

proficiency levels, and most of the learning materials were appropriate in terms of 

genre. 

Attitudes Toward the Overall Learning Project 

The NNEST stated that the students in the SS group experienced a significant 

learning curve, as they were not very familiar with the LMS at the beginning of the 

project.  The more they logged in and used it, the more comfortable they became.  She 

applauded the idea of allowing students to select their materials for extended English 

learning.  
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Since students are allowed to select materials, they can learn at 
their own paces. They don’t have to be in “one size fits all” 
curriculum. (19) 

However, the NNEST expressed concern: “Sometimes it’s hard to monitor students 

during the process. They might spend time browsing improper websites without my 

knowledge.” (20)  Moreover, as a school teacher who would like to monitor students’ 

learning progress, the NNEST held that the self-selecting freedom and the formative 

assignments made it difficult to do so because of the increased workload.  She needed 

to spend time outside of class browsing the different topics of learning content 

selected by the students and examining their written summaries to understand how 

much they comprehended from the materials.  She admitted that she would not be able 

to implement such a project without the assistance of a NEST.   

The NEST deemed this project to be very good for the motivated students who 

wanted to learn more about English terms used in their areas of interest.  However, he 

was of the opinion that it was not as effective in engaging those who had no initial 

motivation.  He also felt that the students who did not take the project seriously could 

have sharpened their English language skills by participating.  He stated, 

I feel that only a minority of the students took advantage of the 
chance to learn through this project, but that the ones who did really 
benefited. I also feel that the posts from the self selected group were 
generally more interesting and showed great variety than those from 
the teacher selected group. (21) 

 

Overall, students in the SS group indicated that they were positively affected 

by this learning project.  All the students in the group considered this English learning 

project to be a great experience.  They reported that the way they learned English 
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through participation in this project was unprecedented, and expressed satisfaction for 

being introduced to this brand-new learning approach.  They also stated that they not 

only learned the language from reading and listening to the materials of their own 

choosing but also had the chance to write a passage in English.  One student reported, 

跟以往學習的模式不同，也更能讓自己了解對於不同的模式學
習，自己本身能學到的到底有哪些。 (22) 

(Different from the learning approaches in the past, this new 
experience enabled me to understand how much I could learn by 
myself using this new approach.)   

When asked about their favorite part of the learning project, three students 

articulated their appreciation for the freedom to select the topics of their own interests. 

(23)   

a) I love to spend time to realize the original of computer game. 

b) 讓我自己自由選擇，想要深入了解的領域。絕對的自
由，絕對的思考，這是我個人比較喜歡的。(Let me freely 
choose the area that I want to acquire profoundly. The 
absolute freedom to think is what I prefer personally.) 

c) Finding videos because I can find my interesting videos to 
learn. 

Three other students liked the writing part of the project. (24)   

a) collecting data and turned them into my own words. 

b) Reading summary is my favorite. 

c) writing. I think that took most time to finish it. But after that, 
I felt so proud of myself.  

 

The participants in the SS group indicated specific details they disliked the 

most about this project.  One student disliked summarizing, “Because I’m not good at 
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it.” (25)  Two students mentioned the listening assignments.  One of them explained, 

“You can’t understand what the music sings so I have to search the lyrics.” (26)  She 

had to search for the lyrics in order to summarize the main idea of the song since she 

could not understand what the singer was singing.  None of the other students 

expressed a dislike for any part of the project. 

Engagement With the Learning Tasks 

According to the researcher’s observations of the students’ submitted posts in 

the LMS, not every student completed every required assignment throughout this 

learning project.  By the end of the third week, seven students in the SS group and six 

students in the TA group had turned in their first reading assignment, and six students 

in the SS group and three students in the TA group had turned in their first listening 

assignment.  By the end of the sixth week, six students in the SS group and six 

students in the TA group had turned in their second reading assignment, and seven 

students in the SS group and two students in the TA group had turned in their second 

listening assignment.  According to the NNEST, the students in the TA group actually 

went to her for help with the learning materials.  They expected to receive most of the 

knowledge from the teacher.  They were more dependent learners and relied on the 

teacher to explain the learning content to them.  Compared to the TA group, the SS 

group demonstrated greater independence in learning and seemed to enjoy the learning 

project quite well. 

Comparing the submitted posts of the two groups in the LMS, the researcher 

noted that the students in the SS group were more engaged in the learning project than 

those in the TA group.  Seven students in the SS group turned in their first reading 
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assignment, and six of them turned in their second reading assignment.  Six students in 

the SS group turned in their first listening assignment, and seven of them turned in 

their second listening assignment.  Six students in the TA group turned in their first 

and second reading assignments.  Three of them turned in the first listening 

assignment, and two of them turned in the second listening assignment.  The 

assignment completion rate of the SS group appeared more stable than that of the TA 

group, despite a slight drop for the first listening assignment and the second reading 

assignment.  In addition, the SS group followed the instructions more closely to 

complete their assignments, which suggests that perhaps they had greater interest in 

reading through the target language to better understand the meaning.  On the other 

hand, none of the TA group members displayed interest in performing their learning 

tasks habitually.  Most of the students in the TA group only submitted the reading 

assignments, which they felt more confident in accomplishing.  Many of them gave up 

on the listening assignments because the teacher-assigned videos were too difficult 

and challenging for them.  Furthermore, half of the TA group did not complete their 

assignments as stipulated in the instructions.  They wrote the summaries but did not 

self-check the sentence structures.   

When asked about what influenced their engagement in this project, two 

students in the SS group mentioned factors that deterred them from being fully 

engaged.  They included schoolwork, club activities, and laziness.  The other students 

in the SS group identified factors that helped maintain their will to be more involved 

in this project including their interests, the teacher’s support, their sense of 

responsibility, and the novel way of learning.  Both the NNEST and the NEST had 
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their particular ways to facilitate the students’ learning.  The NNEST stated that she 

scaffolded students’ learning throughout the project.  Whenever the students made her 

aware of their confusion or difficulty with the assignments, she provided more 

guidance and assistance.  For example, some students got stuck at a certain point 

during the learning project and asked her to explain or translate the content.  She 

catered to their needs and offered them support.  The NEST’s strategy to facilitate the 

students’ learning was to reply to their posts with mostly positive feedback and limited 

corrective feedback to issues that impacted the meaning of the posts.  He hoped that 

the positive feedback would encourage them to write more and share more of their 

thoughts with him. 

Effectiveness of the Learning Tasks 

All the students in the SS group thought that the assignments in this project 

were beneficial for their learning.  They learned more vocabulary words, phrases, and 

grammar. In comparison to the prevalent multiple-choice assignments, all of them 

liked the writing assignments in this project better. (27)   

a) I like this more, because I’m used to these kind of works. 

b) 是，傳統的太死板。(Yes, the traditional kind is rigid.) 

c) Yes. I can train my writing skill and I don’t have to write just 
ABC on the answer sheet. 

d) 還好。傳統的考試，會讓我們陷入無線輪迴的圈圈裡。
摘要寫作這類活動，其實也是需要極大自我控制力才能
完成的作業。(It’s fine. Traditional tests make us fall into a 
vicious cycle. Activities like summarizing actually demanded 
a high level of self-regulation.)  
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e) I don’t like to traditional listening because it is too boring to 
learn. But I like to write the notes before summarizing 
because I can learn what I learn and what I read. 

f) Yes, that can let me know what’s the point of an article. 

g) Yes, because it can let me think more. 

One student considered it difficult to write a good summary, “because you may 

ignore some grammar mistakes.” (28)  Another student wrote, “I think I learned much 

more than I expected. In the beginning, I was worried about whether I could do this 

job well. But when I finished it, I felt there was great achievement in my mind.” (29)  

Participants’ Suggestions 

One student in the SS group suggested that it would be useful to give students 

more time to complete the assignments and that some more activities could also be 

developed.  Another student pointed out that this type of learning project would 

definitely be a great help for learning English if there was a way to increase 

everyone’s self-regulation.  The NNEST suggested providing more examples so that 

students could have more clues about how to start and continue this new way of 

learning.  In addition, giving the students sufficient time for each assignment would be 

necessary.  The NEST indicated that some students at this age might not yet have a 

strong sense of self to know what their interests are. Moreover, many students had 

been accustomed to blindly following the teacher’s lead about what is important or of 

value, and it was a hard habit to break within a short period of time.  Therefore, the 

NEST suggested that teachers who would like to implement such a project should be 

prepared for students’ lackluster performance in the beginning. 
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Summary 

In this chapter, the quantitative and qualitative data were presented.  The 

results from the quantitative data show that there was no statistically significant 

difference in improvement of overall motivation between the SS group and the TA 

group after the learning project.  Likewise, there was no statistically significant 

difference in improvement of English proficiency between the two groups.  A 

comparison of the two groups’ gain scores for each variable revealed that the SS group 

demonstrated better attitudes and motivation to learn English, lower language class 

and language use anxiety, and better listening comprehension.  However, the SS 

group’s reading comprehension score decreased after the learning project.    

The most popular topics of interest selected by the SS group were travel, 

music, and movies.  The TA group had a limited selection of topics, which were 

chosen by the teacher.  The SS group valued the learning resources they selected, and 

both the non-native English-speaking teacher and the native English-speaking teacher 

felt that students needed scaffolding regarding how to select appropriate materials.  

The learning experience in this project was brand-new for the SS group, and they 

appreciated the freedom to be able to choose the materials in which they were 

interested.  The non-native English-speaking teacher appraised that students could 

learn at their own pace, but her workload increased since the project was implemented 

outside of class time.  The native English-speaking teacher also pointed out that the 

students with initial motivation benefited from the learning project.   

The SS group was more engaged in the learning tasks.  They appeared to be 

more independent learners and also enjoyed the process more.  The non-native 
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English-speaking teacher facilitated students’ learning by providing scaffolding, 

support, and help on demand, and the native English-speaking teacher facilitated the 

project by giving positive and encouraging feedback, limiting corrective feedback to 

only when the meaning in a sentence was unclear.  Both the non-native English-

speaking teacher and the students suggested that more time was needed to complete 

the learning tasks. In addition, the students mentioned that self-regulation would be 

necessary for this type of learning project.  
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CHAPTER V 

DISCUSSION AND CONCLUSION  

The purpose of this study was to examine the effects of using self-selected 

Internet resources to learn English for specific interests in high school with a goal of 

contributing to effective strategies for teaching English as a foreign language. The 

findings indicated that the students did not demonstrate improvement in their overall 

motivation to learn English and overall English proficiency but showed positive 

attitudes toward the self-selected online materials. This chapter discusses the findings 

presented in Chapter IV in light of the research questions.  It also addresses the 

implications and makes recommendations regarding the benefits of the study for 

English as a second language (ESL) teachers, English as a foreign language (EFL) 

teachers, and other foreign language teachers in school settings.  Limitations and ideas 

for future research are also presented.  

Does utilizing self-selected subject area Internet resources help elevate 

English language learners’ motivation to learn the target language? 

The survey of Attitude/Motivation Test Battery (AMTB) used in this study 

measures five components: motivation, language anxiety, attitudes toward the learning 

situation, integrativeness, and instrumentality (Gardner, 2005).  The component of 

motivation examines students’ “effort and persistence” and “affective reactions to 

learning the language” (Gardner, 2005).  As indicated in the findings reported in 

Chapter IV, the Self-Selected (SS) group’s performance demonstrated these elements 

in the learning management system (LMS).  They understood the requirements of the 

assignments, made more effort to work on them, and were more self-regulated to turn 
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them in by the deadlines.  Particularly, three of the seven students in the SS group 

habitually immersed themselves in the language input they selected, demonstrating 

high persistence in the learning project.  The SS group’s affective reactions to the 

learning project also appeared more positive.  Although the learning content for 

reading and listening selected by the SS group was, on average, longer than what was 

used by the Teacher-Assigned (TA) group, the SS group tried to grasp the main idea, 

composed the summaries in their own words, and submitted them as required.  The 

opportunity to select topics of their interests was very likely an essential factor that 

motivated them to tolerate the difficulty and embrace the challenges in the learning 

materials, because they had the desire to learn more about the selected topics.  

Therefore, they exhibited positive attitudes toward the learning tasks and a greater 

ability to be independent learners.   

As supported by the findings, the SS group appeared to have experienced the 

advantages of self-initiated and self-reliant learning in the learning project (Hannafin, 

Hill, Land, & Lee, 2014; Rogers, 1969).  Because they could tailor the learning to 

their own interests, they were engaged in the project more affectively and cognitively.  

Due to the option to choose materials relevant to their own interests, they tended to 

overcome more challenges associated with the learning process as Lent (2006) 

discussed regarding adolescents’ motivation.  They also displayed more of the 

characteristics of motivated learners as described by Gardner (2010).  In the process of 

condensing the long learning content into a short summary paragraph, they exerted 

more cognitive efforts to complete the assignments.  They also showed an affective 

drive and behaved in a manner that demonstrated that they enjoyed using the materials 
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they had chosen.  They remained steadfast and exercised cognitive actions, which 

contributed to their motivation as mentioned by Schunk, Pintrich, and Meece (2008).   

The SS group self-reported their enjoyment and enthusiasm in learning English 

via content in which they were interested.  Similar positive feedback also presented 

itself in Wang and Lee’s (2015) semester-long study and the teenagers in Huang’s 

(2015) 12-week project.  The positive feedback from the SS group implies that the 

new learning method got off to a good start and could potentially be implemented in 

similar learning projects for a longer term in the future. 

On the other hand, the learning project caused both groups to experience an 

increase in language anxiety for various reasons.  For the SS group, the self-initiated 

and self-reliant learning was a brand-new experience.  According to the non-native 

English-speaking teacher (NNEST), some of them were not used to this new way of 

learning, so it took students some time to get on track and stay on track to continue the 

learning project.  Students are very likely to be at a loss the first time they are given 

the freedom of learning (Hannafin et al., 2014; Rogers, 1969).  During the search for 

learning content, the SS group had to screen out the information that was not suitable 

for their interests and English proficiency levels by themselves, and the uncertainty 

about what resource to choose might have caused them some anxiety.  However, once 

they had found an appropriate resource through exploring and discovering, the 

pleasure of learning interesting content started to emerge.   

Another source of the SS group’s anxiety might have been the requirement of 

writing summaries in English, as they usually did not write much of their schoolwork 
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in English and were also not familiar with summary writing.  They, thus, felt frustrated 

at the beginning of composing the summary and worried that the finished sentences 

might not be correct.  As affirmed by Schunk et al. (2008), learners’ motivation may 

sometimes dwindle when they have not mastered certain content knowledge.  Even 

though the unfamiliarity with writing might have been one reason the SS group’s 

language anxiety increased slightly, their motivation to learn English did not 

accordingly decrease.  Some students in the SS group doubted their ability to 

understand the learning content and write quality summaries in English in their own 

words.  However, even though it took much time and patience, they still tried to 

compose a paragraph for submission.  

As demonstrated in the students’ submitted assignments, compared to the TA 

group, the students in the SS group followed the instructions, tried to understand the 

main idea of the content they selected, and completed the summaries.  They also tried 

to interpret the information in their own words in English instead of copying and 

pasting several sentences as some in the TA group did, although they expressed 

concerns about not doing it correctly.  They included their sentence structure self-

check, sharing the syntactic knowledge they knew about the English language in the 

posted assignments, even though they feared it might not all be accurate.  These 

positive learning behaviors were very likely prompted by the freedom to select the 

learning materials that were comprehensible for them.  With comprehensible input, 

their affective filter would be reduced, and therefore the students would have lower 

anxiety in language learning (Krashen, 1982).  The SS group was at the beginning 

stage of initiative-learning.  As demonstrated in the LMS, they developed the ability to 
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make personal decisions, practiced autonomy, and accomplished learning tasks 

independently through this learning project.  From not being confident in how to start 

the required assignments to feeling a sense of achievement after finishing them as 

reported by some students, it appeared that their self-efficacy also grew gradually 

along the process (Moeller & Yu, 2015).   

The extended English learning program was implemented outside of the 

students’ school curriculum.  The two groups’ choices of using self-selected or 

teacher-assigned learning materials could be an indication that their perceptions of 

extended learning were not identical.  In other words, they probably had different 

views and attitudes towards learning that occurs outside of the school curriculum.  The 

SS group seemed to regard this extended learning project more as one way to improve 

themselves.  According to the responses to the questionnaire, they appreciated the 

learning approach that allowed them to temporarily get away from the traditional 

means of studying and testing in class.  Moreover, this project led them to see their 

own potential of learning on their own and realize how much they could achieve from 

the self-initiative learning.  In addition, with the supporting teachers as counselors and 

advisors, the SS group gradually realized how to steer their freedom in learning 

through the project despite the slow start, as attested by the NNEST.  While the 

teachers’ support mattered a great deal throughout the learning project, the SS group 

emphasized the importance of their own sense of responsibility and the will to resist 

laziness.  

By revisiting the SS group’s interests throughout the learning project, it could 

be concluded that most students in the SS group intended to obtain related information 
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and knowledge for their personal use.  Except for travel, the other topics—movie, 

music, story, food, gardening—did not seem to be selected for communication with 

English-speaking groups.  They expressed the reasons for their selection in the LMS, 

including wanting to learn more information about the topics and know more about the 

world.  Only one student specifically pointed out that she would like to learn how to 

communicate in English during travel.  In addition, it was evident in the LMS that the 

SS group’s interactions with the native English-speaking teacher (NEST) were not 

frequent.  Throughout the 6 weeks, only two students in the SS group politely 

responded to the NEST’s feedback with short messages.  The other students might 

have felt shy, or not confident, or thought that it was unnecessary to interact more with 

the NEST using the target language they were learning.  Chen, Warden, and Chang 

(2005) affirmed that integrative motivation was not a significant contributor to 

students’ language learning effort in the context of their study, and that could also be 

seen in the SS group’s interactions with the NNEST and their posts in the LMS in the 

current study.  Obtaining useful information for self-fulfillment or entertainment, 

rather than for communication, was more practical for their learning environment, in 

which there were not many English-speaking groups.       

The SS group’s instrumentality did not increase significantly, as they had 

already evaluated English as an important and useful subject before the learning 

project.  As discussed earlier about their integrativeness, most of them did not select 

the topics or the materials for communication with English-speaking groups.  Based 

on their selected topics for the learning project and their posts in the LMS, it was 

evident that they learned English for their own pleasure rather than simply learning to 
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excel in academics.  Most of them expressed that they enjoyed learning English in the 

context of the topics that interested them through this project.  This enjoyment is what 

Krashen (2004, 2007) had promoted regarding “free voluntary reading” to “free 

voluntary web-surfing.”  That is, ELLs can select their own learning content and learn 

simply for pleasure.   

Does utilizing self-selected subject area Internet resources help improve 

English language learners’ English proficiency? 

The General English Proficiency Test (GEPT) was used in the current study to 

measure two components: listening comprehension and reading comprehension.  The 

listening test measured students’ ability to understand literal and pragmatic meaning of 

oral language (Liao, 2009).  Because the students were learning English in a non-

native context, they had few opportunities to interact daily with native English 

speakers.  Therefore, besides their NNESTs’ oral input in the classroom, they relied on 

technology to assist them in their learning when practicing listening comprehension.   

The SS group’s higher performance in listening comprehension was 

understandable.  They had to watch or listen to more resources than was required 

while searching for the desired learning materials.  During the process of screening 

information in various video or audio recordings, they did a significant amount of 

listening practice.  Additionally, most students in the group completed and submitted 

the summaries of their listening content even though it was a challenging task for 

them.  To be able to summarize the listening content, the students had to grasp the 

objective of the selected videos, to which they might have watched or listened 
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repeatedly to try to find the main points they wanted to put in the summaries.  In 

making this effort, they probably processed the meaning of the input more thoroughly.                  

The reading test measured students’ lexico-grammatical knowledge and 

capability to understand the literal and pragmatic meaning of written texts (Liao, 

2009).  The SS group did not perform well in the reading comprehension after 

finishing the learning project, which fell short of the researcher’s expectations.  Upon 

reflection, two major factors possibly influenced the effectiveness of the learning 

project.  The duration of the project implementation was short.  At the beginning of 

the English learning project, it took the SS group some time to get accustomed to the 

new approach of learning English, explore the areas of their interests, and decide on 

the content they wanted to read and summarize.  More than half of them switched 

topics every week, which indicated that they were still exploring until the end of the 

project.  In other words, these students needed more than a few weeks to determine 

their specific interests.  Due to the various topics of learning materials they chose each 

week, narrow and deep reading could not have taken place.  Kang (2015) and 

Abdollahi and Farvardin (2016) generated positive results that implied that narrow 

reading helped improve EFL students’ vocabulary knowledge, recall, and retention.  

However, their studies included target words that the participants were expected to 

learn through assigned thematic readings, which differed from the narrow reading 

Krashen suggested (2004, 2011).  Krashen encouraged learners to do narrow reading 

on their real interests so that they could truly read for the message and meaning.  

While the SS group enjoyed their participation in the learning project, it took time for 

them to cultivate language skills and proceed to the next level.  Based on the findings 



Texas Tech University, Wan-Chun Tseng, May 2017 

116 

in this study, it is evident that a longer duration of time is needed for adolescent ELLs 

to use self-selected learning materials to accomplish enough narrow reading to 

accumulate a large amount of syntactic knowledge and vocabulary.          

The second reason that might have influenced the effectiveness of the learning 

project is that the students did not have sufficient regular input of readings in English.  

They were asked to do bi-weekly reading and bi-weekly listening at first, and then 

they requested the deadline extensions to complete the assignments.  Therefore, many 

of them could have very likely spent three weeks reading one selected article since 

they submitted the assignment by the extended deadline.  Wang and Lee’s (2015) 

study on free voluntary surfing demonstrated a positive effect on EFL college 

students’ vocabulary knowledge and reading skills.  Their English learning program 

was developed to promote college students’ online extensive reading and was 

implemented regularly in class for one year, and they stated that “EFL learners do 

make progress in the linguistic aspect when compelling and comprehensible input can 

be assured” (Krashen, 2011, p. 488).  In contrast, the learning project in this study was 

implemented outside of class, and the students were allowed more freedom to learn at 

their own pace and use materials of their own interests.   

Overall, the SS group showed decreased scores in their reading 

comprehension.  However, the three students among them who completed and 

submitted the assignments on time every week exhibited improvement in both reading 

comprehension and listening comprehension.  The other students’ slow pace in this 

extended English learning seemed to hinder the regular English input and limit their 

acquisition of the target language.  The study thus generates the conclusion that having 
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regular input in the target language through free voluntary surfing is essential for 

ELLs to improve their English proficiency, particularly in reading comprehension. 

Do students find the Internet resources they select useful and enjoyable? 

The Internet provides easy access to a variety of information.  Some students 

in the SS group might, thus, have felt overwhelmed when they started to search for 

their own learning resources.  As the NNEST pointed out, they could not choose 

appropriate materials for themselves in the beginning.  Therefore, it was important that 

the teacher supported them, monitored their choices, and provided advice.           

After the students became better at finding appropriate materials for 

themselves, all of them stated that they loved the Internet resources they selected, as 

indicated in their responses.  They also affirmed that their interests in the selected 

topics helped them enjoy learning English and acquire new vocabulary and syntax in a 

natural and pleasant setting.  Their comments also revealed that the Internet resources 

they selected made learning English a real part of their lives.  

The results show that there was no statistically significant difference in the 

students’ motivation to learn English before and after utilizing self-selected Internet 

resources, but the students reported that they embraced the freedom to choose their 

own supplementary materials and expressed a desire to keep learning English this 

way.  Although it took the students some time to search for the learning materials, they 

found the Internet resources they selected very useful and enjoyable.  Furthermore, 

there was no statistically significant difference in their English proficiency after 

utilizing self-selected Internet resources.  However, those who completed the weekly 

learning tasks on time exhibited higher scores in both listening and reading 
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comprehension after finishing the learning project.  In conclusion, learning English 

with self-selected Internet resources has great potential to motivate adolescent English 

language learners and help improve their English proficiency.            

Implications for Practice and Recommendations 

The findings of this study provide EFL educators with insight into the 

influence of using self-selected Internet resources on adolescents’ motivation to learn 

the language and boost their language proficiency.  The evidence of this approach 

having great potential will help them, as well as other educators in the field of 

language teaching in general and specifically in foreign contexts, to incorporate into 

their curriculum a new component that will help them achieve their goals.  Presently, 

it is a challenge to see the use of innovative approaches in school curricula, and the 

statistics do not show much progress.  

The evidence suggesting that the students intend to continue using this method 

to study the language is a major revelation as one of the most problematic issues 

regarding language study is the short duration of the endeavor due to disinterest.  That 

makes it impossible for learners to achieve high levels of proficiency and truly acquire 

the language.  The interest shown by the participants, not only in terms of participation 

but also regarding continued study of the language, presents an important opportunity 

that must be seized and optimized.  That will lead to a significant improvement in 

existing language programs as well as the creation of more advanced and graduate 

programs. 

As affirmed by the teachers who participated in the study, this approach can be 

of even greater benefit to students with higher levels of proficiency.  This is of great 
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significance as one of the major problems faced by educators is how to maintain 

students’ interest in the language beyond the required basic levels.  Incorporating this 

method will provide the kind of excitement and relevance needed by the students to 

transition to advanced levels and achieve communicative competence.  The acquisition 

of the language at that level will motivate students further to explore more with the 

language and gain the integrative motivation, which often eludes learners in foreign 

contexts.  This will benefit not only the students but also the foreign language 

programs and even their respective countries as they seek to elevate global 

competence in their systems of education. 

  The following are recommendations for English language and other foreign 

language educators in non-native contexts who would like to implement the approach.  

First, let students utilize self-selected resources to replace teacher-assigned 

supplementary learning materials in class if they want to, especially for students with 

higher English proficiency levels.  The quantitative data from the pre- and post-GEPT 

demonstrated that the SS group’s English proficiency level was higher than that of the 

TA group.  This implies that students with higher levels of language proficiency show 

a stronger desire to explore and select their own supplementary learning materials and 

there is no need to confine their learning to teacher-assigned materials. 

Second, let students have an early start (e.g., the beginning of middle school or 

high school) to learn English or other target languages in the context of their interests, 

and help them cultivate a habit of reading content in the target languages weekly or 

even daily.  Constant and consistent use of the learning materials they are interested in 
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will give them plentiful exposure to the language.  Students will thus be doing narrow 

reading and acquiring new vocabulary and syntactic knowledge in a pleasant way. 

Third, foreign language teachers should scaffold students’ self-initiated 

language learning from the beginning and facilitate it for long durations (e.g., a 

semester, a school year, or the whole middle school or high school program).  Students 

need guidance regarding how to employ their freedom in learning at first.  Consistency 

and constancy are also very crucial since language learning is a lifelong endeavor.  

Teachers’ support along the way is very essential for students to believe in their own 

choices and continue learning what they consider interesting. 

Fourth, encourage students to form interest groups, share their learning 

resources with each other, and discuss what they have learned about their common 

interests in the target languages.  While sharing information with each other, they will 

reinforce the vocabulary and syntax of different topics through the use of the 

language.  Although the findings showed that the SS group did not necessarily select 

the materials for the purpose of communicating with native English-speaking groups, 

there is also the need for language learners to use new words and expressions through 

interacting with peers who have the same interests.  This will help them establish a 

foundation for developing their interests further and cooperate with people from other 

countries in the future.  

Limitations of the Study 

The spirit of the project in this study was to introduce to the students a self-

determined way of English learning, which was a new approach to them.  Considering 

the uncertainty of students’ acceptance of a new learning approach, the project was 
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implemented for only 6 weeks.  The first limitation of this study was the short duration 

of the project implementation.  The initial climate of self-determined learning cannot 

be built within a short time for both teachers and students (Rogers, 1969).  In addition, 

it might take the students a longer time to achieve deep reading of their selected topics 

through free voluntary surfing (Krashen, 2011).  Similar learning projects that are 

implemented for a longer duration might generate different results.  

Purposive and convenient sampling led to the selection of the small sample 

involved in this study.  The main participants, including the students and the NNEST, 

came from one school, and the inability of three students to complete the project 

resulted in uneven numbers of participants in the two comparative groups.  Therefore, 

the results and the findings may not transfer to all high school ELL populations.  

However, the findings are suggestive and provide valuable insights.  

Finally, the domains of English proficiency that were assessed in this study 

included reading and listening, which are the basic language skills that general EFL 

learners in Taiwan are expected to develop.  Studies that assess all the domains of 

English proficiency might bring about different results. 

Ideas for Future Research 

The current study provided adolescent ELLs in a non-native context a trial for 

a new learning approach.  The recruited sample was small, and the duration of the 

learning project was short.  The findings showed that this type of language learning 

project has great potential to motivate students to learn English and to improve their 

English proficiency.  The researcher suggests expanding the scale of similar studies in 

the future.  Recruiting more participants and extending the duration of project 
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implementation will help examine the long-term influence and effectiveness more 

profoundly.  

The findings showed that many adolescent ELLs need more than 6 weeks to 

explore and discover their specific interests and related learning materials.  Therefore, 

a longitudinal study would be optimal.  Future studies could be conducted beginning 

with an exploration stage of one semester, during which students are given more 

flexibility.  Because the purpose is to allow students to learn for pleasure, the required 

assignments could be simplified.  More accountability and more formal assignments 

could be added at the next stage when students learn the language through the specific 

interests they have had time to think about and select.    

In addition, considering teachers’ increased workload inherent in this type of 

language learning project, students could be encouraged to form interest groups in 

future studies to share the learning resources they find, exchange the information they 

learn, and provide meaningful feedback to each other.  Also, students could be 

partnered with pre-service teachers so that the students may obtain one-on-one support 

and feedback while the pre-service teachers gain opportunities to practice how to 

provide feedback and mentor students.    

Lastly, future studies should also consider providing an open-ended 

questionnaire to the TA group and conducting follow-up interviews with the 

participants.  Although the research questions in the study sought answers from the 

group utilizing self-selected materials online, further inquiries could clarify doubts and 

assumptions that emerged during the process of comparing the two groups.        
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Summary 

This chapter covered a discussion of the findings, answered the research 

questions, addressed the implications and limitations, and made recommendations for 

educators and future research.  The findings of the study suggest that utilizing self-

selected Internet resources has the potential to help adolescent English language 

learners improve their motivation to learn the language and boost their proficiency 

levels.  These findings suggest that it is important for second and foreign language 

educators and curriculum designers in school settings to be cognizant of the effects of 

a personalized learning approach with students.  It is crucial to consider the 

educational contexts and students’ needs in order to provide them with suitable 

environments to increase their motivations and improve their learning outcomes.  

Finally, as the literature suggests, it is imperative for students to relate language 

learning to their life experiences, develop the ability to search for appropriate 

resources for their needs, and ultimately become lifelong independent learners. 
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Appendix C 

Questionnaire for the Teachers 

1. Please describe your experience related to online learning or teaching. 
 

2. Please describe how your previous learning or teaching experiences influence 
your implementation of this English learning project. 
 

3. Can you tell me how you feel about the whole process of this English learning 
project? 

 
4. What do you think about the learning resources that the students selected? 

 
5. What do you think about the students’ performance regarding this English 

learning project? 
 

6. Would you share with me how the communication between you and the 
students was during the process of this English learning project? 

 
7. Can you describe the advantages and the disadvantages you see through this 

learning project? 
 

8. Can you describe the obstacles you encountered while implementing this 
English learning project? 

 
9. Can you share with me the strategies you applied to manage this English 

learning project? 
 

10. What suggestions will you give to other English teachers who also plan to 
implement interest-based learning projects? 
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Appendix D 

Questionnaire for the SS Group  

 
1. Please describe how you feel about the online learning resources you selected. 

 
2. Please describe how well you benefit from completing the assignments 

including taking notes, summarizing, and applied/creative writing. 

 
3. During the process of this learning project, what kind of difficulty did you 

encounter? Please describe it.  

 
4. When you recalled the process of the learning project, what do you think 

would be the main reason(s) that influenced your and your peers’ involvement?  

 
5. After the learning experience this time, do you prefer self-selected learning 

resources to teacher-assigned learning resources? Why? 

 
6. Compared to traditional listening/reading comprehension tests, do you prefer 

such assignments as taking notes, summarizing, and applied writing? Why? 

 
7. What part(s) of the learning project do you enjoy the most? Why? 

 
8. What part(s) of the learning project do you dislike the most? Why? 

 
9. Overall, how will you describe this learning experience? 

 
10. Please provide other suggestions for us to improve the interest-based learning 

project. 
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Appendix E 

Audit Trail Table 

Number Source Unit 

1 LMS ppt #10 

2 LMS ppt #  8 

3 LMS ppt #  3 

4 LMS ppt #  9 

5 LMS ppt #  4 

6 LMS ppt #  6 

7 LMS ppt #  8 

8 LMS ppt #  3 

9 LMS ppt #  7 

10 LMS ppt #  9 

11 LMS ppt # 10 

12 LMS ppt #  4 

13 LMS ppt #  6 

14 LMS ppt #  7 

15 LMS ppt # 10 

16 Students’ responses p.1 

17 Students’ responses p.1 

18 Teachers’ responses P.2 

19 Teachers’ responses P.3 

20 Teachers’ responses P.3 

21 Teachers’ responses P.1 

22 Students’ responses p.2 

23 Students’ responses pp.3-4 

24 Students’ responses pp.3-4 

25 Students’ responses p.4 

26 Students’ responses p.4 

27 Students’ responses p.2 

28 Students’ responses p.1 

29 Students’ responses p.2 

 


