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ABSTRACT

The study aimed to explore the essence of lived experiences of EFL univers ity
teachers’ technology mtegration to promote Thai EFL university students’ critical
thinking skills. Furthermore, Thai EFL university students’ perceptions towards
learning with technology integration to promote critical thinking skills were
mnvestigated. A phenomenological qualitative research approach was implemented to
conduct the present study. For selecting participants to provide their experiences of
promoting critical thinking skills through English instruction with a wide range of
technologies, a purposeful sampling technique was implemented. There were 16 EFL
university teachersand 16 Thai EFL university students who were willing to participate
in the study. To elicit teachers’ and students’ experiences, phenomenological semi-
structured interviews and class observation were employed. The data derived from the
interviews were transcribed and the field notes derived from the class observations were
organized. The significant responses regarding promoting critical thinking skills with
technology-implemented English language instruction were underlined and those
significant statements were clustered into different units of meanings.

The results indicated that certain aspects of critical thinking skills were
fostered through technology-implemented English language learning activities such as

exploring more information, sharing thoughts and opinions, evaluating information,
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and providing reasons to strengthen thoughts. Furthermore, those aspects of critical
thinking skills were developed in certain English language skills with technology
ntegration. Further results regarding problems and influential factors which affected

promoting critical thinking skills with technology mtegrating into ELT were discussed.

Keywords: English language teaching, critical thinking skills, technology integration
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CHAPTER 1

INTRODUCTION

The aim of this chapter is to provide the fundamental information of the
present study. It is divided into seven sections, including background and rationale of
the study, statement of the problem, purposes of the study, research questions, scope of

the study, significance of the study, and definitions of terms.

1.1 Background and rationale of the study

English language teaching (ELT) has played an important role in Thailand for
centuries. It has initiated since the reign of King Rama III and has been continuously
developed in terms of educational level, teaching methodology, curriculum and policy
development (Ministry of Education, 1996; Wongsothorn, 2000). Currently, reforming
the policies of ELT and other current essential skills was introduced and implemented
in every Thai educational level. In 2014, the policy of ELT reform was launched and
required for all schools at the basic educational level (Ministry of Education, 2014). In
addition, the Office of Higher Educational Commission (2016) introduced the
improvement policy of English standards at higher education that required all
universities and colleges to enhance students’ English language ability for academic
and professional purposes as well as communication ability in English with working
knowledge, and to assess students’ English language proficiency with tests that are
equivalent to CEFR level. Moreover, the Ministry of Education (2017) represented the
national education plan (2017 - 2036) to frame the purposes and directions of the
national education management. Three of several developing guidelines for achieving
strategies of national education plan are emphasized on 1) to develop effective English
language teaching to promote students’ English abilities, 2) to encourage integrated
learning to promote critical thinking, creative thinking, morals, ethics, values, multiple-
cultural society, the sufficiency economy philosophy, and 21%-century citizens, and 3)
to develop digital technology systems for education, instruction, and lifelong learning.

For the higher education context, there were several factors that influenced the
higher education to respond to the future change. One of the particularly crucial factors

was English language ability because it helps students to acquire more knowledge by
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searching specific academic information through technology, to promote learning
autonomy in the future, and to be accepted by Thai and foreign businesses (The Office
of Higher Education Commission, 2018). It could be seen that the new national
education plan and the educational reforms place a profoundly important emphasis on
enhancing English language teaching in terms of curriculum, classroom instruction,
assessment and evaluation, and teacher development. Furthermore, they foster using
effective instructional methods to promote students’ critical thinking skills and utilizing
educational technology to improve students’ language proficiency. As a consequence,
the students accomplish remarkably on their academic and professional purposes and
also become lifelong learners with 21st-century skills. As discussed above, ELT at the
higher education level in Thailand is going to be improved according to the national
education plan and the educational reforms; as a result, English courses in all
universities were be recently redesigned to achieve purposes of those educational plan
and reforms.

In addition, it is important to discuss current crucial 21% century skills,
especially technology skills and critical thinking skills, because they are particularly
beneficial for learners in the classrooms, the workplaces, and life. Furthermore,
utilization of Technology and critical thinking skills have been discussed in Thailand’s
education context for more than two decades. According to National Education Act of
B.E. 2542 (1999) in section 24 (Office of the National Education Commission, 1999),
National Education Guidelines were provided to educational institutions and agencies
to concern organizing the learning processes. Firstly, educational institutes should
provide training in thinking process, management, how to face various situations and
application of knowledge for obviating and solving problems. Furthermore, they should
organize activities for learners to draw from authentic experience, drill in practical work
for complete mastery, enable learners to think critically, and acquire the reading habit
and continuous thirst for knowledge. They should enable instructors to create the
ambiance, environment, instructional media, and facilities for learners to learn and be
all-round persons, able to benefit from research as part of the learning process. In so
doing, both learners and teachers may learn together from different types of teaching-

learning media and other sources of knowledge.
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Technologies, furthermore, are required to be integrated into the teaching and
learning process (Office of the National Education Commission, 1999). In terms of
learners, they have the right to develop their capabilities for the utilization of
educational technologies as soon as feasible so that they have sufficient knowledge and
skills in using these technologies for acquiring knowledge themselves on a continual
lifelong basis. On the other hand, in terms of teachers, personal development for both
producers and users of technologies for education must be developed so that they have
the knowledge, capabilities, and skills required for the production and utilization of
appropriate, high-quality, and efficient technologies.

Technology and critical thinking skills are still two significant skills which are
included in a comprehensive strategic plan or National Strategy 2018 — 2037 for
national development (National Strategy Secretariat Office, 2018). The plan has
proposed the six primary strategies, including 1) national security, 2) national
competitiveness enhancement, 3) human capital development and strengthening, 4)
social cohesion and equity, 5) eco-friendly development and growth, and 6) public
sector rebalancing and development. According to the third key strategy, Thai citizens
are required to develop their logical thinking and 21 century skills, communication
skills in English as well as a third language. To achieve those skills, the learning process
must be improved to accommodate changes in the 21 century by encouraging lifelong
learning and development. For these reasons, using technology and critical thinking
skills for learning are extensively crucial skills not only for learners but also for teachers
or even educators at national education level.

According to Thai Qualifications Framework for Higher Education (The
Office of Higher Education Commission, 2009), technology and critical thinking skills
are embedded in learning outcomes at different levels of qualifications which are
divided into five domains, including 1) ethics and moral, 2) knowledge, 3) cognitive
skills, 4) interpersonal skills and responsibility, and 5) numerical analysis,
communication and information technology skills. In terms of undergraduate level, the
learners are expected to enquire facts, comprehend and evaluate conceptual information
as well as current evidence from various sources. These skills could relate to critical

thinking skills. In addition, the learners are required to research and understand
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problematic issues and utilize technology to collect, analyze, interpret, and consistently
illustrate information.

The empirical evidence revealed that gaining accepted English proficiency and
technology skills affected learners’ future employment opportunities. According to
Higher Education Statistics: Academic Year 2018 (Ministry of Higher Education,
Science, Research and Innovation, 2019, p. 79), the first three special skills for the
graduates who were employed included 1) special skills on using computers (41%), 2)
other special skills (22%), and 3) special skills on foreign languages (20%).
Furthermore, skills of the workforce that responded to the entrepreneurs’ needs in
Thailand were language skills and information technology skills (Ministry of
Education, 2017). The survey results of workforce requirements of entrepreneurs
exposed that Thai workers still possessed skills that were lower than the entrepreneurs’
expectations, including foreign language skills, computer skills, mathematics skills,
communication skills, management skills, and professional skills. It could be implied
that not only technology competences, especially computer skills but also foreign
language skills would impact learners’ employment opportunities in the future. The
following discussed two primary interests of the study, including technology
integration and critical thinking skills in ELT.

A significant aspect of the present study was using technology in ELT.
Technology integration can be called in different terms such as technology of
instruction, technology-enhanced learning environment (TEL), and technology-
enhanced learning and teaching (TEL&T), and it is also defined in various points of
view. Technology integration is a particular systematic arrangement of teaching and
learning events designed to put knowledge of learning into practice in a predictable,
effective manner to attain specific learning objectives (Heinich et al., 1993). Other
scholars defined integrating technologies as a process of utilizing technologies in
teaching and learning activities. Shelly et al. (1999) suggested that it is the combination
of all technology parts such as hardware and software together with each subject-related
area of curriculum to enhance learning. Furthermore, it is using technology to help meet
the curriculum standards and learner outcomes of each lesson, unit, or activity. Roblyer
(2006) suggested that integrating technologies refer to the process of determining which

electronic tools and which methods for implementing them are appropriate responses
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to given classroom situations and problems. It is also defined as integrating the use of
digital technology into the learning and teaching process to improve the quality of
learning (Law et al., 2016). Innovative technologies which were basically utilized for
instruction could be categorized into board ideas, namely hardware and software.
Hardware refers to digital tools such as laptops, microphones, speakers, projectors, and
screens. In contrast, software refers to online and offline applications, media, and web
resources based on teachers’ purposes, including delivering the lessons - textbook
courseware, assessing comprehension - Kahoot, Quizzes, and Booklet, practicing
English listening skills - YouTube and Edpuzzle.

The significant advantages of integrating technologies into ELT classrooms
consisted of learner-related advantages, teacher-related advantages, and other-related
advantages. Firstly, it was relatively helpful for learners to promote learner motivation
by gaining learners’ attention and class attendance, to support manual operations during
high-level learning, to clearly illustrate real-world relevance through highly visual
presentations, to engage the learners through production work, to connect learners with
audiences for their writing, to increase perceptions of control, and to encourage learners
to manage time and learning more efficiently (Shelly et al., 1999; Roblyer & Edwards,
2000; Thornton & Sharples, 2005; Roblyer, 2006). Secondly, when teachers employed
technologies in their instructional practices, they could improve teachers’ unique
instructional capabilities by linking learners to unique information sources and
populations, blending learning and entertainment, helping learners visualize problems
and solutions or concepts in unfamiliar or abstract topics, illustrating connections
between skills and real-life applications, supplying interaction and immediate feedback
to support skill practice, grading and tracking learner progress, and linking learners to
learning tools (Roblyer & Edwards, 2000; Thornton & Sharples, 2005; Roblyer, 2006).
Lastly, using technologies in the classrooms could be beneficial to institutes and
societies in terms of developing curriculum with technology integration and increasing
global learners and community relations (Whitehead et al., 2013).

On the other hand, barriers to technology integration into ELT could be
divided into leaner-related barriers, teacher-related barriers, and institutional-related
barriers. Firstly, an obstacle regarding the learner on using technologies was that the

learners lacked computer skills (Hsu, 2016). Secondly, another barrier is directly
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associated with teachers, and they seem to be significant obstacles such as teacher
professional development and training, adequate technological resources (hardware and
software), technology access, adequate planning time, teachers’ lack of time to
implement technology-integrated lessons, limited knowledge and skills of integrating
technologies, negative attitude and beliefs, attitudes towards learning, instructional
styles, pedagogical beliefs, personal characteristics, colleague influence, understanding
how to use technology to facilitate meaningful learning, conversations with teachers’
values on best educational technology practices, teachers’ confidence, beliefs about
how students learn, the perceived value of technology to the teacher and learning
process (Ertmer, 1999; Coffland & Strickland, 2004; Ertmer, 2005; Eteokleous, 2008;
Oncu et al., 2008; Ertmer & Ottenbreit-Leftwich, 2010; Whitehead et al., 2013; & Hsu,
2016). Finally, the obstacles on using technologies in ELT classrooms could be led by
institutions such as administrative support, positive school environment, technical
assistants, sustained funding for technology, the attitude of the principal, parental
involvement, training and support, poor visioning institution, and weak assessment
strategies (Ertmer, 1999; Coffland & Strickland, 2004; Ertmer, 2005; Eteokleous, 2008;
Oncu et al., 2008; Whitehead et al., 2013; Hsu, 2016).

The existing research studies regarding using technologies in ELT indicated
that there were three predominant research interests, including teachers’ perspectives
on technology integration, language learning development, and teacher professional
development. Firstly, certain existing studies were conducted on investigating teachers’
perspective towards the use of technology. The findings revealed that teachers had
positive perspectives of the technology integration in the language instruction (Saglam
& Sert, 2012; Kazemi & Narafshan, 2014; Coskun & Marlowe, 2015). Nonetheless,
teacher encountered difficulties while utilizing technology in their classroom (Kazemi
& Narafshan, 2014). Secondly, scholars attempted to implement different teaching
methods with technologies to enhance learners’ language skills. The findings showed
that integrating technology into English language teaching could promote students’
motivation (Wu et al., 2011; Al-Mohammadi & Derbel, 2014) and also enhanced their
confidence in what they learned (Wu et al., 2011) as well as their academic performance

(Al-Mohammadi & Derbel, 2014).
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Lastly, certain studies were conducted on teacher professional development by
implementing some teaching approaches with technologies due to achieve learning
goals. The findings revealed that the integration of collaborative learning and
technology-enhanced language learning was an intensely useful element in achieving
the course goals (Reyes Fierro & Delgado Alvarado, 2015), but there were few ICT
tools integrated into the textbooks (Hismanoglu, 2011). In addition, certain types of
technology tools and some cutting-edge tools were employed in the classrooms
(Saenkhot & Boonmoh, 2019; Thanasitrittisorn & Boonmoh, 2020). It can be seen that
research studies on utilizing technologies in ELT have been conducted in predominant
areas, such as examining teachers’ perspectives, improving language instruction, and
promoting the teacher profession. Nonetheless, the research study relating to exploring
technology integration to promote students’ critical thinking skills in ELT has remained
unclear because there have not been adequate empirical studies in the existing research.

With regard to critical thinking skills, they have been introduced into
education over the decades, but their definitions have still been varied depending on
different fields. Initially, reflective thinking or critical thinking was considered as the
kind of thinking that consists of turning a subject over in the mind and giving it serious
and consecutive consideration (Dewey, 1933). Ennis (1987) suggested that critical
thinking refers to a range of dispositions and abilities associated with critical thinking,
concentrating on the ability to reflect skeptically and the ability to think in a reasoned
way. Critical thinking is the general term given to a wide range of cognitive skills and
intellectual dispositions needed to effectively identify, analyze, and evaluate arguments
and truth claims, to discover and overcome personal prejudices and biases, to formulate
and present convincing reasons in support of conclusions, and to make reasonable,
intelligent decisions about what to believe and what to do (Bassham et al., 2002).
Cottrell (2005) defined critical thinking as a complex process of deliberation which
involves a wide range of skills and attitudes for deciding what to believe or do and
focuses on the ability to reflect skeptically and to think in a reasoned way. She also
proposed that critical thinking is a cognitive activity associated with using the mind, so
learning to think in critically analytical and evaluative ways means using mental
processes such as attention, categorization, selection, and judgement (Cottrell, 2011).

It can be seen that critical thinking skills involve cognitive processes, a wide range of
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skills, and attitudes to identify, analyze, and evaluate arguments in reasoning ways for
deciding what to believe and what to behave.

Increasing critical thinking skills in ELT classrooms could be beneficial for
language learners in different dimensions. Students familiarize themselves with
different uses of language to enhance their understanding of and appreciation of content
when students are encouraged to read critically. Furthermore, students recognize the
challenge of putting their ideas and experiences into words when students are fostered
to write critically (Paul et al., 1989). In addition, the benefits of critical thinking skills
could be categorized into different stages of life, including in the classroom, in the
workplace, and in life (Bassham et al., 2002). Initially, critical thinking skills in
classrooms concentrate on higher-order-thinking skills such as the active, intelligent
evaluation of ideas and information. Therefore, critical thinking plays a vital role
throughout the college curriculum. When entering the workplace, employers are
looking not for employees with highly specialized career skills but for workers with
good thinking and communication skills — quick learners who can solve problems, think
creatively, gather analyzed information, draw appropriate conclusions from data, and
communicate their ideas clearly and effectively. Lastly, critical thinking can help
learners avoid making foolish personal decisions and also help them to avoid such
mistakes by teaching them to think about important life decisions more carefully,
clearly, and logically. Moreover, critical thinking skills could be constructive in terms
of improving attention and observation, developing more focused reading, enhancing
the ability to identify the key points in a text or other message rather than becoming
distracted by less important material, promoting the ability to respond to the appropriate
points in a message, providing knowledge of how to get our own point across more
easily, and increasing skills of analysis that learners can choose to apply in a variety of
situations (Cottrell, 2011).

Improving learners’ critical thinking skills is burdensome because there have
been various barriers to prevent learners to enhance these skills themselves. Basically,
the problematic issues for stopping critical thinking skills’ development could be lack
of relevant background information, poor reading skills, bias, prejudice, superstition,
egocentrism (self-centered thinking), sociocentrism (group-centered thinking), peer

pressure, conformism, provincialism, narrow-mindedness, closed-mindedness, distrust
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in reason, relativistic thinking, stereotyping, unwarranted assumptions, scapegoating,
rationalization, denial, wishful thinking, short-term thinking, selective perception,
selective memory, overpowering emotions, self-deception, face-saving, and fear of
change (Bassham et al., 2002). Furthermore, Cottrell (2011) proposed certain barriers
for improving critical thinking skills, including misunderstanding of what is meant by
criticism, over-estimating our own reasoning abilities, lack of methods, strategies, or
practice, reluctance to critique experts, affective reasons, mistaking information for
understanding, and insufficient focus and attention to detail. Focusing on obstacles of
enhancing critical thinking skills in the educational setting, it could be students’ lack of
higher-order thinking skills and abilities to differentiate critical thinking skills from the
lower-order thinking skills — remembering, understanding, and applying (Halpern,
1998; Limpman, 1995; Tsui, 2006). In addition, other difficulties of developing critical
thinking skills consisted of lack of critical thinking encouragement, lack of the
modeling of critical thinking, poor methods of teaching writing, unqualified teachers in
ESL, poor English language curriculum, lack of questioning habits, and lack of debates
and discussion (Shaheen, 2012).

The existing research studies on critical thinking skills in ELT have been
conducted in the last decade, and they could be identified into three primary research
interests, including instructional approaches, language skills, and assessment. Firstly,
different instructional approaches were implemented in the studies to enhance learners’
critical thinking skills. The finding exposed that critical thinking skills could be
observed after learning through the implemented instructional approaches (Yang &
Gamble, 2013; Vong & Kaewurai, 2017; Heidari, 2020). Secondly, some research
studies were conducted on improving learners’ language skills and critical thinking
skills through different learning activities. The findings showed that using reading
activities in English language classrooms could enhance critical thinking skills
(Bunsom et al., 2011; Wang & Seepho, 2016; Yooprayong et al., 2017), and students’
language skills such as reading skills, writing skills, communicative skills, and speaking
skills were improved after participating in critical thinking-based activities (Sarot et al.,
2016; Moonma & Kaweera, 2022; Ruksapon, 2017; Arjpru, 2020).

Lastly, certain studies were conducted on assessing learners’ critical thinking

skills and developing a rubric for critical thinking assessment for writing. The findings
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demonstrated that students had a positive attitude towards critical thinking skills
(Warabamrungkul et al., 2018; Din, 2020) and the rubric consisted of six clear and valid
domains for assessing critical thinking skills in an argumentative essay and it could be
used to promote learning and critical thinking skills for EFL students (Nakkaew &
Adunyarittigun, 2019). As seen in the existing studies on critical thinking skills in ELT,
promoting learners’ critical thinking skills through technology integration has not
empirically been investigated, so this research area should be conducted to address a
better understanding in the field.

The last research area of the existing studies was implementing technologies
to promote critical thinking skills in ELT. The studies in this area in the field have been
relatively growing. Generally, critical thinking skills, especially analysis and evaluation
could be developed through English language learning activities with different
informative and communicative technologies (Liang, 2023). Furthermore, previous
studies demonstrated that students in English language classrooms could improve their
critical thinking skills with a wide range of specific technologies. Primarily, digital
storytelling was implemented in English instruction to promote critical thinking skills
and its results revealed using digital storytelling could effectively foster students’
critical thinking skills (Yang & Wu, 2012; Thang & Mahmud, 2017; Alshaye, 2021).
Another technology which was employed to enhance critical thinking skills was
different online courses (Akyol & Garrison, 2011; Chen & Hu, 2018; Akatsuka, 2020)
and the results suggested that certain aspects of critical thinking skills could be
promoted after students learned through these online courses. Consistently, the previous
studies that employed online discussions to foster critical thinking skills in English
instruction revealed that some aspects of critical thinking skills were enhanced when
students participated in those discussions (Sadaf & Olesova, 2017; Al-Husban, 2020;
Jamali & Krish, 2021). In addition, the existing studies regarding integrating digital
teaching aids such as online resources, videos, and mobile applications asserted that
those teaching aids could encourage students to critically analyze and evaluate
information (Zhang, 2018; Mete, 2020; Haerazi et al., 2020).

According to the results of the existing studies in terms of technology
integration in ELT, critical thinking skills in ELT, and utilizing technologies to promote

critical thinking skills in ELT, it could be seen that using technologies in English
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classrooms could help students significantly develop their English language skills.
Critical thinking skills could be considerably enhanced through different English
language skill activities. Furthermore, critical thinking skills could be effectively

promoted with various technology-implemented language learning activities.

1.2 Statement of the problem

Several national education policies have required universities to design their
curriculum that provides instructors with opportunities to effectively integrate
technologies into their instruction and to deliver learning activities that allow learners
to think critically. Nonetheless, several problems in using technologies and improving
learners’ critical thinking skills in ELT exist. Firstly, the existing research studies
clearly identified that one of the key problems related to ELT was poor English
language curriculum (Shaheen, 2012). Therefore, the students must be taught to think
critically and a curriculum should be designed with instilling critical thinking skills, a
metacognitive awareness, and repletion of thinking exercises (Mulnix, 2012).
Similarly, these skills are not emphasized in English courses in GenEd. According to
the course descriptions or even course evaluations of English courses in certain
Rajabhat universities, utilizing technologies for supporting effective instruction is not
clearly identified. Furthermore, increasing learners’ critical thinking skills are
questionable as well because it does not precisely appear in course descriptions, course
objectives, or even course evaluation. It could be seen that delivering English courses
in GenEd is relatively inconsistent with the guidelines of the national education policy.

Another problem that obstructed employing different technologies in the
classrooms to promote critical thinking skills was a positive environment for
technology use (Ertmer, 1999; Coffland & Strickland, 2004). Likewise, the teaching
and learning environment was considered a problematic factor for learners to think
critically (Mahapoonyanont, 2010). It could be seen that environment could relatively
affect integrating technologies into learning activities for instructors and improving
critical thinking skills for learners. The researcher as an EFL instructor encountered this
kind of barrier such as no internet signal, a broken project, and so on. This kind of

barrier was considered the university’s responsibility to cope with and to construct a
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positive environment for technology integration to promote learners’ critical thinking
skills.

In addition, the other problem impacting promoting technology integration and
critical thinking skills is directly relating to teachers. There are various problematic
issues associated with teachers on improving learners’ technology skills such as
teachers’ lack of time to implement technology-integrated lessons, limited knowledge
and skills in integrating technologies, understanding how to use technology to facilitate
meaningful learning, conversations with teachers’ values on best educational
technology practices, teachers’ confidence, beliefs about how students learn, the
perceived value of technology to the teacher and learning process (Ertmer, 1999;
Coffland & Strickland, 2004; Ertmer, 2005; Eteokleous, 2008; Oncu et al., 2008;
Ertmer & Ottenbreit-Leftwich, 2010; Whitehead et al., 2013; & Hsu, 2016). Similarly,
the obstacles caused by teachers in increasing learners’ critical thinking skills consisted
of unqualified teachers in ESL, a lack of questioning habits, and a lack of debates and
discussion (Shaheen, 2012). It could be seen that teachers are relatively important in
promoting technology use and critical thinking skills because they play a key role in
constructing lessons and their learning activities with technology, modeling how to use
technologies and how to think critically for achieving those activities.

With regard to the empirical evidence of the existing research studies, the
studies pertinent to integrating technologies to foster critical thinking skills in ELT
consisted of three areas, namely utilizing technologies in ELT, enhancing critical
thinking skills in ELT, and implementing technologies to promote critical thinking
skills in ELT. Firstly, the previous studies regarding using technologies in English
language activities were conducted with different focuses, including teachers’
perspectives on technology integration, language learning development, and teacher
professional development. As a consequence, the studies relating to promoting critical
thinking skills in ELT were not adequate. Secondly, the existing studies that were
conducted in the area of developing critical thinking skills in English language
classrooms focused on language skills and assessment for critical thinking skills. As a
result, the studies associated with utilizing technologies to promote critical thinking
skills through English instruction were not adequately examined. Finally, the existing

studies relating to using technologies to promote critical thinking skills in English
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language learning indicated that a variety of particular technologies were integrated to
promote university students’ critical thinking skills. Furthermore, various research
approaches, namely quantitative and mixed-method approaches were employed to
conduct the existing studies. Even though certain previous studies were conducted with
a qualitative approach, they implemented different qualitative research designs such as
a case study. In addition, the previous studies were conducted by concentrating on
students’ experiences of using technologies to develop their English abilities and
critical thinking skills.

As seen from mentioned existing research studied, the researcher was
interested in conducting the present study to address the gap in English language
teaching. Firstly, the previous studies implemented different particular technologies
such as digital storytelling, online courses, and online teaching aids in English language
activities to promote critical thinking skills. Therefore, the present study was conducted
to provide constructive insights regarding what a wide range of technologies EFL
university teachers employed and how those technologies were used in their
instructional practices. Secondly, most previous studies were conducted with
quantitative and mixed-method approaches and certain studies employed a qualitative
approach such as a case study. As a result, the present study was conducted by
implementing a phenomenological qualitative research design to explore ELF
university teachers’ and students’ lived experiences of integrating technologies to foster
critical thinking skills in ELT.

According to the problematic issues and the existing research studies relating
to technology integration to promote learners’ critical thinking skills in ELT discussed
above, the present study was conducted to explore what technologies and how those
technologies were used in the English language classrooms. The study not only
investigated what problems teachers encountered and how they solved those problem,
but also examined what influential factors towards their technology integration were.
Lastly, learners’ perceptions towards technology integration to promote critical

thinking skills were investigated from their reflections emerged from their experiences.
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1.3 Purposes of the study

The purposes of the present study were:

1. To explore the essence of EFL university teachers’ technology integration
to promote students’ critical thinking skills

2. To explore Thai EFL university students’ perceptions towards learning with

technology integration to promote their critical thinking skills

1.4 Research questions

The present study were conducted to answer the following questions:
Aspect 1: EFL university teachers’ lived experiences in integrating technologies to
promote Thai EFL university students’ critical thinking skills

1.1 What types of technology do teachers integrate into their instruction to
promote students’ critical thinking skills?

1.2 How do teachers integrate technologies into their instruction to promote
students’ critical thinking skills?

1.3 How effective do teachers perceive their technology integration to be in
promoting students’ critical thinking skills?

1.4 What problems do teachers encounter when integrating technologies into
their instruction to promote students’ critical thinking skills?

1.5 How do teachers solve the problems that they encounter when integrating
technologies to promote students’ critical thinking skills?

1.6 What are the factors that influence teachers’ technology integration to
promote students’ critical thinking skills?
Aspect 2: Thai EFL university students’ perceptions towards learning with technology
integration to promote their critical thinking skills

- What are students’ perceptions towards learning with technology integration

to promote their critical thinking skills?

1.5 Scope of the study
The scope of the present study focused on the lived experiences of EFL
university teachers regarding technology integration to promote students’ critical

thinking skills. Therefore, a phenomenological research design was implemented to
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understand the essence of the phenomenon. Interviews and observations were
employed to collect data in the 2022 academic year. The interviews were composed of
three sub-interviews with different purposes. The first sub-interview aimed to gain the
background information of the participants. The second sub-interview aimed to
investigate participants’ lived experiences of the phenomenon. The purpose of the last
sub-interview was to explore the meaning of lived experiences of the phenomenon. For
observation, the researcher visited instructors’ classrooms for one instructional cycle
for 1-2 sessions.

The participants consisted of a group of EFL university instructors and a group
of Thai EFL university students. The researcher collected data from two groups of
participants to ensure that the data could be credible. Furthermore, all participants of
those two groups had to satisfy the inclusion criteria of participant selection because it
could guarantee that the data can be credible for the context. To include teachers in the
study, teachers had to be full-time teachers at one of the Rajabhat universities in the
western region of Thailand and they received at least 1 year of university teaching
experience. Moreover, teachers had to instruct at least 1 English course in the GenEd
course and utilized technologies in their instruction to allow students to think critically.
Regarding inclusion for students of the study, students had to be students at one of the
Rajabhat universities in the western region of Thailand and studied at least 1 English
course in the GenEd course. Furthermore, students had to experience learning with

technology integration that allowed them to think critically.

1.6 Significance of the study

The present study aimed to contribute to this growing area of research in ELT
by exploring technology integration to promote students’ critical thinking skills. The
study provided new insights and a deep understanding of the phenomenon to different
stakeholders. Firstly, it was relatively constructive for EFL university teachers who
have encountered certain challenges when integrating technologies to allow their
students to think critically. They could obtain new insights and certain practical
teaching techniques on what technologies and how those technologies were utilized to
motivate their students to think critically. Furthermore, they could clearly comprehend

what problems and their solutions were when using technologies in EFL classroom:s.
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Therefore, teachers could make use of the findings of the present study as a guideline
to develop their instruction with technology integration to promote critical thinking
skills and their profession.

In terms of significance for curriculum developers, the study could offer
valuable information to design course objectives and evaluations that promote the use
of technology and critical thinking skills. The survey of entrepreneurs’ workforce
requirements revealed that Thai workers’ skills, such as foreign language skills,
computer skills, management skills, and so on, were lower than their expectations
(Ministry of Higher Education, Science, Research and Innovation, 2019). Therefore,
curriculum developers must be aware of these challenges and should create a
curriculum and courses, especially English courses in GenEd, which promoted
technology use and critical thinking skills. It could be particularly useful for teachers
to develop their profession in technology-driven instruction. Furthermore, it provided
students opportunities to practice their technology skills as well as critical thinking
skills.

Lastly, the study was relatively constructive for university administrators to
improve infrastructures and facilities for positive technology environments in the
research setting. The administrators obtained the structural description that portrayed
the experiences of the phenomenon from the voices and reflections of the participants.
They could gain a deeper understanding of problems and influential factors that
obstructed using technologies to promote critical thinking skills. Thus, the study could
be employed to create university projects and policies to develop a better positive
technology environment. It could be beneficial for all students to equally access

technologies and encourage their critical thinking skills.

1.7 Definitions of terms

Technology integration refers to a particular systematic process of teaching
and learning that incorporate all digital technologies both hardware and software with
each subject-related area of curriculum and that is designated which hardware and
software and which methods for implementing them are appropriate to enhance quality
of learning and to achieve learning objectives (Heinich et al., 1993; Muffoletto, 1994;

Shelly et al., 1999; Roblyer & Edwards, 2000; Roblyer, 2006; Law et al., 2016).
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Critical thinking skills refer to a cognitive process which involves recognizing
information, exploring information, analyzing information, evaluating information,
sharing information, giving reasons, and creating solutions. (The College Board; 1981;
Facione, 1989; Garrison et al., 2000; Anderson et al., 2001; Cottrell, 2005; Ennis, 2011)

Teachers refer to Thai or foreign EFL university instructors who have been
working as full-time instructors at Language institute in one of Rajabhat universities in
the western region of Thailand. They have been teaching in the GenEd course and have
experienced using technologies in their classes.

Students refer to Thai EFL university students who have been learning in one
of Rajabhat universities in the western region of Thailand. They have enrolled in the
GenEd course and have experienced learning with technology integration.

Lived experiences refer to the perceptions and reflections of the participants
that adequately disclose and explicate the phenomena that were technology integration

to promote students’ critical thinking skills.
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CHAPTER 2

REVIEW OF LITERATURE

The aim of this chapter is to review the related literature of the present study.
It is comprised of six primary parts. Firstly, the overview of beliefs (definitions,
characteristics, differences between belief system and knowledge system, teacher’s
knowledge, and relationships between teachers’ beliefs and practices) is presented.
Secondly, the backgrounds of ELT, technology integration, and critical thinking skills
Thailand is shown. Thirdly, the backgrounds of technology integration in English
language teaching (definition, types, theoretical framework, teachers’ roles,
technology skills, and advantages and barriers) is presented. Fourthly, the
backgrounds of critical thinking skills in English language teaching (definitions,
characteristics, theoretical framework, significance, and advantages and barriers) is
presented. Lastly, the related previous studies on beliefs and practices, technology

integration, and critical thinking skill in English language teaching are discussed.

2.1 Backgrounds of teachers’ beliefs

2.1.1 Definitions of beliefs

Although the concept of beliefs has been an ordinary issue in education for
the past decades and had currently become a vitally crucial one in English language
teaching, there is no consensus on their definitions (Borg, 2001). Moreover, it is
difficult to precisely define beliefs and belief systems because it depends on
researchers’ and studies’ purposes (Eisenhart et al., 1988). Therefore, a group of
scholars in diverse fields of the educational community has attempted to define them
with various perspectives. Dewey (1933, p. 6) used the term ‘belief” as the third
meaning of thought, “something beyond itself by which its value is tested; it makes an
assertion about some matter of fact or some principle or law”. In addition, he
identified that the importance of belief is crucial for “it covers all the matters of which
we have no sure knowledge and yet which we are sufficiently confident of to act upon
and also the matters that we now accept as certainly true, as knowledge, but which

nevertheless may be questioned in the future”.
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For Rokeach (1968, p. 113), beliefs was defined as “any simple proposition,
conscious or unconscious, inferred from what a person says or does, capable of being
preceded by the phrase, ‘I believe that . . .’”. He also suggested that “the content of a
belief may describe the object of belief as true or false, correct or incorrect; evaluate it
as good or bad; or advocate a certain course of action or a certain state of existence as
desirable or undesirable”. Brown and Cooney (1982) explained that beliefs are
dispositions to action and major determinants of behavior although the dispositions
are time and context specific — qualities that have important implications for research
and measurement. Abelson (1979, p. 356) defined “belief system in terms of some
processes by which a human accesses and manipulates that knowledge under current
activating circumstances and/ or in the particular current purposes”. Harvey (1986, p.
660) explained “belief system as a set of conceptual representations which signify to
its holder a reality or given state of affairs of sufficient validity, truth, and/ or
trustworthiness to warrant reliance upon it as a guide to personal thought and action”.

According to the aforementioned nonconsensual definitions of beliefs and
belief systems, the term ‘beliefs’ and ‘belief systems’ are used interchangeably to
mean personal thoughts that individuals possess with a particular purpose towards
matters as true or false, good or bad, and correct or incorrect. Individuals do not
certainly ensure these beliefs as knowledge; as a result, beliefs can be questionable in
the future. Moreover, beliefs associate and navigate individuals’ thoughts, actions,
and behaviors.

Apart from the definitions of beliefs in general, teachers’ beliefs have been
recognized in different concepts. Porter and Freeman (1986) defined orientations to
teaching as including teachers' beliefs about students and the learning process, about
the role of schools in society, and about teachers themselves, the curriculum, and
pedagogy. Certain scholars favored another term of teachers’ beliefs. Goodman
(1988) preferred the term teacher perspectives that two students may express similar
beliefs about teaching and education but the image associated with the verbal
expressions of their beliefs may differ considerably. Moreover, they could be defined
as a reflective, socially defined interpretation of experience that serves as a basis for
subsequent action — a combination of beliefs, intentions, interpretations, and behavior

that interact continually (Clark and Peterson, 1986, p. 287). According to the
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aforementioned definitions of teachers’ beliefs, it could imply that teachers’ beliefs
are an instructional orientation of teachers towards students, learning processes, roles
of school in society, teachers themselves, curriculum, and pedagogy. Furthermore,
teachers who possess similar beliefs about instruction might have different actions or

behaviors depending on their interpretation of teaching experience.

2.1.2 Characteristics of beliefs

As seen in the nonconsensual definitions of beliefs and belief systems, there
have still not been their definitive meanings to accurately understand them. Therefore,
a number of scholars have attempted to differentiate features of beliefs because they
would like to distinguish beliefs from knowledge. Rokeach (1968, pp. 113-114)
identified that beliefs can be characterized into three types, including 1) a descriptive
or existential belief such as I believe that the sun rises in the east; 2) an evaluative
belief such as I believe this ice cream is good; and 3) a prescriptive or exhortatory
belief such as I believe it is desirable that children should obey their parents.
Moreover, he advocated that each belief particularly consists of three components,
including a cognitive component which possesses various levels of certitude about
what is true or false, good or bad, desirable or undesirable; an affective component
which fosters a different intensity of effect towards individual’s or groups’ belief; and
a behavioral component which causes certain action when belief is appropriately
activated.

Seven significant characteristics of belief systems are proposed by Abelson
(1979) to differentiate belief systems from knowledge systems. Firstly, the elements
(concepts, propositions, rules, etc.) of a belief system are not consensual. That is, the
elements of one system might be quite different from those of a second in the same
content domain. And a third system is different from both. The second characteristic
is that belief systems are in part concerned with the existence or nonexistence of
certain conceptual entities. God, ESP, witches, and assassination conspiracies are
examples of each entities. Alternative worlds are the third characteristic that often
includes representations of alternative worlds, typically the world as it is and the
world as it should be. The next characteristic is that belief systems rely heavily on

evaluative and affective components, including two aspects — cognitive and
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motivational. The fifth characteristic is that belief systems are likely to include a
substantial amount of episodic material from either a personal experience, or (for
cultural belief systems) from folklore, or (for political doctrines) from propaganda.
Another characteristic of belief systems is that the content set to be included in a
belief system is usually highly open. That is, it is unclear where to draw a boundary
around the belief system, excluding irrelevant concepts lying outside. Lastly, beliefs
can be held with varying degrees of certitude. That is, the believer can be passionately
committed to a point of view, or at the other extreme could regard a state of affairs as
more probable than not.

Nespor (1987) conducted the research study on teachers’ beliefs and
proposed that the structure of beliefs consisted of four features which some were
addressing to Abelson (1979)’s beliefs’ characteristics while some were arguing them.
Those four features of beliefs are compounded of 1) existential presumptions — beliefs
are the incontrovertible, personal truths everyone holds and also perceives as
immutable entities that exist beyond individual’s control or knowledge; 2)
alternativity - individuals attempt to create an ideal, or alternative situations that
significantly differ from present realities; 3) affective and evaluative aspects - beliefs
have stronger affective and evaluative components than knowledge and also operate
independently of forms of the cognition typically associated with knowledge; 4)
episodic storage - knowledge system information is semantically stored whereas
beliefs reside in episodic memory which is organized around personal experience or
critical episodes and these episodes plays important roles in individuals’ practices.

Moreover, Borg (2001) introduced the common features of beliefs which are
clearer to understand. Firstly, the truth element drawing on research in the philosophy
of knowledge, suggests that a belief is a mental state which has as its content a
proposition that is accepted as true by the individual holding it, although the
individual may recognize that alternative beliefs may be held by others. This is one of
the key differences between belief and knowledge, in that knowledge must actually be
true in some external sense and also knowledge is commonly defined as ‘justified true
belief” (Fenstermacher, 1994). Secondly, the relationship between beliefs and
behavior referring to most definitions of belief proposes that beliefs dispose or guide

people’s thinking and action. Thirdly, conscious and unconscious beliefs state that
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consciousness is inherent in the definition of belief, and others allowing for an
individual to be conscious of some beliefs and unconscious of others. Lastly, beliefs
as value commitments recognize an evaluative aspect to the concept.

Discussing Rokeach (1968)’s, Abelson (1979)’s, Nespor (1987)’s and Borg
(2001)’s conceptualizations of belief characteristics, it shows that there are three
predominant features of beliefs that these scholars completely agreed on, including
existence of entities, evaluative and affective aspects, and episodic memory. In
addition, there are two more characteristics of beliefs that certain of these scholars
consistently suggested, including non-consensus and alternative world. Therefore,
these proposed features of beliefs could be essential and clearer criteria to distinguish

beliefs from knowledge.

2.1.3 Differences between beliefs and knowledge
Certain scholars have distinguished beliefs from knowledge by proposing the
characteristics of beliefs to comprehend them more precisely. Here are several

essential features of beliefs and knowledge which are presented in Table 2.1.

Table 2.1 Distinctions between beliefs and knowledge

Scholars Beliefs Knowledge
Abelson (1979) - psycho-logic - logic
- episodic material - facts and principles
- self-concepts - exclude the self
Nespor (1987) - nonconsensuality - consensuality

- affective and evaluative - cognitive aspects

aspects - open to evaluate and
- very nature disputable criticize

- more inflexible

- less dynamic

- unchangeable

- unbounded
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Scholars Beliefs Knowledge

Roehler, Duffy, Herrmann, - static - fluid

Conley, and Johson (1988) - eternal truths - neutral emotion
- unchangeable

- emotional aura

Pajares (1992) - evaluation and judgment - objective facts

According to certain suggestions of scholars on differences between belief
systems and knowledge ones, it could be implied that belief systems are structures
based on psycho-logic, episodic memories as well as individuals’ self-concepts. In
addition, they are static or unchangeable and less dynamic without accepting
criticism. Nonetheless, knowledge systems are based on logic and objective facts

which are fluid and open to unemotionally evaluate.

2.1.4 Teachers’ knowledge

The issue of what makes good teachers or what good teacher must know is
considered as one of the factors which affect teachers’ belief and practices. Slavin
(2009) suggested that there were two main components which make good teachers,
including 1) knowing the subject matter, and 2) mastering teaching skills with
different tasks — motivating students, managing the classroom, assessing prior
knowledge, communicating ideas effectively, taking into account the characteristics
of the learners, assessing learning outcomes, and reviewing information. However,
there have been other matters which help teachers become good ones such as warmth,
enthusiasm, and caring (Cornelius-White, 2007; Eisner, 2006) and knowledge about
how about children learn (Wiggins & McTighe, 2006).

Furthermore, to become expert teachers who elaborate systems of
knowledge for understanding problems in teaching (Woolfolk, 2004), Shulman (1987)
proposed seven areas of professional knowledge which expert teachers know,
including the academic subjects they teach; general teaching strategies that apply in
all subjects such as the principles of classroom management, effective teaching, and
evaluation; the curriculum materials and programs appropriate for their subject and
grade level; subject-specific knowledge for teaching: special ways of teaching certain

students and particular concepts such as the best ways to explain negative numbers to
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lower-ability students; the characteristics and cultural backgrounds of learners; the
setting in which students learn — pairs, small groups, teams, classes, schools, and the
community; and the goals and purposes of teaching.

A number of categories relating to teachers’ knowledge has been suggested
by several scholars and some typologies of knowledge also have been proposed to
describe the types of knowledge which teachers hold and how they might be
interrelated (Grossman, 1990; Kremer-Hayon, 1990). Calderhead, 1996 proposed
certain knowledge’s types as follow:

Subject knowledge primarily concentrates on the managerial aspects of
teaching such as how teachers organize the classroom and the children, and general
strategies of planning. Moreover, Shulman (1986) divided the knowledge that grows
in the minds of teachers into three categories of content knowledge as follows:

Content knowledge refers to the amount and organization of
knowledge in the mind of teacher. It requires understanding the structures of the
subject matter in the manner. Therefore, teachers must not only be capable of defining
for students the accepted truths in a domain, but they must also be able to explain why
a particular proposition is deemed warranted, why it is worth knowing, and how it
relates to other propositions, both within and without the discipline, both in theory
and in practice.

Pedagogical content knowledge refers to the knowledge which goes
beyond knowledge of subject matter to the dimension of subject matter knowledge for
teaching. It includes the most useful forms of representation of those ideas, the most
powerful analogies, illustrations, examples, explanations, and demonstration — in a
word, the ways of representing and formulating the subject that make it
comprehensible to others. In additions, pedagogical content knowledge consists of an
understanding of what makes the learning of specific topics easy or difficult: the
conceptions and preconceptions that students of different ages and backgrounds bring
with them to the learning of those most frequently taught topics and lessons.

Furthermore, Grossman (1990) suggested that pedagogical content
knowledge could be separated into four categories: conceptions of purposes for

teaching subject matter, knowledge of students’ understanding (including common
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misconceptions and difficulties), curricular knowledge, and knowledge of
instructional strategies.

Curricular knowledge refers to the full range of programs designed for
the teaching of particular subjects and topics at a given level, the variety of
instructional materials available in relation to those programs, and the set of
characteristics that serve as both the indications and contraindications for the use of
particular curriculum or program materials in particular circumstances.

Craft knowledge refers specifically to the knowledge that teachers acquire
within their own classroom practice, the knowledge that enables them to employ the
strategies, tactics and routines that they do. This type of knowledge can be called with
several terms such as the wisdom of practice (Schwab, 1971; Shulman, 1987), the
professional knowledge (Brown & Mclntyre, 1993), and knowledge in action of the
practitioner (Schon, 1983, 1987).

Case knowledge refers to comparisons of teaching with other professions; as
a result, teachers acquire several inquiries into the case knowledge. That is, teachers
build their own case knowledge — a knowledge base of significant incidents, events,
and people that enables new situations to be identified and helps guide teachers’
practice.

Theoretical knowledge refers to the contention that teaching might be based
on a body of theoretical knowledge is a phenomenon that has developed in relatively
recent decades (Alexander, 1984). In addition, the growth of rich bodies of literature
on children’s learning and maturation, curriculum development, and the organization
of the school would seem to be essential elements of a teacher education curriculum
that might equip teachers with concepts and theories for thinking about their day-to-
day practice.

When technologies come into play in education, Koehler and Mishra (2008,
pp. 12) proposed three concentric circles model, which built upon the work of
Shulman, includes content knowledge (CK), pedagogical knowledge (PK), and
technology knowledge (TK). These three bodies of knowledge interact with each
other and represent additional knowledge, including pedagogical content knowledge
(PCK), technological content knowledge (TCK), technological pedagogical
knowledge (TPK), and technological pedagogical content knowledge (TPCK).
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Content knowledge Pedagogical knowledge

Pedagogical content
knowledge

Technological content
knowledge Technological pedagogical

knowledge

Technological
pedagogical content
knowledge

Technological knowledge

Contexts

Figure 2.1 The TPCK framework and its knowledge components

Noted. Adapted from Handbook of technological pedagogical content knowledge
(TPCK) for educators (p. 12), by M. J. Koehler and P. Mishra, 2008, Routledge for
the American Association of Colleges for Teacher Education. Copyright 2008 by
Taylor & Francis.

Content knowledge (CK) is knowledge about the actual subject matter that is
to be learned or taught. Knowledge of content is of critical importance for teachers
and it includes knowledge of concepts, theories, ideas, organizational frameworks,
knowledge of evidence and proof, and established practices and approaches towards
developing such knowledge.

Pedagogical knowledge (PK) is deep knowledge about the processes and
practices or methods of teaching and learning and encompasses overall educational
purposes, values, and aims. This is a generic form of knowledge that applies to
student learning, classroom management, lesson plan development and

implementation, and student evaluation. Also, it includes knowledge about techniques
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or methods used in the classroom, the nature of the target audience, and strategies for
evaluating student understanding.

Technology knowledge (TK) is changeable knowledge more than the other
two core knowledge domains in the TPCK framework (pedagogy and content). In this
sense, TK is close to the definition of fluency of information technology (FITness)
proposed by the Committee of Information Technology Literacy of the National
Research Council (1999). FITness requires persons understand information
technology broadly enough to apply it productively at work and in their everyday
lives, to recognize when information technology can assist or impede the achievement
of a goal, and to continually adapt to changes in information technology. Thus,
FITness requires a deeper, more essential understanding and mastery of information
technology for information processing, communication, and problem-solving.

Pedagogical content knowledge (PCK) is similar to Shulman’s idea of
knowledge of pedagogy. PCK covers the core business of teaching, learning,
curriculum, assessment, and reporting such as the conditions that promote learning
and the link among curriculum, assessment and pedagogy. An awareness of common
misconceptions and ways of looking at them, the importance of forging links and
connections between different content ideas, students’ prior knowledge, alternative
teaching strategies, and the flexibility that comes from exploring alternative ways of
looking at the same idea or problems are all essential for effective teaching.

Technological content knowledge (TCK) is an understanding of the manner
in which technology and content influence and constrain one another. Teachers need
to master more than the subject matter they teach, they must also have a deep
understanding of the manner in which the subject matter can be changed by the
application of technology. In addition, teachers need to understand which specific
technologies are best suited for addressing subject-matter learning in their domains
and how the content dictates or perhaps changes the technology — or vice versa.

Technological pedagogical knowledge (TPK) is an understanding of how
teaching and learning changes when particular technologies are used. It includes
knowing the pedagogical affordances and constraints of a range of technological tools
as they relate to disciplinarily and developmentally appropriate pedagogical designs

and strategies. This requires getting a deeper understanding of the constraints and
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affordances of technologies and the disciplinary contexts within which they function.
Therefore, TPK requires developing creative flexibility with available tools in order to
repurpose them for specific pedagogical purposes and a forward-looking, creative,
and open-minded seeking of technology for the sake of advancing student learning
and understanding.

Technological pedagogical content knowledge (TPCK) is the basis of
effective teaching with technology and requires an understanding of the representation
of concepts using technologies; pedagogical techniques that use technologies in
constructive ways to teach content; knowledge of what makes concepts difficult or
easy to learn and how technology can help redress some of the problems that student
face; knowledge of students’ prior knowledge and theories of epistemology; and
knowledge of how technologies can be used to build on existing knowledge and to
develop new epistemologies or strengthen old ones.

Discussing the TPCK framework, it could be seen that there is three
significantly predominant knowledge, including content knowledge, pedagogical
knowledge, and technological knowledge. Furthermore, there is further knowledge
when the primary circles of knowledge are integrated with each other, including
pedagogical content knowledge, technological content knowledge, technological
pedagogical knowledge, and technological pedagogical content knowledge. The set of
predominant knowledge underlying this framework could be mainly influencing
factors that promote EFL university teachers to integrate technologies into their
instruction to enhance students’ critical thinking skills. Moreover, it could be
constructive for EFL university teachers for their professional development.

To deeply understand pedagogical knowledge of teachers about how teachers
plan their lessons, how they instruct in the classrooms, and how they assess their
learners’ comprehension of the lessons, certain educators have explicitly identified the
instructional cycles. They are mostly divided into three phases, including before
instruction, during instruction, and after instruction as follows:

Pre-instructional phase or planning phase or before the lesson or course refers
to a process of choosing content, selecting approach, allocating time and space,
determining structure, and deciding motivation (Arends, 1998). Moreover, teachers

might consider what students know, what resources they have, and what they shall do
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(Woodward, 2001; Butt, 2008). There are further essential questions that teachers take
into account, including what is the scheme of work that the students are following?,
what do teachers want the students to learn in the lesson teachers are planning (and in
future lessons)?, and how will their lesson plan facilitate learning? (Butt, 2008).

Interactive phase or instructing phase or during the lesson or course refers to a
process of presenting, questioning, assisting, providing for practice, making
transitions, and managing and disciplining (Arends, 1998). Furthermore, teachers
watch and listen to the students, investigate how time is going, and note questions and
reactions (Woodward, 2001).

Post-instructional phase or assessing phase or after the lesson or course refers
to a process of checking for understanding, providing feedback, praising and
criticizing, testing, grading, and reporting (Arends, 1998). In addition, teachers check
what is leftover and how their instruction shifts student perception and skill
(Woodward, 2001). Other crucial questions teachers should consider are how will
teachers know what the students have learnt (assessment)?, how will teachers know
how effective the lesson has been from their perspective as the teacher and the
students’ perspective as learners (evaluation)?, and what action will teachers need to
take in future lessons to ensure that effective learning is taking place? (Butt, 2008).

According to the mentioned teachers’ knowledge, it provides us the insight
that two primary areas are integrating into teachers’ knowledge, including categories
of teachers’ knowledge and instructional cycles. These could affect teachers’ beliefs
and practices on their instruction in the classroom. Therefore, the more teachers
comprehend insightfully different types of teachers’ knowledge and instructional

cycle, the more effective their teaching practices in the classrooms are.

2.1.5 The relationship between beliefs and practices

Generally how individuals’ beliefs associated with their practices could be
seen by the definitions of beliefs. Most beliefs’ definitions propose that beliefs are a
set of thoughts and dispositions with particular purposes and they are considered as
navigation or guidance of individuals to act and behave (Dewey, 1933; Brown &
Cooney, 1982; Harvey, 1986). Moreover, certain characteristics of beliefs confidently

assert that beliefs dispose their holders towards thinking and action (Borg, 2001).
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According to mentioned definitions and features of beliefs, it could boldly imply that
individuals’ beliefs could specifically have a strong relationship to their behaviors in
everyday practices.

Particularly, teachers’ beliefs could affect a teacher’s style which is a
collection of the many attitudes and behaviors he employs to create the best possible
conditions under which learning can take place (Wright, 1987). The teacher’s style
could be influenced by teachers’ beliefs and attitudes, including cultural and social
beliefs and attitudes about how to behave in social groups; beliefs about the role of
knowledge in teaching and learning; beliefs about the nature of learning; and beliefs
about the nature of knowledge in the case of language teacher and a view of language
(Wright, 1987).

There have been several previous research studies revealed that teachers’
beliefs influencing their classroom practices. The study of Hsu (2016) revealed that
the teacher holding constructivist pedagogical beliefs about technology use seemed to
have high self-efficacy beliefs about technology use, to position a positive value on
technology, and to have two or more practices of high-level learning in their lessons.
This finding suggested that teachers’ constructivist pedagogical beliefs could be the
primary predictor of teachers’ classroom technology use. Similarly, the research
finding of Huttayavilaiphan (2019) suggested that teachers’ beliefs are the significant
construct in the teacher cognitive system playing a crucial role in the teachers’
teaching practice decision.

Teachers’ beliefs, nonetheless, may well be quite generalized, abstract value
commitments and it has been found that teachers can sometimes possess quite
conflicting beliefs that create dilemmas for them in thinking about practice or result in
contrasting beliefs being used to justify contradictory actions in different contexts
(Cornett, 1990). Furthermore, an important aspect of teachers’ professional
development is the process of making implicit belief systems explicit and developing
a language for talking and thinking about their own practice, questioning the
sometimes contradictory beliefs underpinning their practice, and taking a greater
control over their own professional growth (Freeman, 1991).

According to mentioned associations between teachers’ beliefs and their

practices, it seems that teachers’ behaviors are influenced by teachers’ beliefs such as

Ref. code: 25656006320060RPI



31

beliefs about students, beliefs about learning processes, beliefs about roles of school
in society, beliefs about teachers themselves, beliefs about curriculum, and beliefs

about pedagogy.

2.2 Technology integration in ELT

2.2.1 Definitions of technology integration in ELT

Educational technology and instructional technology have generally been
referred to when integrating technology in the classroom. Muffoletto (1994) stated
that technology was commonly thought of in terms of gadgets, instruments, machines,
and devices as well as most educators will defer to technology as computers. In
addition, he identified that technology was not a collection of machines and devices,
but a way of acting. Similarly, educational technology is a combination of the
processes and tools involved in addressing educational needs and problems, with an
emphasis on applying the most current tools; computers and their related technologies
(Roblyer & Edwards, 2000). In contrast, instructional technology is a subset of
educational technology that deals directly with teaching and learning applications
(Roblyer, 2006). After understanding the boarder concepts which brings into mind
when thinking about technology in the education context, what integrating technology
in education is.

Technology integration is defined by various scholars in many dimensions as
well as it is called with different terms such as technology of instruction, technology-
enhanced learning environment (TEL), technology-enhanced learning and teaching
(TEL&T), but still have the same definitions. Technology integration is a particular
systematic arrangement of teaching and learning events designed to put knowledge of
learning into practice in a predictable, effective manner to attain specific learning
objectives (Heinich et al., 1993, p. 16). Shelly et al. (1999) suggested that it is the
combination of all technology parts such as hardware and software together with each
subject-related area of curriculum to enhance learning. In addition, she advocated that
it is using technology to help meet the curriculum standards and learner outcomes of
each lesson, unit, or activity.

Technology integration is considered as the incorporation of technology

resources and technology-based practices into the daily routines, work, and
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management of schools (U.S. Department of Education, 2002). In terms of integrating
educational technology, Roblyer (2006) suggested that it refers to the process of
determining which electronic tools and which methods for implementing them are
appropriate responses to given classroom situations and problems. It is also defined as
integrating the use of digital technology into the learning and teaching process to
improve the quality of learning (Law et al., 2016, p. 73). According to the mentioned
definitions, it could imply that technology integration is a particular systematic
process of teaching and learning that incorporate all digital technologies both
hardware and software with each subject-related area of curriculum and that is
designated which hardware and software and which methods for implementing them
are appropriate to enhance quality of learning and to achieve learning objectives.
Nonetheless, Shelly, Cashman, Gunter, and Gunter (1999) indicated that
mastering technology integration is not easy because extensive formal training and
practical experiences are imperative for successful integration of technology.
Technology cannot improve learning unless teachers know how to use and integrate
technology into subject-specific areas. Furthermore, teachers must remember that
technology is only a tool to enhance or support new instructional strategies. Educators
should take steps to integrate technology throughout classroom experiences and find
ways to use technology to teach subject-specific information while establishing

connections between those subjects and the real world.

2.2.2 Types of technology integration in ELT

There have been a variety of technologies which are implemented to support
and promote teaching and learning for teachers and learners, so they have been
categorized into 3 primary dimensions, including purposes of using technology,
genres of technology, and functions of technology.

Slavin (2009) has grouped technologies integrated into education based on
their purposes. Firstly, technologies are used for instruction. The most basic
technologies teachers use for their instruction are word processors, electronic
spreadsheets, and presentation software and multimedia. For instance, word
processors are utilized for numerous teaching tasks such as preparing student

worksheets and tests while electronic spreadsheets are used to organize and compute
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numerical data, and to produce charts and graphs. Secondly, technologies are
integrated for learning. Technology and applications have been used with numerous
aims by learners in the classrooms. For instance, the learners make use of applications
of computer-assisted instruction to provide learners the range of simple drill and
practice software to complex problem-solving one, and they also utilize the internet to
collect local data, communicate with other learners, and contribute their work to
virtual publications. Lastly, technologies are employed for administration. Teachers
utilize various technologies to achieve the main administrative tasks associated with
their work such as grading and creating reports. On the other hand, schools are
making use of technologies to monitor the progress of individual students and
teachers and track learners’ achievement through the school management system,
including enrollment, attendance, and school expenditures.

According to Brabec, Fisher, and Pitler (2004), technologies have been
categorized into five genres, including 1) word processing applications — software
which allows the user to type and manipulate text such as Microsoft Word,
OpenOffice.org Writer, Google Docs, MY Access; 2) organizing and brainstorming
software — software which allows the user to create idea maps, KWHL charts, and
category maps such as Inspiration, Kidspiration, BrainStorm, SMART Ideas, Visual
Mind; 3) multimedia — software which allows the user to create or access visual
images, text, and sound in one product such as iMovie, Microsoft Movie Maker,
Adobe Photoshop, Microsoft PowerPoint, Keynote, and Impress; 4) data collection
tools — software and hardware which allow the user to gather data such as Probware,
USB microscopes, classroom response systems; and 5) Web resources — resources
available on the Web which allow the user to gather information or apply or practice a
concept.

Moreover, other two additional genres address after those genres have been
contributed, including 1) spreadsheet software — software which allows the user to
type and manipulate numbers such as Microsoft Excel, OpenOffice.org Calc,
InspireData, Google Spreadsheets; and 2) communication software — software which
allows the user to communicate via text, presentation, voice, or a combination of the

three (Pitler et al., 2007).
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Furthermore, integrating technology into foreign language learning with
different genres of technology has been proposed by Roblyer and Edwards (2000).
Firstly, the Internet provides learners the significant opportunities to explore web sites
which facilitate exchanges between learners of different notions. It, moreover,
facilitates learners to communicate in foreign languages such as exchanging e-mail
with native foreign language speakers and videoconferencing with native speakers.
Secondly, computer software, especially computer-assisted language learning
programs allows learners to drill and practice their foreign language skills through a
myriad of programs such as grammar or vocabulary based-drill and practice
programs. Word processing and hypermedia authoring tools can also be used to
engage learners in applying what they know and help to promote automaticity.
Finally, video clips allow learners to confront foreign languages in the context of
native speakers and some software packages include tutorial and drill features of
instructional software with video presentations, so learners can see and hear people
speaking the language in various contexts.

Technologies integrated into English language learning and foreign language
instruction based on their functions have been suggested by Roblyer (2006). Firstly,
technologies support authentic oral and written practice such as multimedia software
and interactive storybooks, learning games on handheld computers, language labs,
and radio broadcasts. They can be utilized to help learners to internalize word
meanings, rehearse oral English direction, and respond in written English. Secondly,
technologies support practicing language subskills. They provide to learners to
practice intensively in specific language subskills and vocabulary sets, and also
correct common errors being made by learners or incorporate vocabulary currently
being studied in class. Furthermore, the results of Hsu (2016)’s research study
asserted that technologies were mostly employed in different language skills,
including reading skills - websites, projector, United Streaming videos, and iPad;
writing skills - SMART Board, Computers, and Kidspiration; and grammar -
Microsoft Word and Microsoft PowerPoint.

Thirdly, technologies as presentation aids can reduce learners’ stress and
help them focus on their presentations. Moreover, media such as photographs or

images can make classroom presentations more understandable and interesting.
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Fourthly, technologies support text production, such as word processing programs.
They can promote the authentic use of language in creating journals, descriptions of
experiences, oral reports, and research projects. Furthermore, these programs foster
correct usage with grammar checks, correct spelling, and a reminder to employ good
style. Fifthly, technologies can provide virtual field trips for a modified language
immersion experience. Some websites offer learners to virtually visit locations and
have experiences that wouldn’t be available to them. These sites provide expanded
opportunities for language acquisition. Sixthly, technologies can provide virtual
collaborations such as email and the Internet to work with learners of other cultures.
They can motivate learners to use new language skills and learn more about the
diversity of their own country than they would from textbooks. Eventually,
technologies can provide productivity and lesson design support for teachers. The
Internet holds a wealth of resources to save teachers time in locating and preparing
lesson ideas and materials.

According to mentioned types of technologies, it could imply that teachers
can integrate certain technologies into their instruction that rely on teachers’ purposes,
genres of technologies, and functions of technologies which are appropriate to their

purposes to help teachers achieve effectively their learning objectives and goals.

2.2.3 Learning theoretical frameworks relating to technology integration

There are two primary learning perspectives of effective instruction related to
technology integration in education. Roblyer and Doering (2014) proposed that one
view — directed instruction, where teachers transmit a pre-defined set of information
to students through teacher-organized activities, is based on objectivism — a belief
system grounded primarily in behaviorist learning theory and the information-
processing branch of the cognitive learning theories. The other view — inquiry-based
learning, in which learners generate their knowledge through experiences and teachers
serve only as facilitators, is based on constructivism which evolved from other
branches of thinking in cognitive learning theory.

Furthermore, Roblyer and Doering (2014) suggested that a few technology
applications such as drill and practice, tutorials, and integrated learning systems

(ILSs) are associated only with directed instruction. When objectivists evaluate these
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products, they typically look for a match among objectives, methods, and assessment
strategies and how well they help teachers and students meet curriculum standards. To
reflect objectivist principles, materials and integration strategies must have clearly
defined objectives and a set sequence for their use.

In contrast, most others — problem-solving, multimedia production, web-
based learning can inform either directed instruction or constructivist teaching and
learning depending on how they are used. The key concept of constructivist methods
is making learning more visual and experiential to enhance students more flexibility
in how they learn and demonstrate competence (Roblyer & Doering, 2014). They also
suggested there were certain learning theories related to constructivist instruction such
as social learning, scaffolding, stages of development, and multiple intelligences
theories. Therefore, teachers can integrate technologies into the classroom such as
micro-worlds in which learners work with a very visual programming language to
create on-screen designs, videodisc-based mathematics materials which provide
learning environments that reflect situated cognition or instruction anchored in
experiences that learners consider authentic, handheld computers which allow learners
use data gathering tools to study problems and issues in their locale and create
multimedia products to present their new knowledge and insights (Roblyer &
Doering, 2014).

The term constructivism has been applied to a variety of theoretical
approaches to the psychology of learning that share the underlying assumption that
knowledge is produced through a socially-mediated interpretative process and
constructivist approaches also provide strong support for the contention that effective
learning begins from the learner’s active participation in learning (Benson, 2011).
There are a number of approaches which are rooted in constructivism. For instance,
the ideal of a natural education believed that learners are responsible for their actions
and learn by enjoying or suffering their consequences. Moreover, children develop
naturally into individuals subject to their authority rather than the authority of others
(Rousseau, cited in Boyd, 1956). Another approach could be the problem-solving
method proposed by Dewey (1916/1966) with four distinctive types of project
method, including 1) construction projects such as the development of a theoretical

plan and its execution - performing a drama; 2) enjoyment projects such as reading a
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novel; 3) problem projects such as an intellectual or social problem; and 4) specific
learning projects such as learning a writing skill suggested by Kilpatrick (1921).
Integration as a process could be considered an approach relating to constructivism
that integration results from the capacity to adapt oneself to reality plus the critical
capacity to make choices and to transform that reality (Freire, 1974)

According to the principles of objectivism, the researcher believes that EFL
teachers instructing English courses in general education courses in the context of the
present study predominantly employs technologies, including hardware and software
or applications as a medium to foster their effective instructional practices and to help
them and their learners successfully achieve courses objectives and learning goals.
These concepts are based on objectivist learning theory. Nonetheless, certain
approaches rooted in constructivism could be possibly implemented by EFL teachers
in the present study to enhance learner’s critical thinking skills because it depends on
how EFL teachers integrate technologies into their learning activities to accomplish

what the learners are expected to behave.

2.2.4 Advantages of technology integration in ELT

Integrating technology in education, especially in language learning have
intensively positive impacts on various dimensions, including learners-related,
teachers-related, and other-related advantages. According to a number of empirical
research studies and scholars, they have revealed how technologies are integrated into
constructive ways to learners. Initially, using technologies in EFL is useful for
promoting learner motivation by gaining learners’ attention and class attendance,
supporting manual operations during high-level learning, illustrating real-world
relevance through highly visual presentations, engaging the learners through
production work, connecting learners with audiences for their writing, increasing
perceptions of control, and encouraging learners to manage time and learning more
efficiently (Shelly et al., 1999; Roblyer & Edwards, 2000; Thornton & Sharples,
2005; Roblyer, 2006).

Furthermore, it encourages students with varying abilities and different
learning styles (Shelly et al., 1999) and also develops learners’ achievement when the

learners access different types of technologies such as computer-assisted instruction,
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integrated learning system technology, software that teaches higher-order thinking,
collaborative networked technologies, or design and programming technologies
(Whitehead et al., 2013). Eventually, it prepares learners’ required skills for lifelong
learning in the information age, including technology literacy, information literacy,
and visual literacy (Roblyer & Edwards, 2000).

Apart from the pros of utilizing technologies relating to learners, there have
been certain advantages when integrating technologies in language classrooms for
teachers. Firstly, technology utilization can effectively promote teachers’ pedagogical
knowledge. Technology integration in EFL improves teachers’ unique instructional
capabilities by linking learners to unique information sources and populations,
blending learning and entertainment, helping learners visualize problems and
solutions or concepts in unfamiliar or abstract topics, illustrating connections between
skills and real-life applications, supplying interaction and immediate feedback to
support skill practice, grading and tracking learner progress, and linking learners to
learning tools (Roblyer & Edwards, 2000; Thornton & Sharples, 2005; Roblyer,
2006). Moreover, it fosters EFL teachers to implement new instructional approaches
which consist of cooperative learning, shared intelligence, and problem-solving and
higher-level skills (Roblyer & Edwards, 2000; Roblyer, 2006; Whitehead et al.,
2013).

Secondly, integrating technologies into EFL classrooms can provide teachers
with a variety of more effective teaching aids. There are the number of innovations
when implementing language learning and teaching technologies into classrooms such
as computers, CD-ROMs, DVD-ROMs, applications and software, multimedia
applications, electronic books and references, laserdisc, communications applications
and online chat, bulletin boards, forums, multiple object-oriented environments,
audio-graphic environments, virtual worlds, video conferencing, blogs, wikis, and
mobile devices (Shelly et al., 1999; Lamy & Hample, 2007). Furthermore, technology
integration provides a range of teaching and learning applications and applications of
cross-age tutoring which promote learning opportunities and supply self-paced
learning for capable learners (Roblyer, 2006; Whitehead et al., 2013).

Thirdly, using technology can enhance different language skills through

using various types of technologies in the classroom, including 1) using visuals in the

Ref. code: 25656006320060RPI



39

classroom can increase the likelihood of successful communication among learners
and motivate learners in a text or presentation as well as generate their emotions; 2)
integrating audio materials into the classroom helps learners who cannot read can
learn from audio materials, and they can present stimulating verbal messages more
dramatically than print can; and 3) applying motion media like videos and films into
the classroom can portray concepts effectively and can promote effective learning,
problem-solving skill, and cultural understanding (Heinich et al., 1993).

Fourthly, employing technologies in EFL classroom can increase teachers’
and learner productivities. It expands teachers’ productivities such as freeing time to
work with students by helping with production and recordkeeping tasks, providing
more accurate information more quickly, and allowing teachers to produce better-
looking, more student-friendly materials more quickly (Roblyer & Edwards, 2000).
On the other hand, it extends the number of learners’ writings, developing higher
quality writings, supporting reading skills (Thornton & Sharples, 2005; Whitehead et
al., 2013). Lastly, it enhances greater communication with colleagues and parents
(Whitehead et al., 2013).

Apart from the above two predominant categories of advantages of
technology integration, other-related advantages when technologies are implemented
into the language classrooms can be divided into two subcategories, including 1)
institutional-related advantages such as developing curriculum with technology
integration; and 2) social-related advantages such as developing global learners and

enhancing community relations (Whitehead et al., 2013).

2.2.5 Barriers of technology integration in ELT

Several empirical research studies exposed that there have been a variety of
barriers to obstruct using technology in the language learning environment which can
be grouped into three primary categories. Firstly, learner-related barriers are regarding
students’ lack of computer skills (Hsu, 2016). Secondly, teacher-related barriers are
regarding teacher training and professional development, adequate technological
resources (hardware and software), technology access, adequate planning time,
teachers’ lack of time to implement technology-integrated lessons, limited knowledge

and skills of integrating technologies, negative attitude and beliefs, attitudes towards
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learning, instructional styles, pedagogical beliefs, personal characteristics, colleague
influence, understanding how to use technology to facilitate meaningful learning,
conversations with teachers’ values on best educational technology practices,
teachers’ confidence, beliefs about how students learn, the perceived value of
technology to the teacher and learning process (Ertmer, 1999; Coffland & Strickland,
2004; Ertmer, 2005; Eteokleous, 2008; Oncu et al., 2008; Ottenbreit-Leftwich et al.,
2010; Whitehead et al., 2013; & Hsu, 2016).

Lastly, institutional-related barriers are regarding administrative support,
positive school environment, technical assistants, sustained funding for technology,
the attitude of the principal, parental involvement, training and support, poor
visioning institution, and weak assessment strategies (Ertmer, 1999; Coffland &
Strickland, 2004; Ertmer, 2005; Eteokleous, 2008; Oncu et al., 2008; Whitehead et al.,
2013; & Hsu, 2016). According to mentioned significant barriers, there are three
predominant obstacles to prevent EFL teachers to integrate technologies into their
instructional practices, including learner-related barriers, teacher-related barriers, and

institutional-related barriers.

2.2.6 Teachers’ roles for technology integration in ELT

Teachers’ primary roles are instructional and managerial and they
complement each other (Wright, 1987). Therefore, it is very difficult to separate the
two and often one act in the classroom can perform both functions simultaneously.
The managerial function of teachers’ roles is connected to various factors such as
teachers’ style, motivation, control and discipline, and so on. Apart from management
and instructional roles of teachers, there are other hidden roles, including an evaluator
— the teachers judges whether learners’ contributions to the teaching/ learning process
are valid, relevant, and correct; a guide — the teacher provides the subject under
consideration and the way in which it is learned in the classroom and creates the rules
for acquiring knowledge; a resource — the teacher is the resources of knowledge about
the subject and how to acquire it; and an organizer — the teacher organize classroom
activities, sets up learning tasks and assists the learners in doing these activities

(Barnes, 1976).
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Furthermore, a number of different roles of teacher consist of a controller — a
teacher stands at the front of the class, dictates everything that happens as well as is a
focus of attention; a prompter — the teacher encourages students and pushes them to
achieve more as well as feeds them in a bit of information or language to help them
proceed; a feedback provider — the teacher helps students to evaluate their
performance; an assessor — the teacher tells students how well they have done or
provides them grades; a resource — the teacher contributes to students language
information when they need to consult; as well as a tutor — the teacher is an advisor
who responds to what the students are doing and advises them on what to do next
(Harmer, 2007).

Littlewood (1982, p. 92) introduced another concept of teachers’ role that the
teacher as an instructor is inadequate to describe his overall function. In a board sense,
he is a ‘facilitator of learning’, and may need to perform in a variety of roles,
separately or simultaneously. A facilitator can be described as an instructor who
empowers his or her learners and gives them more initiative and responsibility
(Stevick, 1998; Underhill, 1999). To understand the features of facilitators, Metzler
(2011, p. 33) suggested seven key operations when the teacher acted as a facilitator,
including 1) content selection - who determines what is taught in the unit?; 2)
managerial control - who is mostly responsible for classroom management?; 3) task
presentation - how do students receive task information?; 4) engagement patterns -
how are student engagement patterns (involving space, groups, structure)
determined?; 5) instructional interactions - who initiates the communication during
learning tasks?; 6) pacing - who controls the starting and stopping of practice?; and 7)
task progression - who decides when to change the learning tasks?.

In addition, Clifton (2006) defined four characteristics of facilitators
concretely, including using backchannels, using referential questions, co-authoring
the narrative, and requesting instruction. That is, backchannels are described as turn
lubricators which are typically demonstrations of approval, attention, and
understanding. Their character is supportive or neutral as regards the turn in hand, and
in that sense they may facilitate the turn’s development and may boost the duration
and smoothness (Van Lier, 1988, p. 116). A further way of encouraging learner output

is the use of referential questions (i.e. questions which request information not known
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to the questioner as opposed to display questions that request information that is
already known to the questioner).

The facilitator asks referential questions to which the learner is normatively
constrained to reply. Another way of aiding the learner’s production of the target
language is to supportively add to the learner’s developing narrative. Moreover, in
extending the learner’s turn the facilitator introduces a richer vocabulary which then
becomes a source of instruction. Lastly, a further way of receiving instruction is for
learners to request instruction when they are in communicative difficulties.

Apart from the roles of teachers, Benson (2011) identified that technologies
or educational technologies which are forms of resource-based learning play very
important roles in language teaching and learning because they treat learners with
independent interaction with learning materials and there is also a long association
between fostering learning autonomy and new learning technologies. Motteram
(1997, p. 17) claimed that there has always been a perceived relationship between
educational technology and learner autonomy. This is taking educational technology
in its broadest sense and taking learner autonomy as the superordinate term. This has
become increasingly true for computers and self-access. The functions of educational
technology distribute to a number of language learning methods such as computer-
assisted language learning, computer-mediated communication for language learning,

mobile language learning.

2.2.7 Technology skills for technology integration in ELT

Technology skills have been defined in various ways. It is the ability to
access, manage, apply, analyze, and evaluate digital information and instructional
technological tools. This includes leveraging technology innovatively and effectively
in diverse learning environments to collaborate, communicate, think critically, and
create new functions in the midst of rapidly changing technological advances (Urbani
et al., 2017). Moreover, technology skills could be used such ICT (Information,
Communication, and Technology) use, IT (Information Technology) use, digital
literacy, and computer literacy (Bawden, 2008). It refers to the human attributes

associated with ICT use (Laar et al., 2017). Technology skills, therefore, seem to be
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an ability of researching, applying, analyzing, and assessing information surrounding
the digital environment as well as communicating it effectively.

The concepts of technology skills primarily indicate a basic set of skills in
using computers or Internet technology such as turning off the computer, opening a
folder and saving a file (Laar et al., 2017). However, digital literacy or technology
skills is considered as the ability to understand and to use information from a variety
of digital sources (Gilster, 1998). There are various aspects of technology skills,
including 1) using technology as a tool to research, organize, evaluate and
communicate information; 2) using digital technologies (computers, PDAs, media
players, GPS, etc.), communication/ networking tools and social networks
appropriately to access, manage, integrate, evaluate, and create information to
successfully function in a knowledge economy; and 3) applying a fundamental
understanding of the ethical/ legal issues surrounding the access and use of
information technologies (The Partnership of 21* century learning, 2015).

Furthermore, ICT skills for teachers consists of 1) facilitating and inspiring
student learning and creativity; 2) designing and developing digital age learning
experiences and assessments; 3) modeling digital age work and learning; 4)
promoting and modeling digital citizenship and responsibility; and 5) engaging in
professional growth and leadership (the International Society for Technology in
Education, 2008). According to mentioned aspects of technology skills, they are not
only a basic use of technology such as turning on and off the computer but also they
promote utilizing technology to access, research, organize, evaluate, and convey
information from various digital sources as well as applying that gained knowledge to
develop the professions.

Technology skills have come into play an important role in learning
environments, especially language learning one because technology is now considered
by most educators and parents to be an integral part of providing a high-quality
education (U.S. Department of Education, 2003). Furthermore, technology could be
used as follows: 1) accessing information such as information about language; 2)
exposing the target language; 3) entertaining such as reading/ listening for pleasure; 4)
creating text; 5) publishing learner work; 6) communicating and interacting with other

language users/ learners; 7) creating community; and 8) managing and organizing
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learning such as learning management systems, online vocabulary notebooks
(Stanley, 2013).

In addition, it is more useful for teachers to enhance the curriculum with
technology in the appropriate ways (Ottenbreit-Leftwich et al., 2010) and teachers
could use technology to foster and enhance their existing instructional practices (Culp
et al., 2005). Technology also encourages greater student-centeredness, greater
openness towards multiple perspectives on problems, and greater willingness to
experiment with their instruction (Knapp & Glenn, 1996). As mentioned, there are a
number of advantages in promoting the use of technology in language classroom in
the sense of enhancing curricula, language learning pedagogy and practices, as well as

teachers’ beliefs and attitudes.

2.3 Critical thinking skills in ELT

2.3.1 Definitions of critical thinking skills

Definitions of critical thinking skills have been proposed by numerous
scholars. However, they have not been defined precisely yet. Reflective thinking or
critical thinking was the kind of thinking that consists in turning a subject over in the
mind and giving it serious and consecutive consideration (Dewey, 1933). Ennis
(1987) identified a range of dispositions and abilities associated with critical thinking,
concentrating on the ability to reflect skeptically and the ability to think in a reasoned
way. Critical thinking consists of (1) disciplined, self-directed thinking which
exemplifies the perfections of thinking appropriate to a particular mode or domain of
thinking, (2) thinking that displays mastery of intellectual skills and abilities, and (3)
the art of thinking about your thinking while you are thinking in order to make your
thinking better, clearer, more accurate, or more defensible (Paul et al., 1989).
Moreover, they distinguished critical thinking into two forms: selfish or sophistic, on
the one hand, and fair-mined, on the other. In thinking critically, we use our command
of the elements of thinking to adjust our thinking successfully to the logical demands
of a type of mode of thinking.

However, Paul (1992) proposed his definition of critical thinking by coining

other terms and emphasizing three significant dimensions of critical thought,
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including the perfections of thought, the elements of thought, and the domains of

thought as follows:
Critical thinking is disciplined, self-directed thinking that exemplifies the
perfections of thinking appropriate to a particular mode or domain of
thought. It comes in two forms. If disciplined to serve the interests of a
particular individual or group, to the exclusion of other relevant persons and
groups, it is sophistic or weak-sense critical thinking. If disciplined to take
into account the interests of diverse persons or groups, it is fair-minded or

strong-sense critical thinking. (pp.9-10)

Moreover, the following scholars have thought critical thinking involves a
cognitive process and abilities. Critical thinking is the careful and reflective process
of evaluation claims and arguments (Kelly, 2001). Besides, critical thinking is self-
guided, self-disciplined thinking which attempts to reason at the highest level of
quality in a fair-minded way (Elder, 2002). Critical thinking is the general term given
to a wide range of cognitive skills and intellectual dispositions needed to effectively
identify, analyze, and evaluate arguments and truth claims, to discover and overcome
personal prejudices and biases, to formulate and present convincing reasons in support
of conclusions, and to make reasonable, intelligent decisions about what to believe
and what to do (Bassham et al., 2002).

Consistently, Cottrell (2005) defined critical thinking as a complex process
of deliberation which involves a wide range of skills and attitudes for deciding what
to believe or do and focuses on the ability to reflect skeptically and to think in a
reasoned way. Critical thinking is the use of those cognitive skills or strategies that
increase the probability of desirable outcome and it is also used to describe thinking
that is purposeful, reasoned, and goal-directed — the kind of thinking involved in
solving problems, formulating inferences, calculating likelihoods, and making
decisions when the thinker is using skills that are thoughtful and effective for the
particular context and type of thinking task (Halpern, 2007). Critical thinking means
questioning not only assumptions of others but also questioning your own
assumptions (Barnet & Bedau, 2011). Critical thinking is a cognitive activity

associated with using the mind, so learning to think in critically analytical and
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evaluative ways means using mental processes such as attention, categorization,
selection, and judgement (Cottrell, 2011).

According to the mentioned definitions proposed by several scholars, critical
thinking is a sequentially cognitive process which involves dispositions, abilities, and
attitudes to reflect skeptically, analyze, and evaluate truth claims and arguments in a

reasoned way for deciding what to believe and what to do.

2.3.2 Characteristics of critical thinking skills

Critical thinking skill have been characterized by various scholars. The
College Board (1981) identified an appropriate set of guidelines for describing critical
thinking, including 1) the ability to identify and formulate problems, as well as the
ability to propose and evaluate ways to solve them; 2) the ability to recognize and use
inductive and deductive reasoning and to recognize fallacies in reasoning; 3) the
ability to draw reasonable conclusions from information found in various sources,
whether written, spoken, tabular or graphic, and to defend one’s conclusion rationally;
4) the ability to comprehend, develop, and use concepts and generalizations; and 5)
the ability to distinguish between fact and opinion.

Facione (1989) proposed the consensus list of critical thinking cognitive
skills and subskills, including 1) interpretation — categorization, decoding
significance, and clarifying meaning; 2) analysis — examining ideas, identifying
arguments, and analyzing arguments; 3) evaluation — assessing claims and assessing
arguments; 4) inference — querying evidence, conjecturing alternatives, and drawing
conclusions; 5) explanation — stating results, justifying procedures, and presenting
arguments; 6) self-regulation — self-examination and self-correction.

According to Cottrell’s concept of critical thinking as a process, there are
various skills which involve in critical thinking, including 1) identifying other
people’s positions, arguments, and conclusions; 2) evaluating the evidence for
alternative points of view; 3) weighing up opposing arguments and evidence fairly; 4)
being able to read between the lines, seeing behind surfaces, and identifying false or
unfair assumptions; 5) recognizing techniques used to make certain positions more
appealing than others, such as false logic and persuasive devices; 6) reflecting on

issues in a structured way, bringing logic and insight to bear; 7) drawing conclusions
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about whether arguments are valid and justifiable, based on good evidence and
sensible assumptions; and 8) presenting a point of view in a structured, clear, well-
reasoned way that convinces others (Cottrell, 2005).

Ennis (2011) have proposed a list of critical thinking abilities, including 6

primary domains and 15 subdomains discussed as follows in Table 2.2.

Table 2.2 A list of critical thinking abilities

Domains and subdomains

Descriptors
of critical thinking abilities
Basic clarification
1. Focus on a question a. Identify or formulate a question

b. Identify or formulate -criteria for
judging possible answers
c. Keep the question and situation in

mind

2. Analyze arguments a. Identify conclusions
b. Identify reasons or premises
c. Ascribe or identify simple assumptions
d. Identify and handle irrelevance
e. See the structure of an argument

f. Summarize

3. Ask and answer clarification and/or a. Why?

challenge questions such as b. What is your main point?
c. What do you mean by?
d. What would be an example?
e. What would not be an example (though
close to being one)?
f. How does that apply to this case
(describe a case, which appears to be a
counterexample)?
g. What difference does it make?
h. What are the facts?
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Domains and subdomains

of critical thinking abilities

Descriptors

1. Is this what you are saying ?

j. Would you say more about that?

Bases for a decision

4. Judge the credibility of a source. Major

criteria (but not necessary conditions)

a. Expertise

b. Lack of conflict of interest

c. Agreement with other sources

d. Reputation

e. Use of established procedures

f. Known risk to reputation (the sources’
knowing of a risk to reputation, if wrong)
g. Ability to give reasons

h. Careful habits

5. Observe, and judge observation
reports. Major criteria (but not necessary

conditions, except for the first):

a. Minimal inferring involved

b. Short time interval between
observation and report

c. Report by the observer, rather than
someone else (that is, the report is not
hearsay)

d. Provision of records

e. Corroboration

f. Possibility of corroboration

g. Good access

h. Competent employment of technology,
if technology applies

1. Satisfaction by observer (and reporter,
if a different person) of the credibility

criteria in ability

Inference

6. Deduce, and judge deduction

a. Class logic
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Domains and subdomains
Descriptors
of critical thinking abilities

b. Conditional logic
c. Interpretation of logical terminology,
including

(1) Negation and double negation

(2) Necessary and sufficient condition
language

9% ¢

(3) Such words as “only”, “if and only
if’, “or”, “some”, “unless”, and “not
both”

d. Qualified deductive reasoning (a

loosening for practical purposes)

7. Make material inferences (roughly a. To generalizations. Broad
“induction’) consideration:
(1) Typicality of data, including valid
sampling where appropriate
(2) Volume of instances
(3) Conformity of instances to
generalization
(4) Having a principled way of dealing
with outliers
b. To explanatory hypotheses (IBE:
“inference-to-best-explanation)
(1) Major types of explanatory
conclusions and hypotheses:
(a) Specific and general causal
claims
(b) Claims about the beliefs and
attitudes of people

(c) Interpretation of authors’
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Domains and subdomains
Descriptors
of critical thinking abilities

intended meanings

(d) Historical claims that certain
things happened (including criminal
accusations)

(e) Reported definitions

(f) Claims that some proposition is
an unstated, but used, reason

(2) Characteristic investigative

activities

(a) Designing experiments, including
planning to control variables

(b) Seeking evidence and
counterevidence, including statistical
significance

(c) Seeking other possible
explanations

(3) Criteria, the first four being

essential, the fifth being desirable

(a) The proposed conclusion would
explain or help explain the evidence

(b) The proposed conclusion is
consistent with all known facts

(c) Competitive alternative
explanations are inconsistent with facts

(d) A competent sincere effort has
been made to find supporting and
opposing data, and alternative hypotheses

(e) The proposed conclusion seems

plausible and simple, fitting into the
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Domains and subdomains

of critical thinking abilities Deseriptors
broader picture
8. Make and judge value judgments a. Background facts
Important factors b. Consequences of accepting or rejecting
the judgment

c. Prima facie application of acceptable
principles
d. Alternatives

e. Balancing, weighing, deciding

Advanced clarification

9. Define terms and judge definitions, a. Definition form
using appropriate criteria (1) Synonym
(2) Classification
(3) Range

(4) Equivalent-expression

(5) Operational

(6) Example and non-example
b. Definitional functions (acts)

(1) Report a meaning (criteria: the five
for an explanatory hypothesis)

(2) Stipulate a meaning (criteria:
convenience, consistency, avoidance of
impact equivocation)

(3) Express a position on an issue
(positional definitions, including
"programmatic" and "persuasive"
definitions)

c. Content of the definition

d. Identifying and handling equivocation

10. Attribute unstated assumptions a. Pejorative flavor (dubiousness or
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Domains and subdomains
Descriptors
of critical thinking abilities

falsity): commonly but not always
associated to some degree with the
different types.

b. Types:

(1) Presuppositions (required for a
proposition to make sense)

(2) Needed assumptions (needed by the
reasoning to be at its strongest, but not
logically necessary (called “assumptions
of the argument” by Hitchcock (1985))

(3) Used assumptions (judged by
hypothesis-testing criteria, Ennis 1982),
called “assumptions of the arguer” by

Hitchcock (1985)

Supposition and integration

11. Consider and reason from premises,
reasons, assumptions, positions, and other
propositions with which they disagree or
about which they are in doubt, without
letting the disagreement or doubt
interfere with their thinking

("suppositional thinking")

12. Integrate the dispositions and other

abilities in making and defending a

decision

Auxiliary abilities

13. Proceed in an orderly manner a. Follow problem solving steps
appropriate to the situation: b. Monitor their own thinking (that is,

engage in metacognition)
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Domains and subdomains
Descriptors
of critical thinking abilities

c. Employ a reasonable critical thinking

checklist

14. Be sensitive to the feelings, level of -
knowledge, and degree of sophistication

of others

15. Employ appropriate rhetorical -
strategies in discussion and presentation
(oral and written), including employing

and reacting to "fallacy" labels in an
appropriate manner. Examples of

fallacy labels are "circularity,"

"bandwagon," "post hoc," "equivocation,"

"non sequitur," and "straw person”

Noted. Adapted from The nature of critical thinking: an outline of critical thinking
dispositions and abilities (p. 2-4), by R. H. Ennis, 2011 (https://education.illinois.edu
/docs/default-source/faculty-documents/robertennis/ thenatureofcriticalthinking

_51711_000.pdf).

In addition, The Partnership for 21% century learning (2015) proposes
specific descriptions of critical thinking skills which are profoundly crucial and
beneficial for 21% century learning because the learners could 1) use various types of
reason such as inductive and deductive as appropriate to the situation; 2) analyze how
parts of a whole interact with each other to produce overall outcomes in complex
systems; 3) effectively analyze and evaluate evidence, argument, claims, and beliefs;
4) analyze and evaluate major alternative points of view; 5) synthesize and make
connections between information and arguments; 6) interpret information and draw
conclusions based on the best analysis; and 7) reflect critically on learning
experiences and processes. As aforementioned, the language learners should be

promoted their critical thinking skills in order to become well critical thinkers and
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they could make use of these advantages of critical thinking skills to achieve in their
lifelong learning and working life.

According to aforementioned distinguished characteristics of critical thinking
skills, it could summarize that there are four primarily identical characteristics,
including 1) identifying and analyzing problems or arguments; 2) evaluating the
evidence from various sources and alternative points of view for those problems or
arguments; 3) drawing a conclusion; and 4) presenting the results and concepts or

points of view in a reasonable way.

2.3.3 Theoretical frameworks of critical thinking skills

There are a few scholars who have proposed how people basically develop
into critical thinkers by proceeding through a number of commonly experienced
phases. Brookfield (1987) stated that there were five essential phases of critical
thinking as follow:

Trigger Event refers to some unexpected happening which prompts a sense
of inner discomfort and perplexity or doubt such as divorce, bereavement,
unemployment, disability, forced-job change, and geographical mobility.

Appraisal refers to a period of self-scrutiny and appraisal of the situation
which follows the trigger event. In this phase, we identify and clarify the concern, and
engage in self-examination, and begin looking for those confronting a similar
contradiction.

Exploration refers to searching for new ways of explaining these
discrepancies or of living with them — ways that reduce our sense of discomfort.
During this phase, we test out new ways of thinking and acting that seem more
congruent with our perceptions of what is happening in our lives.

Developing Alternative Perspectives refers to ways of thinking and acting
that have been tested and explored for alternatives and that we feel make sense for our
situation. We select from identities, role models, and philosophies we have explored
those assumptions and activities that seem most satisfactory and congruent with our
relationships and ways of living.

Integration refers to a decision on the worth, accuracy, and validity of new

ways of thinking or living. In this phase, we begin to find ways to integrate these into
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the fabric of our lives. Resolutions range from tenuous and tentative solutions to
satisfactory negotiations of conflict. Sometimes this integration involves transforming
attitudes and assumptions. At other times it entails confirming, with a renewed sense
of conviction, existing stances.

Another model in which certain aspects of critical thinking are developed is a
model of revised Bloom’s taxonomy suggested by Anderson et al. (2001). This model
indicated that the six components of a cognitive process in educational objectives
consisted of remembering, understanding, applying, analyzing, evaluating, and
creating. For the remembering step, students could recognize knowledge in long-term
memory and recall relevant knowledge from long-term memory. To demonstrate the
understanding step, students could clarify from one form of representation to another,
exemplify a concept or principle, categorize something into a category, summarize a
general theme or major points, infer a logical conclusion from presented information,
compare correspondences between two ideas, and explain a cause-and-effect model of
a system.

For the applying step, students could execute a procedure for a familiar task
and implement a procedure for an unfamiliar task. To engage the analyzing step,
students could differentiate relevant from irrelevant parts or important from
unimportant parts of presented material, organize elements of parts to fit into a
structure, and attribute a point of view, bias, values, or intent underlying presented
material. To participate in the evaluating step, students could check inconsistencies or
fallacies within a process or product, the internal consistency of a process, and the
effectiveness of the implemented procedure. Moreover, students could judge
inconsistencies between a product and external criteria, the external consistency of a
process, and the appropriateness of a procedure for a given problem. To encourage the
creating step, students could generate alternative hypotheses based on criteria, plan a
procedure for accomplishing some task, and construct a product.

Moreover, Garrison et al. (2000) proposed a Practical Inquiry Modal which
presented how critical thinking skills take place in an educational context. A
Community of Inquiry is composed of teachers and students - the key participants in
the educational process and also the model of this Community of Inquiry assumes that

learning occurs within the Community through the interaction of three core essential

Ref. code: 25656006320060RPI



56

elements: cognitive presence, social presence, and teaching presence. According to
the concept of a community of inquiry of Garrison, Anderson, and Archer (2001), it is
an extremely valuable context for higher-order learning. Cognitive presence is defined
within the framework of a community of inquiry, but is grounded in the critical-
thinking literature and is operationalized by the practical inquiry model, so it is
important to recognize that cognitive presence focuses on higher-order thinking
processes as opposed to specific individual learning outcomes. Therefore, Garrison et
al. (2000) proposed a practical inquiry model that guides the methodology of this
research on assessing cognitive presence (i.e., critical inquiry) in an online, computer-
conference environment in studying the formal educational context.

The practical inquiry model is differentiated into four essential phases to
describe and understand cognitive presence in an educational context (Garrison et al.,

2001, p. 9) as follows:

Private World _» Deliberation Reflection
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Figure 2.2 A Practical Inquiry Model

Noted. Adapted from “Critical thinking, cognitive presence, and computer
conferencing in distance education,” by D. R. Garrison, T. Anderson, and W. Archer,
2001,  American  Journal  of  Distance  Education, 15(1), p. 9
(https://doi.org/10.1080/08923640109527071)
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The first phase (lower left quadrant) of the model reflects the initiation phase
of critical inquiry and is considered the triggering event. Here an issue, dilemma, or
problem that emerges from experience is identified or recognized. In an educational
context, the teacher often explicitly communicates learning challenges or tasks that
become triggering events. However, in a more democratic and nonhierarchical
application of computer conferencing, any group member may purposively or
indirectly add a triggering event to the discourse. A critical role of the teacher
(actualizing teacher presence) is to initiate, shape and, in some cases, discard
potentially distracting triggering events so that the focus remains on the attainment of
intended educational outcomes.

The second phase of the process is exploration. In this phase, participants
shift between the private, reflective world of the individual and the social exploration
of ideas. Early in this phase, students are required to perceive or grasp the nature of
the problem, and then move to a fuller exploration of relevant information. This
exploration takes place in a community of inquiry by iteratively moving between the
private and shared worlds—that is, between critical reflection and discourse. At the
end of this phase, students begin to be selective with regard to what is relevant to the
issue or problem. This is a divergent phase characterized by brainstorming,
questioning, and exchange of information.

The third phase, integration, is characterized by constructing meaning from
the ideas generated in the exploratory phase. During the transition from the
exploratory phase, students will begin to assess the applicability of ideas in terms of
how well they connect and describe the issue or event under consideration. Again,
students move repeatedly between reflection and discourse. This phase is the most
difficult to detect from a teaching or research perspective. Evidence of the integration
of ideas and the construction of meaning must be inferred from communication within
the community of inquiry. This phase requires active teaching presence to diagnose
misconceptions, to provide probing questions, comments, and additional information
in an effort to ensure continuing cognitive development, and to model the critical
thinking process. Often students will be more comfortable remaining in a continuous
exploration mode; therefore, teaching presence is essential in moving the process to

more-advanced stages of critical thinking and cognitive development.
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The fourth phase is a resolution of the dilemma or problem by means of

direct or vicarious action. In most non-educational settings, this means implementing

the proposed solution or testing the hypothesis by means of practical application. In

an educational context, however, the concept is somewhat more difficult. It usually

entails a vicarious test using thought experiments and consensus building within the

community of inquiry. As will be noted subsequently, progression to the fourth phase

requires clear expectations and opportunities to apply newly created knowledge.

Educationally, the end of this phase may require moving on to a new problem with the

assumption that students have acquired useful knowledge.

In addition, Garrison et al. (2001, pp. 15-16) developed the guideline,

including the descriptors, indicators, and socio-cognitive process to facilitate reliable

categorization by coders which is presented in Table 2.3.

Table 2.3 A guideline to identify the categories in a Practical Inquiry Model

Descriptors

Indicators

Socio-cognitive Processes

Triggering events phase

Evocative

-Recognizing the problem

-Sense of puzzlement

-Presenting background
information that culminates in a
question

-Asking questions

-Messages that take discussion

in new direction

Exploration phase

Inquisitive

-Divergence-within the online
community
-Divergence-within a single
message

-Information exchange

-Suggestions for

-Unsubstantiated contradiction
of previous ideas

-Many different ideas/ themes
presented in one message
-Personal narratives/
descriptions/ facts (not used as
evidence to support a
conclusion)

-Author explicitly characterizes
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Descriptors Indicators Socio-cognitive Processes

consideration message as exploration-e.g.,
“Does that seem about right?” or
“Am I way off the mark?”

-Brainstorming -Adds to established points but
does not systematically defend/

justify/ develop addition

-Leaps to conclusion -Offers unsupported opinions
Integration phase
Tentative -Convergence-among group  -Reference to previous message
members followed by substantiated

agreement, e.g., “l agree
because...”

-Building on, adding to others’

ideas
-Convergence-with a single -Justified, developed, defensible,
message yet tentative hypotheses
-Connection ideas, synthesis  -Integrating information from

various sources-textbooks,
articles, personal experience
-Creating solutions -Explicit characterization of

message as a solution by

participant
Resolution phase
Committed -Vicarious application to real  -None
world
-Testing solutions -Coded

-Defending solution -

Noted. Adapted from “Critical thinking, cognitive presence, and computer
conferencing in distance education,” by D. R. Garrison, T. Anderson, and W. Archer,
2001, American  Journal of Distance  Education, 15(1), p. 15-16
(https://doi.org/10.1080/08923640109527071)
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According to mentioned models of critical thinking, they seem to have
certain phases in commons, such as the triggering phase, exploration phase, and
integration phase. Even though the rest of the phases in those models has been used in
different terms, they have essentially similar components. However, the models to
investigate critical thinking proposed by Garrison et al. (2001) and revised Bloom’s
taxonomy suggested by Anderson et al. (2001) seemed to be more precise and
uncomplicated than the others because these models were appropriate to explore
critical thinking skills in an educational context. Moreover, they provided remarkably
clear and reliable descriptors, indicators, and examples of each phase to facilitate the

researcher to categorize or code the data.

2.3.4 Advantages of critical thinking skills in ELT

There are a number of advantages of critical thinking in a broader sense
proposed by certain scholars and educators. Critical thinking skills are relatively
beneficial to every stage of life. Ordinarily, without the capacity to think and act
critically, we would never move beyond the assumptions we assimilated uncritically
in childhood, such as the myths, folk wisdom, and values we encountered in authority
figures in our early lives (Brookfield, 1987). As a result, we would make no attempt
to change social structures or to press for collective social action. Therefore, we have
to promote critical thinking because the ability to be critically analytical concerning
the assumptions underlying our own actions and those of others is organizationally
and culturally beneficial as well as personally liberating (Brookfield, 1987).

In the educational context, Paul et al. (1989) found that most of the classes in
most of the time, teachers are talking and actively engaged while students are
listening passively, and their utterances are statements, not questions; as a result, the
motivation to think of students is taken away by these actions. Consistently to the
statement of Paul (1992), much academic learning is of a lower order: undisciplined,
associative, and inert, so it is an obstacle rather than an aid to education. What
students often learn well — that school is a place to repeat back what teachers or
textbooks say and that to follow the correct steps in the correct order is to get the

correct answer — blocks them from thinking seriously about what they learn. On the
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contrary, higher-order learning multiplies comprehension and insight, stimulates and
empowers the students, and provides a tool for acquiring knowledge.

As a consequence, learning patterns in education should be redesigned.
Students learn to think by thinking, learn to learn by learning, learn to judge by
judging and by assessing their thinking, learning, and judging — Does this make
sense? Is this clear? Is it well reasoned?, so students come to use the power of their
minds to clarify, judge, and reason (Paul et al., 1989). If schools and colleges do not
shift their orientations from rote memorization to critical thinking, there is little
possibility that significant change will occur outside of school (Paul, 1992).

According to the suggestion of Paul et al. (1989), good English instruction
must respect and challenge students’ attitudes. Students must assess for themselves
the relative worth of popular entertainment and quality works and they need
opportunities to scrutinize and evaluate the forms of entertainment they prefer.
Furthermore, they need to assess the messages they receive from them, the
conceptions of life they presuppose, and the values they manifest. Therefore, critical
thinking can encourage students to refine their tastes, and we should encourage it with
this end in mind. We want students to be sensitive to their language, striving to
understand it and use it thoughtfully, accurately, and clearly. Besides, we require them
to become autonomous thinkers and command rather than be commanded by
language. To read critically, students familiarize themselves with different uses of
language to enhance their understanding of and appreciation of literature. To write
critically, students recognize the challenge of putting their ideas and experiences into
words. That is, students engage in parallel tasks in writing to the ones in reading that
organize, engage, and develop the mind, and that require the full and heightened
involvement of critical and creative thought.

Benefits of critical thinking skills are suggested by Kelly (2001), including 1)
autonomy — this involves being self-directed and in control, so we need to know who
we are and what we are doing and why; 2) political literacy — this refers to voters
being well informed and reflective concerning the important issues of the day, so we
can hold the government accountable for its policies and actions; 3) social values — we
require a shared set of values, traditions, and practices if there is to be social cohesion

and stability and if we are to identify and respond to major social problems; 4) career
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considerations — many jobs require the ability to solve problems and to think
creatively and independently; and 5) practical considerations — critical thinking skills
can greatly enhance the wisdom of our everyday choices.

Furthermore, Cottrell (2011) proposed that good critical thinking skills can
bring numerous advantages including, 1) improved attention and observation; 2) more
focused reading; 3) improved ability to identify the key points in a text or other
message rather than becoming distracted by less important material; 4) improved
ability to respond to the appropriate points in a message; 5) knowledge of how to get
our own point across more easily; and 6) skills of analysis that you can choose to
apply in a variety of situations.

Advantages of critical thinking are categorized into three domains (Bassham
et al., 2002) as follows:

Critical thinking in the classroom — the focus is on higher-order-thinking
skills such as the active, intelligent evaluation of ideas and information. Therefore,
critical thinking plays a vital role throughout the college curriculum. In critical
thinking course, students learn a variety of skills that can greatly improve their
classroom performance, including 1) understanding the arguments and views of other;
2) critically evaluating those arguments and views; and 3) developing and defending
one’s own well-supported arguments and views;

Critical thinking in the workplace — increasingly, employers are looking not
for employees with highly specialized career skills, since such skills can usually best
be learned on the job, but for workers with good thinking and communication skills —
quick learners who can solve problems, think creatively, gather an analyze
information, draw appropriate conclusions from data, and communicate their ideas
clearly and effectively. These are exactly the kinds of generalized thinking and
problem-solving skills that a course in critical thinking is designed to improve; and

Critical thinking in life — critical thinking can help us avoid making foolish
personal decisions and also help us to avoid such mistakes by teaching us to think
about important life decisions more carefully, clearly, and logically. In addition,
critical thinking plays a vital role in promoting democratic process because many of
today’s most serious societal problems — environmental destruction and declining

educational standards— have largely been caused by poor critical thinking. Lastly,

Ref. code: 25656006320060RPI



63

critical thinking is worth studying for its own sake, simply for the personal
enrichment and fulfillment it can bring to our lives. In other word, critical thinking
allows us to lead self-directed examined lives.

According to mentioned advantages of critical thinking skills, learners,
especially language learners should develop these skills because they could monitor,
evaluate, and reflect critically on their thinking in their directions of language
learning. Furthermore, critical thinking skills expand relatively both lifelong learning
and working life of language learners as well as it is one of the various factors which

carries out a high correlation to language learners’ achievement.

2.3.5 Barriers of critical thinking skills in ELT

Certain researchers, scholars, and educators have discussed the barriers of
critical thinking in both genetic and educational contexts. Generally, Kelly (2001)
revealed that there are nine obstacles to think well, including 1) hidden assumptions —
knowing what people are assuming when they argue in a particular situation helps us
assess their argument; 2) emotions — being overly emotional makes it difficult to think
clearly and reason well; 3) stereotypes — believing that an entire group of people is
guilty of something that only one or two of its members do reflects a failure to reason
carefully; 4) closed-mindedness — consistently refusing to admit that we might be
mistaken, especially on controversial matters, blinds us to the truth; 5) the will to be
right — failing to recognize that most of us prefer to win rather than lose arguments
prevents us from recognizing better arguments by those with whom we disagree; 6)
laziness — developing an informed and reasonable view on an important issue can be
hard work; 7) worldview — becoming aware of what we believe and why makes it
easier to evaluate whether our beliefs are reasonable; 8) enculturation — understanding
that society plays a huge role in shaping how we look at the world around us helps us
understand our worldview; and 9) the myth of objectivity — knowing something about
how genetics, parents, peers, and society shape us suggests that it is unreasonable to
think that we can look at the world objectively.

Furthermore, Cottrell (2011) stated the key barriers to critical thinking as

follows:
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Misunderstanding of what is meant by criticism — some people assume that
criticism means making negative comments. As a result, they refer only to negative
aspects when making an analysis. This is a misunderstanding of the term. Therefore,
critical evaluation means identifying positive and negative aspects, what works as
well as what does not;

Over-estimating our own reasoning abilities — we tend to believe our own
belief systems are the best and that we have good reasons for what we do and think.
Those who are good at winning arguments can mistake this for good reasoning ability,
so imprecise, inaccurate, and illogical thinking does not help to develop the metal
abilities required for higher-level academic and professional work;

Lack of methods, strategies, or practice — although willing to be more
critical, some people don’t know which steps to take next in order to improve their
critical thinking skills. With practice, most people can develop their skills in critical
thinking;

Reluctance to critique experts — there are be a natural anxiety about critically
analyzing texts or other works by people that you respect. If this is true for you, it
may help to bear in mind that this is part of the way teaching works in most English-
speaking universities. Critical analysis is a typical and expected activity. Researchers
and lecturers expect students to question and challenge even published material;

Affective reasons — emotional self-management can play an important part in
critical thinking. To be able to critique means being able to acknowledge that there is
more than one way of looking at an issue. In academic contexts, the implication of a
theory can challenge deeply held beliefs and long-held assumptions. However, critical
thinking does not mean that you must abandon beliefs that are important to you. It
many mean giving more consideration to the evidence that supports the arguments
based on those beliefs, so that you do justice to your point of view;

Mistaking information for understanding — learning is a process that develops
understanding and insight. Many lecturers set activities to develop expertise in
methods used within the discipline. Nonetheless, students can misunderstand the
purpose of such teaching methods, preferring facts and answers rather than learning

the skills that help them to make well-founded judgements for themselves; and
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Insufficient focus and attention to detail — critical thinking involves precision
and accuracy and this requires good attention to detail. Poor criticism can result from
making judgements based on too general an overview of the subject matter. Critical
thinking activities require focus on the exact task in hand, rather than becoming
distracted by other interesting tangents.

A list of some of the most common barriers to critical thinking suggested by
Bassham et al. (2002) including, lack of relevant background information; poor
reading skills; bias; prejudice; superstition; egocentrism (self-centered thinking);
sociocentrism (group-centered thinking); peer pressure; conformism; provincialism;
narrow-mindedness; closed-mindedness; distrust in reason; relativistic thinking;
stereotyping; unwarranted assumptions; scapegoating; rationalization; denial; wishful
thinking; short-term thinking; selective perception; selective memory; overpowering
emotions; self-deception; face-saving; and fear of change.

There have been serious problems relating to these type of skills in education
and English language teaching contexts even though the stakeholders such as
educators, teachers, scholars and even researchers have been developing and
promoting these skills for the language learners. Those problems of critical thinking
skills could be students’ lack of higher order thinking skills and differentiating critical
thinking from the lower-level intellectual abilities of understanding, remembering and
applying (Halpern, 1998; Limpman, 1995; Tsui, 2006). Furthermore, there are other
problematic factors relating to critical thinking skills, including 1) lack of critical
thinking encouragement; 2) lack of the modelling of critical thinking; 3) poor methods
of teaching writing; 4) unqualified teachers in ESL; 5) poor English language
curriculum; 6) lack of questioning habits; and 7) lack of debates and discussion
(Shaheen, 2012).

Meanwhile, there are three primary factors correlating with critical thinking
skills, including 1) teaching and learning factors — teaching method, teaching
materials, and teaching and learning environment; 2) learner factors — achievement,
reading ability, achievement motivation, learning intentions, attitude to learn, and
emotional quotient; and 3) individual and caring factors — individual, attitude and

belief and behavior, caring (Mahapoonyanont, 2010).
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According to mentioned findings, the problems of promoting critical thinking
skills in English language learning could be caused by a curriculum and materials,
language teachers, language learning activities, and learners themselves. Similarly,
the students must be taught to think critically and a curriculum should be designed
with instilling critical thinking skills, a metacognitive awareness, and repletion of
thinking exercises (Mulnix, 2012). A number of research relating critical thinking
skills could be implied that not only this type of skills becomes more important in
language teaching and learning but also there are certain problems of promoting

critical thinking skills for language learners.

2.4 Previous research studies on technology integration to promote students’
critical thinking skills

A number of existing research studies during the last decade were
investigated and classified into four primary research areas in this section, including
teachers’ beliefs and practices in ELT, technology integration in ELT, students’
critical thinking skills in ELT, and utilizing technology to promote students’ critical
thinking skills in ELT. Firstly, certain studies have been conducted to explore
teachers’ beliefs and practices in English language teaching towards different focuses.
The first main research focus in this area was language skills such as teaching
vocabulary (Pookcharoen, 2016; Mirzaie et al., 2018) and teaching grammar (Hos &
Kekec, 2014; Uysal & Bardakci, 2014; Morina, 2016). The key result indicated that
even though the teachers had known what teaching strategies or approaches were
appropriate for their instruction, they did not frequently those strategies or approaches
in their instruction.

Another focus was instructional approaches in English language teaching.
The results presented that teachers had highly positive views on different aspects of
learner autonomy (Dogan & Mirici, 2017) and learner autonomy had a positive effect
on success as language learners as well as allow language learners to learn more
effectively (Borg & Al-Busaidi, 2011). However, it exposed that certain factors had
less positive on learner autonomy, including learner factors (lack of motivation, lack
of skills for independent learning, low proficiency in English), institutional factors

(overloaded curriculum, limited resources to promote learner autonomy), and teacher
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factors (lack of teacher autonomy, low expectation of what learners can achieve)
(Borg & Al-Busaidi, 2011; Borg & Alshumaimeri, 2019).

Several studies underlying this area were conducted to examine teachers’
beliefs of using technologies in English language teaching. The key result presented
that integrating technology in English could promote students’ motivation
(Papayianni, 2012; Chamorro & Rey, 2013). However, the results of the studies
exposed that certain factors related to promoting technology integration in English
language teaching included extrinsic factors - lack of hardware and software,
difficulty in accessing CALL facilities, intrinsic factors - teachers’ beliefs about
technology, and contextual factor — a great influence on teachers’ CALL use
(Papayianni, 2012). Furthermore, the results presented that four barriers to using
technologies consisted of students’ lack of computer skills, teachers’ lack of
technology training, teachers’ lack of time to implement technology-integrated
lessons, and teachers’ lack of technical support (Hsu, 2016).

The last research focus regarding teachers’ beliefs and practices in English
language teaching was teacher professional development. The key result of research
study on teacher education programs found that the program had a considerable
impact on teachers’ beliefs because it allowed teachers to think more explicitly, to
articulate their beliefs, and to focus on the ways of developing classroom practices
that reflected their beliefs (Borg, 2011). However, the results of Yook and Lee
(2016)’s study indicated that teachers were dissatisfied with the theory-oriented pre-
service teacher education program that they attended and the result also suggested that
the major sources influenced on their instructional practices were their experience of
the in-service teacher training program with practical curricula and observations of
their other fellow teachers’ teaching.

According to the results of the existing studies regarding teachers’ beliefs
and practices in ELT, it could be interred that teachers’ beliefs and perceptions were
relatively associated with instructional practices in their English language teaching.
Beliefs and perceptions of the teachers could provide positive and negative effects on
their language learning and teaching. Nonetheless, certain factors could significantly

affect beliefs and perceptions of the teachers during into the instruction.
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With regard to technology integration in ELT, certain research studies were
conducted and concentrated on distinct focuses. Primarily the studies concentrated on
teachers’ perspectives towards the use of technology in English language teaching and
the results exposed that teachers had positive perspectives of the technology
integration in the language instruction (Saglam & Sert, 2012; Kazemi & Narafshan,
2014; Coskun & Marlowe, 2015). However, teachers encountered difficulties while
utilizing technology in their classroom (Kazemi & Narafshan, 2014), and there were
five themes relating to teachers’ perspectives on technology integration in English
language teaching, including the institution's view of technology, students' and
teachers' background knowledge of technology, technological equipment, information
and communication technologies, and professional experience (Ince, 2014).

Another research focus in this area was language learning development. The
results of existing research studies found that integrating technology into English
language teaching could promote students’ motivation (Wu et al., 2011; Al-
Mohammadi & Derbel, 2014). Moreover, the results indicated that it enhanced their
confidence in what they learned (Wu et al., 2011) and their academic performance
(Mohammadi & Derbel, 2014). Teacher professional development was the last
research focus that the researchers conducted their research on technology integration
in English language teaching. The results indicated that the integration of
collaborative learning and technology-enhanced language learning was an intensely
useful element in achieving the course goals (Reyes Fierro & Delgado Alvarado,
2015), but there were few ICT tools integrated into the textbooks (Hismanoglu, 2011).
Furthermore, teachers utilized certain types of technology tools and some cutting-
edge tools in their classrooms (Saenkhot & Boonmoh, 2019; Thanasitrittisorn &
Boonmoh, 2020). Factors relating to teachers’ technology integration in English
language teaching were convenience, an enhancement to students’ understanding, and
stimulation to students’ interest (Saenkhot & Boonmoh, 2019).

These results of the previous studies relating to utilizing technologies in ELT
suggested that using technologies in English language learning and teaching offered
positive assistance in terms of teachers’ instructional practices and students’ learning
abilities. However, certain factors were considered as difficulties of technology

integration in ELT.
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In addition, the third research area of existing studies was critical thinking
skills in ELT. Firstly, certain studies were interested in implementing different
instructional approaches to promote students’ critical thinking skills in English
courses. The results of these studies revealed that critical thinking skills could be
observed after learning through the implemented instructional approaches - critical
thinking-enhanced activities (Yang & Gamble, 2013), critical thinking-enhanced
instructional model (Vong & Kaewurai, 2017), different reading activities (Heidari,
2020). However, there were some factors - cultural factors, institutional factors,
limitations of students’ English language proficiency (DeWaelsche, 2015), and
internal obstacles (classroom and time management, effective instruction in L2,
students’ unfamiliarity with critical thinking-oriented activities), and external
obstacles (the educational system or the students) (Petek & Bedir, 2018) that impacted
students’ critical thinking skills through implemented learning strategies.

Another research focus in this area was developing language skills and
students’ critical thinking skills. The results of existing studies indicated that using
reading activities in English language classrooms could enhance critical thinking
skills (Bunsom et al., 2011; Wang & Seepho, 2016; Yooprayong et al., 2017).
Moreover, certain previous studies were conducted to investigate promoting language
skills such as reading skills (Sarot et al., 2016), communicative skills (Ruksapon,
2017), and speaking skills (Arjpru, 2020) through critical thinking-based activities.
Their results exposed that students’ language skills were improved after participating
in those developed activities. Another existing study implemented collaborative
writing activities to promote university students’ critical thinking skills and its results
asserted that students with high levels of English ability thought critically by
analyzing, evaluating, and creating while students with intermediate and low levels of
English ability practiced their critical thinking by analyzing and evaluating (Moonma
& Kaweera, 2022).

Assessing students’ critical thinking skills and developing a rubric for
critical thinking assessment were the last focuses underlying this area. The results of
research studies indicated that students had a positive attitude towards critical
thinking skills (Warabamrungkul et al., 2018; Din, 2020). Nonetheless, their critical

thinking skills were at a low level; that is, they did not correspond with their attitude
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towards critical thinking skills (Ploysangwal, 2018; Din, 2020). Another previous
study was conducted to develop a critical-thinking-in-argumentative-essay rubric and
its results revealed that this rubric consisted of six clear and valid domains for
assessing critical thinking skills in an argumentative essay and it could be used to
promote learning and critical thinking skills for EFL students (Nakkaew &
Adunyarittigun, 2019)

The results suggested from the existing studies regarding critical thinking
skills in ELT indicated that critical thinking skills could be enhanced through
language learning activities with different instructional approaches and language
skills. Moreover, aspects of critical thinking skills that were frequently promoted in
the activities consisted of analyzing and evaluating skills.

The last research area of the existing studies was utilizing technology to
enhance students’ critical thinking skills in ELT. The predominant research focus in
this area was implementing different specific technologies integrated into
instructional activities to promote critical thinking skills. The previous study
synthesized a number of research articles regarding using technologies to foster
critical thinking skills in ELT (Liang, 2023). The results indicated that technologies
were mostly utilized to develop students’ critical thinking skills in terms of analysis
and evaluation. Those aspects of critical thinking skills were mostly promoted through
informative and communicative technologies.

A particular technology which was frequently implemented in English
language classrooms was digital storytelling (Yang & Wu, 2012; Thang & Mahmud,
2017; Alshaye, 2021). The results from these previous studies suggested that digital
storytelling could successfully promote critical thinking skills. However, further
results regarding using different tasks of digital storytelling were proposed. The result
derived from quantitative and qualitative data indicated that high school students
performed better in terms of English achievement and learning motivation after
learning through digital storytelling in the English classroom (Yang & Wu, 2012).
Moreover, the result derived from the interviews and surveys indicated that
undergraduate students in Malaysia perceived certain benefits in terms of English
language skills, ICT literacy skills, and collaborative skills (Thang & Mahmud, 2017).

The result gathered from quantitative data, including pretest-posttest and
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questionnaire presented that the third-year undergraduate students’ critical reading
skills and self-regulated skills were significantly improved (Alshaye, 2021).

With regard to using online courses to foster critical thinking skills in ELT,
certain previous studies such as those related to online and blended courses (Akyol &
Garrison, 2011), an intelligent learning system (Chen & Hu, 2018), and an online EFL
course (Akatsuka, 2020) were conducted. Consistently, the results from these studies
suggested that certain aspects of critical thinking skills, namely integration,
interpretation, and inference were profoundly promoted through learning online
courses. However, another result regarding this technology for language learning and
teaching was provided. The result derived from quantitative and qualitative data
asserted that graduate students’ cognitive presence and the quality of learning
outcomes were connected (Akyol & Garrison, 2011).

Online discussions were considered one of the specific technologies which
were frequently utilized in English language instruction to allow students to think
critically. The previous studies which were conducted with this focus consisted of
online case discussions with questions based on the Practical Inquiry Model (Sadaf &
Olesova, 2017), asynchronous discussion forums (Al-Husban, 2020), and online
discussion forums (Jamali & Krish, 2021). Similarly, the results from these existing
studies indicated that students’ aspects of critical thinking skills, namely exploration
and integration were improved after participating in the online discussions. However,
further results were provided by some studies. The result of the study employing a
case study research design to collect the data revealed that in-service teachers who
engaged in the online discussion forums needed to improve their additional aspects of
critical thinking skills such as justification, critical assessment, evaluating problems,
and integrating solutions into their existing knowledge ((Al-Husban, 2020).
Moreover, the result of the study implementing a case study research design to gather
the data suggested that using online discussion forums could be constructive for
facilitating English language learning and promoting 21% century skills such as
leadership and digital skills (Jamali & Krish, 2021).

Certain digital teaching aids were utilized to enhance students’ critical
thinking skills in English language teaching, including online resources (Zhang,

2018), videos (Mete, 2020), and mobile applications (Haerazi et al., 2020). Similarly,
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the results from these previous studies identified that undergraduate students’ critical
thinking skills were developed after utilizing those aids. Nonetheless, further results
regarding integrating digital teaching aids in language classrooms were demonstrated.
The result of the study implementing a case study research design indicated that EFL
college Chinese students improved their critical thinking skills through academic
writing by analyzing and evaluating the interrelationship between language features
and the content from the texts (Zhang, 2018). Consistently, the result of the study
implementing a qualitative research approach to collect the data affirmed that EFL
university students’ aspects of critical thinking skills, namely applying, analyzing, and
evaluating were improved through participating in the language learning activities
with videos (Mete, 2020). Moreover, the result of the study gathering the quantitative
and qualitative data revealed that pre-service teachers’ writing skills could be
improved by constructing complete descriptive texts with mobile-assisted language
learning activities (Haerazi et al., 2020).

Lastly, digital devices such as tablets which could be considered one of
focuses on employing technologies to foster critical thinking in language learning
were implemented to promote students’ critical thinking in the classrooms (Reychav
et al., 2015; Bagdasarov et al., 2017). The results of these existing studies indicated
that using tablets provided a positive effect on promoting critical thinking skills.
However, further results relating to employing tablets to foster critical thinking skills
were presented. The result derived from surveys identified that it led the better
outcomes in terms of learning strategies, including rehearsal, elaboration, and
organization for undergraduate students (Reychav et al., 2015). Furthermore,
integrating tablets into the classrooms was beneficial for different communication
skills - oral communication, written communication, and graphical communication
(Bagdasarov et al., 2017).

Nonetheless, the students’ factor that directly affected their higher-order
thinking in technology-enhanced learning activities was the deep learning approaches,
and two others that indirectly influenced the students’ higher-order thinking through
the student’s deep learning approach were epistemological beliefs and attitude toward

technology use (Lee & Choi, 2017).
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According to the existing studies regarding integrating specific technologies
to develop different aspects of critical thinking skills in English classrooms, the
results elucidated that students could improve their critical thinking skills through
technology-implemented language learning activities. Furthermore, some factors that
influenced technology integration to promote critical thinking skills were suggested.

To synthesize the literature and the results of the existing research studies in
all areas, three fundamental factors influenced teachers’ instructional practices in the
classrooms, including teacher-related factors, student-related factors, and other-related
factors. Furthermore, the support to promote technology integration into the
classrooms consisted of financial aid, technological resources, time providing,
professional development and training, technical assistance, and a positive
environment for technology use.

To summarize the research gap derived from the mentioned research areas of
the existing studies, the first area of the existing research studies in teachers’ beliefs
and practices in English language teaching focused on exploring language skills,
instructional approaches, technology integration, and teacher professional
development. Therefore, there was a lack of the research study regarding promoting
students’ critical thinking skills with technology-implemented language learning
activities. Another area of the existing research studies in technology integration in
English language teaching indicated that they were conducted to investigate teachers’
perspectives on technology integration, language learning development, and teacher
professional development. Consistently, the previous studies in this area did not pay
more attention to students’ critical thinking skills.

The third area of the existing research studies in students’ critical thinking
skills in English language teaching concentrated on examining instructional
approaches toward critical thinking skills, promoting critical thinking skills through
language skills, and assessment for critical thinking skills. Therefore, enhancing
students’ critical thinking skills with technology integration was not adequately
investigated. The last area of the existing research studies in integrating technologies
to promote students’ critical thinking skills in English language teaching argued that
the existing research studies were conducted by using different specific technologies

in the context of the university level. Different research approaches were implemented
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to conduct those studies such as quantitative research approach and mixed-method
research approach. However, even though qualitative research design such as a case
study was employed to conduct certain existing studies, the qualitative research
design, namely phenomenological research design was not implemented to explore
lived-experience of integrating technologies to promote critical thinking skills in
English language teaching.

According to the research gaps mentioned above, there were several reasons
why the researcher was interested in conducting the present study. Firstly, there were
certain research studies conducted to promote students’ critical thinking skills with
particular technologies. Most of the existing research studies examined the effects of
utilizing specific types of technologies to enhance critical thinking skills in ELT. As a
consequence, the present study was conducted to provide certain insights regarding
what technologies were implemented and how EFL university teachers integrated
them into their instruction. Secondly, the existing research studies were primarily
conducted with a quantitative research approach and mixed-method research
approach. Certain studies implemented a qualitative research approach in their studies
such as a case study. As a result, a qualitative research approach, especially a
phenomenological research design was employed to conduct the present study to
perceive teachers’ and students’ experiences of technology utilization to promote
critical thinking skills in English language activities.

Thirdly, the existing research studies relating to using particular technologies
to promote students’ critical thinking skills were conducted at the university level in
different contexts, for instance, the United States of America, the United Kingdom,
Turkey, China, Indonesia, and Malaysia. No previous research study was conducted
to explore employing a wide range of technologies to foster critical thinking skills at
the university level in Thailand. Therefore, the present study was conducted at the
university level to address the literature in the field. Moreover, the results of the study
would offer evidence that students should be trained and practice utilizing several
technologies and critical thinking skills while they were studying in certain courses,
especially English language courses in universities.

According to the research gaps mentioned above, the researcher believed that

the results of the present study could be constructive for EFL teachers and educators
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to perceive what technologies EFL university teachers and how they used those
technologies to promote students’ critical thinking skills in the classrooms. In terms of
professional development, the teachers and educators could apply the results as
guidance in employing a variety of technologies to allow students to think critically in
English learning activities. Furthermore, the researcher as an EFL university teacher
used to be a part of course developers to create English courses in the language and
communication in the general education courses (GenED) and encountered that
technology integration and critical thinking skills were not emphasized in any criteria
or pedagogical methods even though explicitly specified in the national education
plan (2017-2036). The researcher believed that the results of the present study could
be helpful in terms of curriculum and course development to promote certain aspects

of critical thinking skills in technology-implemented language learning activities.
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CHAPTER 3

RESEARCH METHODOLOGY

This chapter aims to describe the overview of the research methodology
employed in the present study. It is comprised of nine primary sections, including
research context, research design, participants, research instruments, data collection,
data analysis, background of the researcher, trustworthiness, ethical consideration, and
the pilot study.

The objective of the present study were to explore the essence of teachers’
technology integration to promote students’ critical thinking skills and to explore
students’ perceptions towards learning with technology integration to promote their
critical thinking skills. To understand this phenomenon, the present study was
conducted to answer the following research questions:

Aspect 1: EFL university teachers’ lived experiences in integrating technologies to
promote Thai EFL university students’ critical thinking skills

1.1 What types of technology do teachers integrate into their instruction to
promote students’ critical thinking skills?

1.2 How do teachers integrate technologies into their instruction to promote
students’ critical thinking skills?

1.3 How effective do teachers perceive their technology integration to be in
promoting students’ critical thinking skills?

1.4 What problems do teachers encounter when integrating technologies into
their instruction to promote students’ critical thinking skills?

1.5 How do teachers solve the problems that they encounter when integrating
technologies to promote students’ critical thinking skills?

1.6 What are the factors that influence teachers’ technology integration to
promote students’ critical thinking skills?

Aspect 2: Thai EFL university students’ perceptions towards learning with technology
integration to promote their critical thinking skills

- What are students’ perceptions towards learning with technology integration

to promote their critical thinking skills?
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3.1 Research context

The present study was conducted at one of Rajabhat universities in the western
region of Thailand. Teachers working at this institute were responsible to teach English
courses in the language and communication of general education courses (GenEd).
English courses in the general education courses — a new curriculum 2020 were
designed and divided into two main tracks, including English courses for teacher
education programs and other programs. Teacher education programs refer to the
students majoring in mathematics teacher program, English teacher program, and so
on. For other programs, the students could study in nursing program, science programs,
and so forth. There are six English courses for students studying in teacher education
programs, including three credit courses and three non-credit courses. Particularly, the
last English course in this track was designed to teach English for specific purposes
such as English for Math Teachers to promote students’ English proficiency in their
specific subjects. Furthermore, students who are studying in other programs have to
study five English courses, including three credit courses and two non-credit courses.

The content of complete English courses in the general education courses was
designed based on the Common European Framework of References for languages
(CEFR) and was ranged from A2 to B2, which each level of CEFR is for two courses.
The primary learning objective for the entire English courses was to provide the
students opportunities to practice their English language skills for communication in
different contexts; as a consequence, the key focuses of all English courses are four
skills — listening, speaking, reading, and writing. Furthermore, the instructional
methods and activities employed in the classrooms were based on Communicative
Language Teaching Approach (CLT). The evaluation of all English courses is
comprised of 10% for class attendance, 30% for individual assignments that are divided
into 10% for listening assignment, 10% for reading assignment, and 10% for writing
assignment, 30% for quizzes that are separated out 10% for listening test and 20% for
speaking test, 10% for a group presentation, and 20% for a final exam.

It could be seen that critical thinking skills were not the primary concentration
for the complete English courses in the general education courses here because firstly
the courses were predominantly designed for integrated skills. That is, teachers would

promote students’ English language skills, including listening, speaking, reading, and

Ref. code: 25656006320060RPI



78

writing skills through learning challenges or tasks. Secondly, the university policy
focused on students’ outcomes, so the teaching methods for the courses would
emphasize student’s practices through a variety of different classroom activities and
assignments that allowed students to regularly practice their English language skills.
Finally, critical thinking skills would be taught, especially in advanced English courses
or tailor-made English courses.

Nonetheless, the students could not achieve those learning challenges, tasks,
or even assignments without critical thinking skills for certain reasons. Firstly, the
students would lose their motivation to learn actively and to think critically about
whether teachers’ instructional practices and utterances were statements without
language learning activities which promoted students’ questioning, exploring, and
analyzing. Secondly, students’ attitudes should be respectfully challenged. That is,
students had to assess the relative worth of quality works, the form of quality works
they preferred, and the message they received from quality works. Therefore, teachers
had to pay more attention to promoting students’ critical thinking skills throughout their
instruction for all English courses in the general education courses. In terms of students’
advantages, students’ English language abilities, critical thinking skills, and technology
skills could be simultaneously improved through various language learning activities.

This research site was purposefully selected for certain reasons. Firstly, the
mentioned English course evaluations in GenEd at this Rajabhat University indicated
that critical thinking skills were not adequately highlighted when considering the course
assignments even though these skills were significant for EFL students’ academic
achievement. However, it could not be completely inferred that students’ critical
thinking skills were not promoted because students could foster their critical thinking
skills through different processes of language learning activities in the classrooms.
Therefore, it would be better to provide an insight into how critical thinking skills were
promoted through technology-implemented language learning activities at this
Rajabhat University.

Secondly, certain technology classroom facilities provided by this Rajabhat
University were equipped for instruction in each classroom, including a microphone,
speakers, projector and screen, and the university Wi-Fi. Nonetheless, some of these

facilities were not appropriately maintained for learning and teaching. According to the
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researcher’s experience regarding technology classroom facilities, the microphone and
its wire were broken; as a result, the instructors had to utilize their microphones for
their instructional practices. Sometimes, the instructors encountered the problem of the
Internet while they were implementing online software or applications in their language
learning activities. Consequently, it would be constructive to explore what technologies
were integrated into ELT to promote critical thinking skills at this research site because
the results of the study could be used as evidence for developing positive technology-
driven learning and teaching environment for ELT.

Eventually, this research site was selected in terms of convenience to access
the research site and understanding its characteristics. The researcher has been working
at the research site for nearly eight years. Furthermore, the researcher used to be the
head of the academic department at the Language Institute of this Rajabhat University
and participated in designing English courses for the new curriculum 2020 in the
language and communication of general education courses (GenEd). Therefore, it
would be convenient for the researcher to access the site and collect the data from the
participants. Furthermore, the researcher has experienced and comprehended ELT with
technology integration and how it should be developed in terms of promoting students’
critical thinking skills in language classrooms.

With regard to technologies in the research site, fundamental technology
classroom facilities were provided for instruction in each classroom, including a
microphone, speakers, a projector, and a screen. There was no personal computer or
laptop provided in the classrooms. Therefore, those who taught at this research site were
required to employ their laptops for instructional practices. Nonetheless, certain
mentioned technology devices provided in some classrooms were not well maintained
for teaching and learning activities, such as broken microphones and projectors.
Consequently, certain teachers had to bring their microphones to effectively facilitate
their learning activities in ELT.

In terms of teachers’ technology devices, certain devices such as mobile
phones and tablets were implemented to facilitate instructional practices. For instance,
teachers could employ their mobile phones to assess students’ responses or engagement
from different sides of the language classrooms. Moreover, teachers could use their

tablets with laptops to deliver the content of the language lessons for their instruction.
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Regarding students’ technology devices, students were allowed to utilize their mobile
phones and tablets for participating in the language learning activities. For instance,
students could explore the meanings of new words that they encountered in the lesson.
Furthermore, the students could use their devices to actively share responses and
opinions for certain learning activities.

The other issue relating to technology integration is software or applications
which were implemented in English language activities. The primary software which
teachers employed to deliver their lessons was courseware because English commercial
books were used for all English courses in the GenEd courses. The courseware provided
colorful pictures, videos, audio, and multimedia materials for different learning
activities. It was relatively convenient for teachers to appropriately prepare their
instruction. Furthermore, certain online resources were integrated to supplement in
order to promote students’ motivation and participation. There were a wide range of
online applications which teachers implemented in their language learning activities
with different purposes. To assess students’ comprehension of the lessons relating to
target vocabulary and grammar, teachers utilized software that was available in online
resources such as Kahoot, Quizzes, Booklet, and Edform. These online applications
provided a number of language exercises that teachers directly adapted to their
instruction. Furthermore, they allowed teachers to construct their online exercises and
quizzes for their learning activities with limited functions.

To encourage students to practice their English listening skills, some online
applications that teachers implemented for English listening activities consisted of
YouTube and Edpuzzle. Certain teachers preferred to employ Edpuzzle for listening
activities because a set of questions could be embedded in different parts of the selected
videos to assess students’ comprehension and it provided the achievement scores at the
end of the activities. To foster students to practice English writing skills, software that
was available in online resources was implemented such as Grammarly and
VistaCreate. Students could use Grammarly to assess whether their English language
in the writing tasks was grammatically appropriate. Moreover, VistaCreate which was
a graphic design resource provided students with a large number of online templates to
conduct creative writing tasks. To enhance students to share their ideas and perceptions,

some software was integrated into the language learning activities, including Padlet,
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Slido, Jamboard, and Mentimeter. This software allowed teachers to provide their
topics through online platforms and immediately collected students’ responses and

opinions toward those topics.

3.2 Research design

The study aimed to explore the essence of teachers’ technology integration to
promote students’ critical thinking skills and to investigate students’ perceptions of
learning with technology integration to promote their critical thinking skills.
Consequently, phenomenological research, which is one of the qualitative research
methods, was employed to explore mentioned topic under the current study because it
perfectly fit the objectives of the study and facilitated the researcher to answer research
questions to understand the individual experiences of the phenomenon. Generally, the
characteristics of qualitative research were relatively appropriate for the present study
in terms of visiting the natural setting, employing multiple sources of data,
implementing inductive and deductive data analysis, and learning participants’
meanings of the phenomenon.

Basically, qualitative research encourages the researchers to collect the data in
the setting where the participants experience the issues under the study (Creswell, 2013,
p. 45; 2014, p. 185). The participants are not invited to a lab nor are they asked to
individually complete the provided instruments. Consequently, the researcher in the
present study would collect the data by communicating directly to teachers who have
been teaching English courses in the language and communication of general education
courses and observing their instructional practices within the context. Moreover, the
researcher would have face-to-face conversations with students to gather their
perceptions of teachers’ instructional practices regarding the phenomenon. According
to this characteristic of qualitative research, it could thoroughly assist the researcher to
construct a description of participants’ experiences regarding the phenomenon under
the study.

Another significant characteristic of qualitative research is collecting multiple
forms of data. Qualitative researchers ordinarily collect the data through serval sources,
for example, interviews, observations, documents, and audiovisual information, rather

than rely on a single data source (Creswell, 2013, p. 45; 2014, pp. 185-186). Therefore,
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the researcher would employ different research instruments to gather multiple forms of
data. That is, several semi-structured interviews with online meeting program would be
conducted for teachers and students to explore their experiences of the phenomenon
under the study. In addition, a classroom observation would be administered to
investigate teachers’ and students’ behaviors and interactions with the instructional
practices. The researcher would review all of the data, make sense of it, and inductively
and deductively identify it into themes that triangulate all data sources.

Analyzing inductively and deductively the data, which is one of the
attributions of qualitative research, facilitates the researchers to construct categories or
themes from the bottom up by organizing the data inductively into more abstract units
of information (Creswell, 2013, p. 45; 2014, p. 186). This characteristic is relatively
constructive for the present study because the researcher worked back and forth
between themes and the database until the comprehensive set of themes is organized.
Furthermore, the researcher was required to take account of the data from themes to
determine whether all available evidence was sufficient to support each theme and
additional data was needed. The process of inductive and deductive data analysis
encouraged the researcher to develop a complex understanding description of the
phenomenon under the study.

Eventually, qualitative research encourages the researchers to concentrate on
learning the meaning that the participants possess about the phenomenon, not the
meaning that the researchers convey to the research or that writers express in the
literature (Creswell, 2013, p. 47; 2014, p. 186). Therefore, the researcher focused on
participants’ lived experiences and their meanings of integrating technologies to
promote students’ critical thinking skills in terms of technologies and how they were
integrated into ELT, challenges and solutions when utilizing technologies in ELT, and
the effectiveness of instructional practices with technology integration and influential
factors. Moreover, students’ perspectives and their experiences with teachers’ teaching
and learning with technologies were concentrated to develop a better comprehension of
the phenomenon.

According to mentioned characteristics of qualitative research, it could be seen
that this research methodology could be most appropriate and offers an effective

approach for describing and understanding the topic under the present study.
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Specifically, a phenomenological research approach, which is one of the diverse
qualitative approaches, was adapted to capture the complexities of the phenomenon in

the present study.

3.2.1 Definitions of phenomenological research

The term Phenomenology first originated in the eighteenth century in
Christian Wolff’s school in association with analogous developments and this concept
was found in Kant (Heidegger, 2005, p. 3). Numerous scholars have attempted to
provide definitions of phenomenology. This approach involves a return to experience
to gather comprehensive descriptions that provide the basis for a reflective structural
analysis that portrays the essences of the experience (Van Kaam, 1966, p. 15).
Similarly, phenomenology is the systematic attempt to disclose and explicate the
structures, the internal meaning structures, of everyday or lived experiences. A
universal or essence may only be intuited or grasped through a study of the particulars
or instances as they are encountered in lived experiences (Van Manen, 1990, p. 10).
Moustakas (1994) asserted that the predominant target of phenomenology is to
understand the meaningful concrete relations that implicit in the original description of
experience in the context of a particular situation. Specifically, Heidegger (2005, p. 4)
defined phenomenology means ‘to show itself” or ‘something that shows itself’, and he

provided an additional explanation as follows:

Phenomenology means to let what shows itself be seen from itself, just as it
shows itself from itself. That is the formal meaning of the type of research
that calls itself “phenomenology”. But this expresses nothing other than the

maxim formulated above “to the things themselves”. (Heidegger, 2010, p. 3)

Consistently, Creswell (2013, p. 76) suggested that a phenomenological study
describes the common meaning for serval individuals of their lived experiences of a
concept or a phenomenon, and phenomenologists focus on explicating what all
participants have in common as they experience a phenomenon. According to
mentioned widely accepted definitions, they seem to suggest that phenomenological

research describes the essence or meaning structure of individuals or instances who
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encounter lived experiences of the phenomenon through an original comprehensive
description.

A phenomenological research methodology, thus, navigated the present study
as a research framework to obtain a deep and complex comprehension of teachers’
technology integration to promote students’ critical thinking skills in ELT regarding
technologies utilized and instructional practices with technology integration, challenges
and solutions when employing technologies, and the effectiveness of instructional
practices with technology integration and influential factors. In addition, this research
method facilitated the researcher to explore students’ perceptions of instructional
practices with technology integration. The rich descriptions for two groups of
participants would be developed to disclose and explicate the essence of the

phenomenon.

3.2.2 Characteristics of phenomenological research

Basically, there are numerous characteristics of phenomenological research
depending on the disciplines. Moustakas (1994) provided common qualities of this
research approach from his psychological perspective. Phenomenological research is
identified as a study of the wholeness of human experiences. Furthermore, this
approach explores the meanings and essences of experiences through descriptions of
experiences by obtaining first-person accounts in informal and formal conversations
and interviews. The data of experiences is considered as imperative in understanding
human behavior, and experiences and behavior are viewed as an integrated and
inseparable relationship of subject and object and of parts and whole. Moreover,
perceiving some common experiences of several individuals can be valuable for diverse
groups such as therapists, teachers, and policymakers (Creswell, 2013, p. 82).

Van Manen (2016, p. 27) suggested certain characteristics of phenomenology
based on a human science orientation, and some of them are similar to Moustakas’s in
the sense that phenomenological research begins with wonder at what gives itself and
how something gives itself. In addition, the objective of this approach is to grasp the
singular aspects of a phenomenon or event such as identity, essence, and so on.
However, the different characteristic of Van Manen’s is that there are two primary

procedures of phenomenology — the Epoche (bracketing) and the reduction, which are
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the two most critical components of the various forms of the reduction.
Phenomenological reflection and analysis happen frequently in the attitude of the
epoche and the reduction. Meanwhile, Moustakas (1994) proposed different ideas in
terms of Van Manen’s primary procedures. The Epoche is a process to set aside
predilections, prejudices, and predispositions for obtaining new knowledge and
experience while the bracketing is a part of the phenomenological reduction to place
the focus of the research in the bracket so that the entire research process is solely
originated on the topic.

Creswell (2013) demonstrated predominant -characteristics and clear
explanations that rely on Van Manen (1990)’s and Moustakas (1994)’s. Therefore,
these characteristics would be employed as a specific guideline to conduct the present
study. Initially, phenomenological research emphasizes exploring a phenomenon in
terms of a single concept or idea (Creswell, 2013, p. 78). That is, the phenomenological
researchers will focus on one notion, for example, the education idea of professional
growth. Therefore, the present study concentrated on exploring the concept of
promoting critical thinking skills through technology integration in ELT.

Secondly, another characteristic of phenomenological research is an
exploration of the phenomenon with a group of individuals who have all experienced
the phenomenon, and the size of the heterogeneous group might vary from 3 — 4
individuals to 10 — 15 (Creswell, 2013, p. 78). However, Polkinghorne (1989) suggested
that the researchers should interview from 5 to 25 individuals who have all experienced
the phenomenon. Thus, the participants for the present study were purposefully
sampled with criteria and the numbers of them were approximately 16 EFL university
teachers and 16 Thai EFL university students in order to investigate their lived
experiences of the phenomenon with multiple perspectives from diverse groups.

Thirdly, collecting the data that involves primarily interviewing individuals
who have experienced the phenomenon is considered as one of the predominant
characteristics of phenomenological research. Nonetheless, some studies with this
approach involve several sources of data, such as poems, observations, and documents
(Creswell, 2013, p. 79). Therefore, the researcher employed an in-depth interview as a
primary research instrument to explore teachers’ and students’ lived experiences of the

phenomenon. Furthermore, an observation would be administered to explore teachers’
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and students’ behaviors and lived experiences of the phenomenon in the authentic
setting. The data gathered from both research instruments would be triangulated to
disclose and explicate the essence of lived experiences of the phenomenon.
Eventually, analyzing data in phenomenological research moves from the
narrow units of analysis to broader units and on to detailed descriptions. These
descriptions include a textural description of the experiences of the individuals (what
the participants experienced), a structural description of their experiences (how they
experienced them), and a combination of the textual and structural descriptions to
convey an overall essence of the experience (Moustakas, 1994, Creswell, 2013, pp. 79-
80). Therefore, the researcher implemented the process of phenomenological data
analysis to construct the textual and structural descriptions to discuss what teachers and
students experienced in terms of promoting critical thinking skills through technology
integration in ELT and how they experienced it. Moreover, the researcher developed
the descriptive passage incorporating those two descriptions to reveal the essence of the

lived experiences for individuals.

3.3 Participants

Basically, a nonrandom sampling method is a process of selecting a sample
using a technique that does not permit the researcher to specify the probability or chance
that each member of a population has of being selected for the sample. One of the
nonrandom sampling methods is a purposeful sampling technique which is a process of
selecting a sample that is believed to be representative of a given population (Gay et
al., 2012, pp. 140-141). The concept of the purposeful sampling technique is often
employed in qualitative research (Creswell, 2013, p. 156; Creswell, 2014, p. 189;
Marshall & Rossman, 2016, p. 225). That is, the inquirer selects individuals as good
key informants or sites for study because they can purposefully provide an
understanding of the phenomenon in the study (Creswell, 2013, p. 156, Creswell, 2014,
p. 189). The characteristics of good key informants consist of the ability to be reflective
and thoughtful, to communicate effectively with the researcher, and to be comfortable
with the researcher’s presence at the research site (Gay et al., 2012, p. 142). This
sampling technique was implemented for the present study because it allows the

researcher to select the participants based on the researcher’s prior knowledge and
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experience of EFL university teachers that meet the criteria. In addition, it best helps
the researcher to understand the phenomenon of the study and to answer the research
questions (Creswell, 2014, p. 189).

The number of individuals who involves in qualitative research depends on the
research design. Creswell (2014, p. 189) suggested that the participants in
phenomenological research typically range from 3 to 10 individuals. In addition, the
size of the individuals could differ from 3 — 4 to 10 — 15 individuals (Creswell, 2013,
p. 78). Nonetheless, those who have encountered the phenomenon could be interviewed
from 5 to 25 individuals (Polkinghorne, 1989). According to the mentioned sample size,
it could be seen that the participants who have encountered the phenomenon could
range from 3 to 25 individuals. Thus, the participants who experienced the phenomenon
of integrating technologies to promote critical thinking skills in ELT would be
approximately 16 EFL university teachers and 16 Thai EFL university students.
However, the size of the participants could be more or less than 16 individuals for each
group because it depended on the redundancy of the data, known as data saturation
(Gay et al., 2012, p. 143; Creswell, 2014, p. 189). That is, the researcher collected the
data from the participants, and they did not reveal new insights, thoughts, and
perspectives regarding the phenomenon of technology integration to promote critical
thinking skills in ELT. Nonetheless, 8 voluntary teachers, who were from the group of
EFL university teachers, were observed to collect the data that emerges in the English
classes. An overview of sample size for the present study was demonstrated in Table

3.1.

Table 3.1 A number of the participants in the present study

Groups of the Number of the Number of the Number of the
participants participants participants who participants who
n=31 engage in the in- engage in the
depth interview observation
EFL university 16 16 8
teachers
Thai EFL university 16 16 -

students
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There were two primary groups of participants in the present study. The first
group was EFL university teachers and the other group was Thai EFL university
students. The research setting for the present study would be Language institute at one
of Rajabhat universities in the western region of Thailand. Language institute is
predominantly responsible for teaching English courses in the language and
communication of general education courses (GenEd). For a new curriculum 2020,
there are three credit English courses and three non-credit English courses for students
majoring in teacher education programs while the students who study in other program
such as nursing program will learn three credit English courses and two non-credit
English courses. The primary materials that are commonly employed for these English
courses are commercial books with courseware. The reasons of using commercial
materials are to reduce the time of teaching preparation, to facilitate the instructors to
present the lesson with technology, and to increase students’ motivation with colorful
course books and additional online supplementary materials such as audiovisual
materials.

The number of EFL university instructors who have been working at Language
institute in one of Rajabhat universities in the west of Thailand consisted of 31 people,
divided into 15 males (48.39%) and 16 females (51.61%). In terms of EFL university
teachers’ nationalities, the majority of the participants was Thai (N = 15, 48.39%)
whereas 10 participants (32.26%) were Filipino. The rest of the participants were
Burmese, Cambodian, Indonesian, American, British, and Australian. Regarding
teachers’ educational background, the majority of the participants had master’s degree
(N = 16, 51.61%) while the rest of participants received bachelor’s degree (N = 13,
41.94%) and doctoral degree (N =2, 6.45%). To include 16 participants for the present
study, the criteria of participant selection were 1) to be a full-time EFL university
teacher, 2) to possess at least a year of teaching experience at a higher education level,
3) to teach at least one English course in GenEd course in the semester 2 academic year
2022, 4) to experience the phenomenon of integrating technologies to promote critical
thinking skills in ELT, and 5) to be willing to participate in the present study.
Nonetheless, the participants were excluded from the present study in terms of
unsatisfying the defined inclusion criteria and not having time to engage in the provided

activities during the data collection. Furthermore, they could abruptly withdraw from
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the present study without any permission from the researcher. The background

information of teachers and their comprehension towards technology integration and

critical thinking skills was discussed below.

Table 3.2 A personal background information of EFL university teachers

Number . Teaching experiences
of Nationalities LA L at university level
. . background
participants (years)
Tl Thai Master’s degree 12
T2 Thai Master’s degree 16
T3 Thai Master’s degree 8
T4 Thai Master’s degree 8
T5 Thai Master’s degree 7
Master’s degree
T6 Thai and now studying in 6
Doctoral degree
Master’s degree
T7 Thai and now studying in 4
Doctoral degree
T8 Thai Master’s degree 8
Bachelor’s degree
T9 Filipino and now studying in 4
Master’s degree
Bachelor’s degree
T10 Filipino and now studying in 13
Master’s degree
Master’s degree
T11 Thai and now studying in 17
Doctoral degree
T12 Cambodian Master’s degree 7
T13 Filipino Bachelor’s degree 6
T14 Filipino Bachelor’s degree 2
T15 Filipino Master’s degree 7
T16 Thai Doctoral degree 14

As shown in Table 3.2, teachers who participated in the study were

predominantly Thai and Filipino. There was one teacher who was Cambodian. For

educational background, most teachers received a Master's degree, and some foreign

teachers completed a bachelor's degree. There was one teacher who obtained a doctoral

degree. For teaching experience at the university level, half of the teachers have been

teaching in universities for more than eight years, and the others have been in the
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university context for less than eight years. The range of participants’ ages was 30 - 45
years.

General perceptions of EFL university teachers towards technology
integration and critical thinking skills in English classrooms were investigated. For
employing technology in English classrooms, most teachers identified that using
technology was considered a teaching aid. Certain teachers realized that technology
integration focused on genres of technology such as hardware, software, and web
resources. Few teachers concentrated on employing technologies for language learning
activities such as exploring information. For critical thinking skills in English
classrooms, teachers thought of different characteristics of critical thinking skills
embedded in learning activities such as analyzing information, giving reasons to
support ideas, and evaluating information.

The other group of participants was Thai EFL university students who are
studying in one of Rajabhat universities in the west of Thailand. Regarding students’
English language proficiency, a large number of students possessed English language
proficiency in Al and A2 while a less number of them gained B1 at the benchmark of
The Common European Framework of Reference for Languages: CEFR. To engage in
the present study, the students met the following inclusion criteria, including 1) to be a
student at one of Rajabhat universities in the west of Thailand, 2) to have taken at least
1 English course in the GenEd course in the semester 2 academic year 2022, 3) to have
an experience of learning English language with technology integration to promote
critical thinking skills, and 4) to be willing to participate in the present study.
Nevertheless, the students would not be included in the present study whether they did
not satisfy the defined inclusion criteria, or they did not engage in the activities during
the phase of collection data, or they would like to withdraw from the present study. The
background information of students and their comprehension towards technology

integration and critical thinking skills was discussed below.
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Table 3.3 A personal background information of Thai EFL university students

Number . Learning experiences
. . Educational . .

of Nationalities at university level

. . background
participants (years)

S1 Thai English major 2

S2 Thai English major 2

33 Thai Computer 'educatlon )

major

34 Thai Computer 'educatlon )

major

35 Thai Computer 'educatlon )

major

36 Thai Computer .educatlon )

major

S7 Thai Biology major 2

S8 Thai Biology major y)

S9 Thai Social studies major 2
S10 Thai Social studies major 2
S11 Thai Art education major 2
S12 Thai Art education major 2
S13 Thai Music education major 2
S14 Thai Music education major 2
S15 Thai Math major 3
S16 Thai Math major 3

As shown in Table 3.3, Thai students were studying in different majors,

including English, Computer Education, Biology, Social studies, Art Education, Music

Education, and Math. The number of English language learning experiences at the
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university level was two years. Two students received three years of language learning
experiences in this context. The range of students’ ages was 20 - 21 years.

Broad perceptions of Thai EFL university students towards technology
integration and critical thinking skills in English classrooms were explored.
Technology was significant for their lives in terms of convenience for real life activities,
exploration for information, and providing different forms of entertainment. The
importance of technology in English learning consisted of increasing comprehension of
English, promoting English practices, and exploring more information. To investigate
the significance of critical thinking skills, students indicated that critical thinking skills
helped them to give reasons to support ideas or decisions and to evaluate ideas for their
real life activities. Moreover, it was useful for students to evaluate whether language
usages were appropriate and to give reasons to support their ideas when participating

in English learning activities.

3.4 Research instruments

To gather regularly the data in qualitative research, there are four core
methods, including participating in the setting, observing directly, interviewing in
depth, and analyzing documents and material culture. Furthermore, the number of
qualitative studies employs a combination of data collection methods (Marshall &
Rossman, 2016, p. 276). Specifically, the methods of gathering the data in
phenomenological research consist of in-depth and multiple interviews, observations,
documents — journals, poetry, and audio and visual materials — music, the other forms
of art (Creswell, 2013, p. 81, Creswell, 2014, p. 190). Implementing these data
collection methods allows phenomenological researchers to gather richer and deeper
information about what the individuals have experienced the phenomenon and how they
have experienced them, as well as to disclose the nature or essence of the lived
experiences of the phenomenon.

For the present study, two research instruments were implemented to gather
the data on the phenomenon under the study, including an in-depth interview and a class
observation. The researcher implemented these research instruments because they
allowed the researcher to explore what EFL university teachers and Thai EFL university

students have experienced in the phenomenon of promoting critical thinking skills
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through technology integration and how they have experienced it. Furthermore, it
allowed the researcher to investigate other issues, including problems and solutions of
technology integration in ELT that the teachers and students have encountered, and the
effectiveness of instructional practices with technology integration and its influential
factors. Therefore, the data obtained from the in-depth interview and the class
observation best helped the researcher to analyze the participants’ lived experiences of
the phenomenon in order to reveal and explain the essence of utilizing technologies to
promote critical thinking skills in ELT.

The descriptions of developing the research instruments were as follows:

3.4.1 Interview

An in-depth interview involves conducting intensive individual interviews
with a small number of respondents to explore their perspectives on a particular idea or
situation and to obtain detailed information about their thoughts and behaviors. In
addition, it permits the researchers to explore new issues in depth (Boyce & Neale,
2006, p. 3). To specify a type of in-depth interview, a phenomenological interview is
typically implemented to understand those experiences for developing a worldview,
and to describe the meaning of the phenomenon that a small number of individuals have
shared (Creswell, 2013, p. 161; Marshall & Rossman, 2016, p. 293). Similarly,
interviewing in phenomenological human science studies is used to explore and collect
experiential narrative material that serves as a resource for developing a richer and
deeper understanding of a human phenomenon (Van Manen, 1990, p. 66).

In addition, the in-depth interview in phenomenological research might be
divided into three interviews. That is, the first two interviews focus on past and present
experiences respectively while the third interview concentrates on combining those two
narratives to describe the individuals’ essential experience with the phenomenon
(Seidman, 2006). Consistently, Interviews could consist of a one-time session or
multiple sessions with the same participants, and the length of the interview could range
from a few minutes to a few hours (Gay et al., 2012, p. 386). It could be seen that the
in-depth interview is the most constructive instrument for phenomenological research
to gather personal experiences of the phenomenon for developing a rich description to

comprehend its nature or essence.
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To consider how to conduct the interview questions, there are three general
types of interviews, including the informal, conversational interview, the guided
interview, and the standardized interview (Patton, 2002, pp. 341-347). That is, the
informal, conversation interview occurs as a casual conversation with individuals or
small groups that are asked with spontaneous questions. On the other hand, the topical
or guided interview is more structured and scheduled. Therefore, the interviewers
prepare a list of topics or questions which may or may not have been shared with the
interviewees beforehand. Finally, a semi-structured and standardized interview
involves scripting and asking specific questions in a specific sequence. Moreover, Gay
et al. (2012, pp. 386-387) suggested types of interviews which are identical to Patton
(2002), including an unstructured interview, a structured interview, and a semi-
structured interview. An unstructured or informal interview is considered a casual
conversation to understand something in the research setting. In contrast, the structured
or formal interview involves preparing a specific set of questions that elicits the same
information from the informants. The last type of interview is a semi-structured
interview which is a combination of unstructured and structured approaches.

For the present study, phenomenological semi-structured interview with open-
ended questions was employed to explore EFL university teachers and Thai EFL
university students’ lived experiences of the phenomenon of promoting critical thinking
skills through technology integration in ELT. The interview was separated into three
sub-interviews, and open-ended interview questions were designed to serve the
objectives of each sub-interview and research questions for both groups of participants.
The length of the three-session interview was approximately 60 — 90 minutes, and it
could be more or less than the mentioned period of time because it depended on the
adequate responses from the participants. The one-on-one interviewing through the
online meeting program was implemented for the present study because the participants
were not hesitant to express or share their ideas and experiences of the phenomenon,
and they were not anxious during the interview when they were in their private places.
The Thai language was used for Thai EFL university teachers and students because
Thai participants could fluently express their experiences and attitudes in their mother
tongue for various interview questions. For foreign EFL university teachers who were

of different nationalities, such as Filipino and Cambodian, the English language was
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employed for the interviews because the researcher and these participants possessed
different mother tongues, and English was the only language to communicate and share
their experiences and perceptions about using technologies to promote critical thinking
skills in ELT during the interviews. For the researcher, it was convenient to record the
interviews and transcribe them. The multiple semi-structured interviews for both

groups of participants were discussed as follows:

3.4.1.1 Interview for teachers (Appendix A)

The researcher developed a specification of interview questions which
consisted of three sub-interviews, and a set of questions for each sub-interview was
designed to serve the research questions and to reveal the essence of the phenomenon.

Interview one: this interview aimed to investigate teachers’ background
information and general knowledge of technology integration and critical thinking
skills in ELT. That is, some questions of this interview focused on teachers’ personal
information and past experiences of ELT. Therefore, the interviewees could narrate the
information regarding age, education level, English language teaching experiences at
the university level, context, and teaching profession. Furthermore, some questions
were designed to elicit the participants’ background knowledge about technology
integration and critical thinking skills in ELT. The researcher would like to understand
to what extent teachers have known these two primary issues for developing the
background picture of their lived experiences of the phenomenon.

Interview two: this interview aimed to explore teachers’ lived
experiences of the phenomenon of promoting critical thinking skills with technology
integrations in ELT. The interview questions were constructed to serve the research
questions which focus on six primary issues. The first issue is the types of technology
that teachers have utilized in their instruction. Thus, the questions were created to elicit
teachers to explain the types of technology employed, the purposes for technology
selection, and how to select those types of technology. For the second issue, the
questions about instructional practices using technology were asked to understand how
teachers have utilized technologies in learning activities to promote students’ critical

thinking skills and the reasons for using those technologies.
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Apart from exploring what and how technologies were employed to
promote critical thinking skills in ELT, the researcher constructed some questions for
the third issue. They allowed teachers to reflect on their instructional practices with
technology integration in terms of teaching effectiveness, how to evaluate it, and how
to enhance it. The fourth issue involved the problems that teachers have encountered,
their effects on instructional practices, and the causes of those problems while the fifth
issue was about solutions for those problems and appropriate support that teachers
would like. The last issue related to influential factors towards employing technologies
to promote critical thinking skills in ELT in terms of what influential factors are, how
they affect instructional practices, and how to eliminate those factors.

Interview three: this interview aimed to explore the meaning of teachers’
lived experiences of the phenomenon of promoting critical thinking skills with
technology integrations in ELT. That is, the interviewees had narrated the past and
present experiences of the phenomenon in two previous sub-interviews, and they
attempted to provide a conclusion about the phenomenon in their lives. Thus, the
questions were constructed to elicit teachers’ meaning of this phenomenon, including
the benefits of the phenomenon towards teachers’ lives and teachers’ expectations of

the phenomenon.

3.4.1.2 Interview for students (Appendix B)

Similar to the interview for teachers, a specification of this interview
included three sub-interviews with a set of questions. Questions in each set of sub-
interview were framed based on the researcher questions. The data gathered from the
students was employed to address and triangulate the data collected from the teachers.

Interview one: the interview aimed to investigate students’ personal
background and their experiences of English language learning at a university level.
That is, the questions were designed to obtain historical information of the students
regarding age, education level, studying major and department, life in university.
Furthermore, some questions were created to gain an insight on their experiences of
English language learning in a university. The data of this sub-interview assisted the

researcher to perceive the general understanding of the phenomenon.
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Interview two: the interview aimed to explore students’ perspectives on
teachers’ instruction in promoting critical thinking skills with technology integration in
ELT. In addition, six dominant issues relating to the research questions were developed
for the interview questions. The first issue was the ordinary types of technology utilized
in the English language class. Therefore, the students explained what technologies their
teachers have integrated into the class to permit them to think critically and what other
technologies are constructive for them. The second issue focused on teachers’
instructional practices with the use of technologies. The questions of this issue allowed
the students to narrate how their teachers have employed technologies in different
language learning activities to support the students to think critically, and which
activities technologies relatively support them.

The third issue permitted the student to consider the effectiveness of
teachers’ instruction with technology integration to promote critical thinking skills.
Therefore, the questions were created to elicit students’ perspectives on how effective
teachers deliver their instruction with technology and in what way instruction with
technology should be improved. Two following sets of questions were constructed to
allow the students to explain problems and solutions when teachers have employed
technologies in the classes. The last issue for this sub-interview involved influential
factors that affect teachers’ instructional practices with technology integration and how
they have directly influenced the instruction.

Interview three: the interview aimed to explore the meaning of students’
lived experiences of the phenomenon of promoting critical thinking skills with
technologies in English language learning. The questions for this interview permitted
the students to express the benefits that they have obtained from the phenomenon and

the expectations that they further encounter in the phenomenon.

3.4.2 Observation (Appendix C)

In qualitative research, one of the fundamental methods for gathering data is
observation. It refers to an act of nothing a phenomenon in the field setting through the
five senses of the observer with an instrument and recording it for scientific purposes
(Angrosino, 2007). Similarly, observation is an action that captures various activities,

including hanging around the setting and using strict time sampling to record actions,
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interactions, and a checklist to tick off pre-established actions (Marshall & Rossman,
2016, p. 278). Conducting the observation primarily depends on research purposes and
questions, so the key focuses or interests of the research could be observed, such as
physical setting, participants, activities, interactions, conversations, and the
researcher’s behaviors during the observation (Creswell, 2013, p. 166). In terms of
phenomenological studies, an observation, known as a close observation is the indirect
method to collect experiential material from others. The best way to enter a person’s
lifeworld is to participate in it. That is, the researchers try to enter the lifeworld of the
persons whose experiences are relevant to the study material. Therefore, the method of
close observation requires that one be a participant and an observer at the same time
(Van Manen, 1990, p. 81; Van Manen, 2016, p. 318).

Another issue that the researchers take into account before conducting the
observation is the researcher’s role during the observation. There are two common types
of observation, including participant and nonparticipant observation (Gay et al., 2012,
p. 382). To take the role of a participant observer, the researcher participates in the
situation while observing and gathering data on the activities, people, and physical
aspects of the setting. The advantage of this type is that the researcher gains insights
and develops relationships with participants, but it might be more difficult for the
researcher to participate and collect the data at the same time. The other type of this
method is nonparticipant observation. The researcher observes and records behaviors,
but does not interact or participate in the life of the setting. This type of observation is
appropriate for the researcher who does not have the background to act as a true
participant, but it might require much effort to obtain reliable data about participants’
perspectives. Furthermore, Creswell (2013, pp. 166-167) suggested further two more
types of observation, including complete participant which the researcher fully engages
with the individuals are observing, and complete observer which the researcher is
neither seen or noticed by the individuals under the study.

To record what has been observed in the natural setting, field notes are best to
document the observations because they describe all relevant aspects of the situation in
the setting (Gay et al., 2012, p. 382). There are two basic pieces of information in the
field notes, including descriptive notes and reflective notes (Gay et al., 2012, p. 382;

Creswell, 2013, p. 169). The descriptive notes involve information about a description
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of activities in the setting. The researcher attempts to summarize the chronological flow
of activities in the class. Furthermore, the reflective notes allow the researcher to
express personal reactions, thoughts, and reflections on the activities during the
observation sessions. Field notes are relatively appropriate to record the data during the
observations because they provide insightful descriptions and understanding of the
participants, the research setting, and particular activities.

The objective of observation for the present study was to explore what EFL
university teachers have experienced in the phenomenon of employing technologies to
promote critical thinking skills in English classes and how the teachers have
experienced it. Therefore, the specification of observational aspects was developed to
assist the researcher to observe and effectively record the phenomenon of the present
study as well as other relevant situations. The observational aspects consisted of
instructional materials and resources, instructional process, challenges and adaptations.
Both primary observational aspects, sub-aspects, and descriptions are included in the
observation guide. Nonetheless, these observational aspects were constructed to serve
certain research questions, and the data gathered with the observation was used to
triangulate some aspects of the data collected from the interviews. The role of the
researcher was a nonparticipant observer. That is, the researcher watched all
occurrences according to the observational aspects in the learning activities in English
classes and kept recording with field note in the observation guide, but did not engage
or interact in the activities during the observation. The number of observations for each
EFL university teacher was about 1 — 2 sessions because it depended on the completion
of the instructional cycle for a lesson.

3.5 Data collection

To gather rich and deep experiential data to understand the phenomenon of
promoting critical thinking skills through utilizing technologies in ELT, the researcher
employed the process of qualitative data collection proposed by Creswell (2013, pp.
146-147) and phenomenological data collection suggested by Moustakas (1994).
Creswell’s process of data collection activities was employed in the present study
because he proposed that these phases of gathering data are common to all qualitative
approaches. Two specific activities of phenomenological data collection were

integrated into Creswell's process, including the Epoche — the process of setting aside
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prejudgments, biases, and preconceived ideas, and bracketing the research topic — the
process of focusing on the research topic. The significance of these activities was to
identify personal experiences with the phenomenon and to partly set them aside so that
the researcher can focus on the experiences of the participants in the study (Creswell,
2013, p. 78). Figure 3.1 demonstrated the entire process of phenomenological data

collection for the present study.

Formulating research topic and

questions of the study

A J

Locating the research setting and

selecting the research participants

\ J

Gaining access and making rapport

v

Collecting data

Engaging in the Epoche process
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Phenomenological interview guide Observation guide
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Conducting phenomenological

Conducting the classroom

semi-structured interview observation for a single o e feldnot
: o : I Recording fieldnotes
with 3 sub-interviews instructional cycle of a

lesson

A

Transcribing interview data

Figure 3.1 A process of phenomenological data collection

3.5.1 Procedures of data collection
After the activities of preparing data collection had been done, the researcher
initiated gathering the data by seeking permission to enter the research setting. The

permission letter (Appendix D) was officially submitted to the director of the Language
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Institute to receive approval. The director arranged the institute board meeting for
considering the approval, and the researcher attended the meeting to provide certain
information such as the purposes of the study, the significance of the study, the research
participants, the research instruments, and the procedures of data collection. After the
permission for data collection was granted, the researcher constructed the participation
letters to call for voluntary individuals to participate in the study. Once obtaining the
number of participants who satisfied the inclusion criteria, the researcher administered
the meeting for each participant to inform the purposes of the study, the procedure to
be employed in the data collection, and the expected benefits to accrue to the
participants. Moreover, the researcher notified the right of participants to withdraw at
any time, the approach to protect the confidentiality of the respondents and the known
risks associated with participation in the study. When the participants achieved an
agreement of the research participation, they were required to participate in the data
collection.

Gathering the data consisted of two primary processes, including

interviewing and observing. The details for each process were discussed as follows:

3.5.1.1 Interview process

After selecting the participants who fitted the inclusion criteria, the
researcher contacted the participants to explain certain information about the study
through an online meeting program such as the purposes of the study, the significance
of the study, and the procedures of data collection. Moreover, the researcher encouraged
the participants to question whether they were doubtful about any issue of the study. If
the participants completely understood all details of the study, especially the procedures
of data collection and they were willing to engage in the study, the researcher asked
them to sign a consent form and mailed it to the researcher before initiating the
interview. Once received the consent form from the participants, the researcher
contacted the participants to make an appointment to interview in terms of their
available date and time. A day before the selected date, the researcher contacted the
participants to remind the arrangement for the interview because the researcher would
like to build support and trust with the participants. Before beginning the interview

process, the researcher would engage in the Epoche process (Moustakas, 1994). The
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researcher would eliminate biases, prejudgments, and preconceived ideas about the
phenomenon to create a good atmosphere, build a good rapport with the participants
and obtain new knowledge and experiences of the phenomenon.

For the interview process, the researcher conducted the face-to-face
semi-structured interview by using the online meeting program because the participants
were in their private residences to deliver their responses without any anxiety and
pressure. Moreover, the researcher informed the participants that the interview was
divided into three sub-interviews with different purposes. The different sets of
interview guides would be employed depending on the participant’s roles. The entire
interview sessions for each participant would take approximately 60 — 90 minutes and
they would be recorded in video files for transcribing the data. For the process of
conducting the interview transcriptions, the researcher would immediately transcribe
the data after the interview process had been done. The researcher would increase the
validation of the interview data by having the participants verify the transcriptions,
including themes and their significant statements. The participants were asked to review
the transcriptions and freely provided feedback on their responses. Moreover, they
could address additional responses that came into their mind when reviewing the

transcriptions.

3.5.1.2 Observational process

The objective of observation was to explore certain aspects of
participants’ lived experiences of promoting critical thinking skills with technology
integration in English language classrooms. The observation aspects consisted of 1)
instructional materials and resources, 2) instructional process that included instructional
methods, learning activities, teacher’s roles, student’s roles, and interaction, 3)
challenges, and 4) adaption. The observation data could assist the researcher in fully
comprehending the phenomenon and answering certain research questions: What types
of technology do teachers integrate into their instruction to promote students’ critical
thinking skills? How do teachers integrate technologies into their instruction to promote
students’ critical thinking skills? What problems do teachers encounter when

integrating technologies into their instruction to promote students’ critical thinking
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skills? How do teachers solve the problems that they encounter when integrating
technologies to promote students’ critical thinking skills?

Before initiating the class observation, the researcher contacted 8 out of
16 EFL university teachers who were willing to engage in the observation process and
made an appointment to observe. Furthermore, the researcher informed the participants
the objective of the observation and the process of observation. However, the researcher
did not explain the observational aspects to the participants because the researcher
would not like to build an anxious and pressured atmosphere. Once the permission was
granted and the researcher obtained the consent form for observation, the observation
process occurred. On the observation day, the researcher visited the classroom
according to the available teaching timetable for each participant and introduced myself
as well as the objective of the classroom observation to the class. The researcher’s role
is a nonparticipant observer so that the researcher would not interrupt the classroom
activities and closely observed the participants’ behaviors and interactions.

During the observation, the researcher took field notes as much as possible to
record all activities, behaviors, and interactions based on the observation guide to focus
solely on the topic. The number of observation sessions depended on an instructional
cycle for a lesson, so it could be 1 — 2 observation sessions for each participant. That
is, the researcher would like to observe the entire process of teaching and learning to
obtain a complete understanding of instruction with technology integration to promote
critical thinking skills. After the process of observation had been done, the researcher
immediately transcribed the data observed from the classrooms and employed it to

support the information gathered from the interview.

3.6 Data analysis

To analyze the qualitative data, the researchers frequently associate the
analytical procedures with approaches (Creswell, 2013, p. 179). Several analytical
approaches to qualitative analysis include content analysis, cross-case thematic
analysis, and inductive analysis. Furthermore, qualitative analysis could consist of
several approaches to make sense of the data (Patton, 2015, pp. 804-805). One of the
relatively significant approaches in qualitative analysis is thematic analysis. This

approach involves:
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Thematic analysis is a process for encoding qualitative information. The
encoding requires an explicit code. This may be a list of themes, or a complex
model with themes, indicators, and qualifications that are causally related, or
something in between these two forms. The themes may be initially generated
inductively from the raw information or generated deductively from theory

and prior research (Boyatzis, 1998, p. 4).

It could be seen that analyzing the qualitative data employing thematic analysis
requires the researchers to encode the data by using a list of themes that might be
constructed inductively from the data or derived deductively from the literature.

Another significant approach to analyzing qualitative data is content analysis.
Content analysis involves a qualitative data reduction and sense-making effort that
takes a volume of qualitative material and attempts to identify core consistencies and
meaning. Therefore, the core meanings exposed through content analysis are patterns
and themes. The term pattern refers to a descriptive finding while the term theme takes
a more categorical or topical form, interpreting the meaning of the pattern (Patton,
2015, pp. 790-791). It has been shown that the researchers who analyze the qualitative
data with content analysis encompass a process of making sense of the data, identifying
recurrences of words or phrases, and constructing emergent themes that reflect the
perspectives of the participants. As those analytical approaches are discussed, it could
be seen that thematic analysis involves a process of encoding the data with a set of
themes while content analysis encompasses discovering and making sense of the data
and generating patterns and themes derived from the data.

Apart from general approaches in qualitative data analysis, another issue of
data analysis that should take into account is the analytical steps embedded in a specific
qualitative design. Phenomenological research is discovery-oriented, so it would like
to explore what a phenomenon means and how it is experienced (Van Manen, 1990, p.
29). Therefore, phenomenological data analysis involves making something of a text or
a lived experience by interpreting its meaning. That is, it is a process of the insightful
invention (my interpretive product), discovery (the interpretive product of my dialogue
with the text of life), and disclosure (the interpretive product given to me by the text of

life itself). Grasping and formulating an understanding is not a rule-bound process but
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a free act of seeing meaning that is driven by the epoche, and the reduction (Van Manen,
1990, pp. 78-79).

For the present study, the researcher implemented content analysis as a process
to analyze the data derived from the interviews and the observation. Furthermore, the
process of phenomenological data analysis, including the epoche and the reduction, was
emphasized to set aside the researcher’s background and experience of the phenomenon
and to concentrate solely on the participants’ experiences of the phenomenon. The
process of data analysis in the present study was developed based on data analysis in
qualitative research proposed by Creswell (2014) and the process of the
phenomenological model suggested by Moustakas (1994). An overview process of

phenomenological data analysis for the present study was demonstrated in Figure 3.2.
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Figure 3.2 A process of phenomenological data analysis
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3.6.1 Procedures of phenomenological data analysis

The analytical steps of phenomenological data analysis in the present study
were constructed on the basis of Creswell (2014)’s and Moustakas (1994)’s procedures
of data analysis. They were designed to disclose and explicate what EFL university
teachers had experienced in the phenomenon of promoting critical thinking skills with
technology integration in ELT and how they had experienced it. The researcher
employed the processes suggested by these two well-known scholars because Creswell
(2014) provided generic concise procedures to analyze the qualitative text data. On the
other hand, the analytical process of Moustakas (1994) presented specific and
systematic procedures in data analysis for phenomenological research. The analytical
procedures were compounded as follows:

(1) Preparing and organizing data for analysis

The initial step of analyzing the data was the preparation and organization of
the data. There were two primary sources of data, including the interviews and the
observations. The researcher transcribed interviews and typed up field notes into
computer files. When preparing the raw data, the researcher organized the data into
appropriate text units, such as a sentence or the entire passage depending on the sources
of the data for analysis.

(2) Reading through all data

This step required the researcher to obtaining a sense of the whole data. That
is, the researcher read the transcripts and observational field notes in several times and
attempted to make sense of them as a whole before separating them into parts.
Meanwhile, the researcher wrote notes or memos in the margins of transcripts and field
notes to reflect on its overall meaning and to record general thoughts about the data.

(3) Bracketing the topic

The procedure involved the epoche process and bracketing of the topic. For
participating in the epoche, the researcher set aside prejudgments and biases of the
phenomenon to perceive participants’ original vantage thoughts and experiences of
utilizing technologies to promote critical thinking skills in ELT. Therefore, the
researcher declared personal background knowledge and experiences of the

phenomenon. Moreover, The researcher had to position the research topic in a bracket
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to focus solely on it and place irrelevant statements aside. Therefore, the data that was
analyzed was directly associated with the research topic.

(4) Horizonalization of the data

The researcher developed a list of significant statements which provided an
insightful comprehension of how the participants experienced the phenomenon. That
is, when setting aside the researcher’s personal experiences of the phenomenon and
positioning the focus on the research topic, the researcher moved through the organized
text data in the interview transcripts and the observational field notes. The researcher
continued discovering statements about how the participants had experienced the topic,
positioning each statement as having equal worth, and constructing a list of non-
repetitive and non-overlapping statements.

(5) Developing clusters of meaning into themes

This analytical step involved the development of themes of the phenomenon.
That is, the researcher took the significant statements called horizons or meanings that
stood out as invariant qualities of the experience into account and clustered them into
larger units of data called themes or units of meaning. The researcher implemented this
step for multiple sources of data. Furthermore, horizons and themes derived from
interview transcripts and observational field notes were employed to validate and affirm
the credibility of the data. Furthermore, the researcher as the key coder reviewed themes
and their subthemes again to assess whether subthemes and their theme were fully
consistent. However, certain responses derived from the interviews could be clustered
into different subthemes. For instance, the researcher first categorized an interview
response into a subtheme of recognizing the mistakes. After the researcher reviewed
subthemes and themes again, that response was clustered into a subtheme of sharing
opinions because the main purpose of the response provided a chance to discuss the
mistake.

(6) Developing a textual description

The significant statements and themes were used to write up a description of
what the participants experienced the phenomenon called a textual description. That is,
the researcher initially produced individual textual description for each participant by
highlighting meanings of what the participants experienced and grouping them into

themes. Then the researcher integrated all of the individual textual descriptions into a
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composite textual description that was expressed in the descriptive format. This
description assisted the researcher to disclose what the participants experienced the
phenomenon and provided verbatim examples to support participants’ experiences.

(7) Developing a structural description

When the composite textual description of the experience had been
constructed, the researcher developed another description called a structure description
that demonstrated how the participants experienced the phenomenon. That is, the
researcher bracketed the significant statements that influenced how the participants
experienced the phenomenon and what challenges, solutions, and factors involved the
phenomenon. Then the researcher developed a list of invariant structural meanings and
clustered them into themes. These structural meanings and themes were employed to
construct an individual structural description and the researcher integrated all of the
individual structural descriptions into a composite structural description. This
description was constructive for the researcher to understand how the participants
experienced the phenomenon. Furthermore, the researcher reflected on the personal
experience, the setting, and the context in which the phenomenon was experienced.

(8) Developing a composite description of the essence of the lived experience

In the final step, the researcher constructed a synthesis of composite textual
and composite structural descriptions. That is, the researcher employed meanings and
themes derived from a composite textual description and those obtained from a
composite structural description to incorporate and synthesize them into the meaning
and essence of the phenomenon under the present study. This description facilitated the
researcher to reveal the nature of promoting critical thinking skills through utilizing

technologies in ELT.

3.7 Background of the researcher

The phenomenon of the present study was integrating technologies to promote
students’ critical thinking skills in ELT. To provide strong evidence of the
phenomenon, I realized that my experience was relevant to the context and the problem
of the present study. I attempted to clarify my personal information regarding the
phenomenon to set aside my experience toward the phenomenon and solely

concentrated on the participants’ lived experiences of the phenomenon. I have been an
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English instructor at Language Institute at Nakhon Pathom Rajabhat University for
eight years and I believed that if students would like to master the English language,
they had to practice using English as much as possible both inside and outside the
classrooms. In the initial years of instruction, certain technologies I implemented in my
language learning activities consisted of a laptop, projector and screen, a microphone,
speakers, and Microsoft Office software such as Word and PowerPoint. I believed that
these technologies could facilitate me to comfortably deliver the lessons in the
classrooms and motivate students to actively participate in the language learning
activities. A few years later, I utilized further software, namely LMS (learning
management system) and Google Sites to provide more informative language learning
resources and to collect students’ class assignments. I thought that these applications
were relatively constructive because they could allow the students to submit their digital
assignments and online store them.

Currently, several innovative technologies were developed, and I increasingly
employed them to facilitate my instruction and motivate students to participate in
learning activities. Those technologies included hardware - a mobile phone and a tablet,
and online software or applications with various functions - collecting opinions such as
Mentimeter and Slido, creating texts or messages such as Google Jamboard, providing
additional learning materials and collecting assignments — Google Classroom, and
assessing comprehensions such as Kahoot, Quizzes, Blooket, and Wordwall. I thought
that students paid more attention and actively participate in my language learning
activities when those mentioned technologies were integrated. Therefore, I believed
that students’ motivation, participation, and English language abilities could be
significantly promoted through technology-implemented learning activities.

In terms of critical thinking skills, after delivering the lessons and allowing
students to practice their English abilities relating to the lessons, I asked certain
questions to assess their understanding; as a result, the students had to provide
explanations for those questions. Furthermore, I normally had the students share their
responses during grammar activities and required them to assess whether those
classmates’ responses were grammatically appropriate. I discovered that only English
proficiency students participated in these activities in the classrooms. In addition, I used

to be the head of English courses in GenEd and I had a chance to design English courses
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for the curriculum 2020. I discovered that the primary learning objectives of those
courses emphasized enhancing English skills and further important 21st-century skills
such as critical thinking skills were not addressed to provide students with opportunities
to adequately practice these skills during English courses. The experiences of utilizing
technologies and promoting critical thinking skills in ELT encouraged me to deeper
explore this phenomenon in order to indicate what and how technologies were

integrated to promote critical thinking skills in English language activities.

3.8 Trustworthiness

To assess the accuracy of the findings in qualitative research and to convince
the readers of the accuracy, the procedures of qualitative validation should be discussed.
Several scholars have proposed various approaches and their terms, for example, the
conventional terms consist of internal validity, external validity, reliability, and
objectivity while the naturalist suggests new words which are equivalent to those of the
conventional terms, including credibility, transferability, dependability, and
confirmability (Lincoln & Guba, 1985, pp. 300-301). The present study implemented
Lincoln & Guba (1985)’s concept of qualitative validation because they suggest that
these alternative terms make clear the inappropriateness of the conventional terms when
applied to naturalism and provide alternatives that stand in a more logical and derivative
relation to the naturalistic principles. The criteria of trustworthiness were discussed as
follows:

The initial criterion of trustworthiness to enhance qualitative validation
involves credibility. It refers to the researcher’s ability to deal with the patterns in the
entirety but to take certain actions that take account of the complexities (Guba, 1981,
p. 84). One of the techniques to promote credibility is triangulation. Furthermore, one
of the triangulation strategies is the triangulation of data sources that is employed to
cross-check and support the consistency of the data (Patton, 2002, pp. 559-560). For
the present study, the data derived from the interviews and the data obtained from the
observations were analyzed and triangulated to establish and support the findings
credible. Moreover, triangulating multiple perspectives from different groups,
including EFL university teachers, and Thai EFL university students was implemented

to increase consistently the data from different views of the participants.
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Another criterion of trustworthiness to validate qualitative findings is
dependability or called reliability in quantitative research. It refers to the stability of the
data, but the researchers allow instabilities to arise (Guba, 1981, p. 86). One of the
different strategies to promote dependability is establishing an audit trail. That is, an
external auditor examines the processes of data collection, data analysis and
interpretation. For the present study, the researcher asked three experts who were in the
field of English language teaching and experienced in conducting qualitative research
to examine the audit trail and to comment on the degree to which procedures used could
be generally accepted. The aspects of the present study that the experts assessed
consisted of the relationship between research questions and research instruments, the
accuracy of data collection, and the level of data analysis and interpretation.

The researcher visited three experts on their site and provided an overview of
the study in order to clarify to those experts the main purpose of the study and research
methodology. After finishing the explanation, the experts started questioning in details
for the interview for teachers and students. The experts presented the miner mistakes
that they confronted such as misspelling in English and Thai questions. Furthermore,
the experts indicated that some questions such as influential factors of technology
integration would be intensively difficult for students to express their thoughts.
Therefore, the experts suggested that if students could not provide their opinions
towards those questions, the researcher should offer certain relevant situations for
students, but the researcher should be careful that students were not navigated by those

situations.

3.9 Ethical consideration

The present study involves some ethical issues. Before conducting the study,
the researcher will submit the proposal for IRB approval and the letter of permission to
the university administrators for visiting the research site and participants. Before
starting the present study, the researcher will explain research problems and benefits to
the participants and the purposes of the present study. The researcher will not pressure
the participant to sign a consent form and tell them that they do not have to sign the
form if refusing to engage in the present study. To collect the data, the purposes of

research instruments and how the data will be used are discussed with the participants,
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and the researcher will present compensation for participating at the end of the data
collection process. For data analysis, the researcher will assign fictitious names for
participants, and the data will be analyzed and reported with multiple perspectives and
contrary results. All collected data relating to the participants will be confidentially kept
in the locked cabinet and a researcher is a person who can access this data. After the

present study has been done, this data will promptly be eliminated.

3.10 The Pilot Study

The phase of the pilot study aimed to determine research instruments,
including an in-depth interview for teachers, an in-depth interview for students, and an
observational guide. The pilot study was conducted in semester 1 academic year 2022.
The participants in the pilot study consisted of three EFL university teachers and three
Thai EFL university students who reached the inclusion criteria. For the interview
process, the researcher and the participants, including teachers and students, made the
appointments at their available dates and time. The interviews were administrated
through online meeting software and were video-recorded. For the observational
process, the researcher was allowed to visit a class from one teacher to assess whether
the observation guide could be used to collect the aspects of teaching practices with
technology integration, including types of technology, instruction with technology, and
problems and solutions.

The result of the pilot study suggested that some questions were difficult for
teachers and students to express their thoughts. Therefore, the researcher had to prepare
a number of relevant situations for clarifying the nature of those questions.
Furthermore, the researcher should not encourage the participants to answer quickly.
Providing more time to think about the experience of technology integration in English
language activities was required. For interview-related difficulties, some problems
occurred during online interview sessions. Some participants had internet problems
during the interviews, so the fluency of the interview was disrupted. Moreover, certain
participants were not in a private place such as sitting in their offices during the
interview. As a result, the participants lost concentration in the interview. For

observation-related difficulties, it was challenging for the researcher when visiting the
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classroom and observing the teacher’s instruction with various observational aspects.
The researcher had to realize what the target observational aspects were. According to
the results derived from the pilot study, the researcher should take them into account
when conducting the main study.

An overview of the data collection, the data analysis, and the data

interpretation was shown in Table 3.4.
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Table 3.4 A summary of the data collection, the data analysis, and the data interpretation

integration to be in promoting

Research Data
Main aspects Questions Participants Data interpretation
instruments analysis
1. EFL university 1.1 What types of technology teachers Interview/ Content Types of technology
Teachers’ lived do teachers integrate into observation analysis that teachers
experiences in integrating | their instruction to promote integrate into their
technologies to promote students’ critical thinking instruction to
students’ critical thinking | skills? promote students’
skills critical thinking
skills
1.2 How do teachers integrate teachers Interview / Content Practices of
technologies into their observation analysis teachers’ technology
instruction to promote integration to
students’ critical thinking promote students’
skills? critical thinking
skills
1.3 How effective do teachers teachers Interview / Content Teachers’ reflections
perceive their technology observation analysis on their technology

integration to

114
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Research Data
Main aspects Questions Participants Data interpretation
instruments analysis
students’ critical thinking promote students’
skills? critical thinking
skills

1.4 What problems do teachers Interview / Content Problems of
teachers encounter when observation analysis teachers’ technology
integrating technologies into integration to
their instruction to promote promote students’
students’ critical thinking critical thinking
skills? skills
1.5 How do teachers solve the teachers Interview / Content Solutions for those
problems that they encounter observation analysis problems of

when integrating technologies
to promote students’ critical

thinking skills?

teachers’ technology
integration to
promote students’
critical thinking

skills

115

Ref. code: 25656006320060RPI



Research Data
Main aspects Questions Participants Data interpretation
instruments analysis
1.6 What are the factors that teachers Interview/ Content Influential factors of
influence teachers’ observation analysis teachers’ technology
technology integration to integration to
promote students’ critical promote students’
thinking skills? critical thinking
skills
2. Thai EFL university 2. What are students’ Students Interview/ Content Students’
Students’ perceptions perceptions towards learning observation analysis perceptions towards

towards learning with
technology integration to
promote their critical

thinking skills

with technology integration to
promote their critical thinking

skills?

learning with
technology
integration to
promote their critical

thinking skills

116
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CHAPTER 4

RESULTS

The purpose of the study was to explore EFL university teachers’ lived
experiences in employing technologies to promote Thai EFL university students’
critical thinking skills. To understand clearly this phenomenon, research questions were
administrated to gather perceptions and voices from two groups of the participants,
including 16 EFL university teachers and 16 Thai EFL university students. The research
questions were divided into two primary aspects as follows:

Aspect 1: EFL university teachers’ lived experiences in integrating technologies to
promote Thai EFL university students’ critical thinking skills

1.1 What types of technology do teachers integrate into their instruction to
promote students’ critical thinking skills?

1.2 How do teachers integrate technologies into their instruction to promote
students’ critical thinking skills?

1.3 How effective do teachers perceive their technology integration to be in
promoting students’ critical thinking skills?

1.4 What problems do teachers encounter when integrating technologies into
their instruction to promote students’ critical thinking skills?

1.5 How do teachers solve the problems that they encounter when integrating
technologies to promote students’ critical thinking skills?

1.6 What are the factors that influence teachers’ technology integration to
promote students’ critical thinking skills?

Aspect 2: Thai EFL university students’ perceptions towards learning with technology
integration to promote their critical thinking skills

- What are students’ perceptions towards learning with technology integration
to promote their critical thinking skills?

The teachers and students were interviewed once, and 8 out of 16 teachers
were observed for one instructional cycle. That is, the researcher visited teachers’
classrooms twice because basically, teachers have taught one unit for two sessions for
English courses in the GenEd course in this context. Creswell (2014)’s and Moustakas

(1994)’s procedures of data analysis were employed for the study. The data derived
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from the interviews was transcribed, and the field notes derived from the observation
were organized. The researcher read the transcripts of the participants, and the field
notes twice. The significant statements from the gathered data were listed and clustered
into the meaning units or themes. Through these meaningful themes, what the teachers
and students experienced in the use of technology to promote critical thinking skills in
English classrooms were demonstrated as the textural description. For demonstrating
the results, themes were presented along with quotes directly generated by the
participants to each research question.

To demonstrate the qualitative results in a table of themes, subthemes, and
percentage of opinions, participants’ responses regarding each subtheme derived from
the interviews were coded and the whole responses of subthemes which were clustered
into a single meaningful theme were calculated into a percentage. Eventually, those
subthemes were aligned from the highest percentage to the lowest one. It could be
convenient to comprehend the results of different units of meaning underlying each
research question. To present the results of research questions, the results relating to
utilizing technologies in general were shown. Furthermore, the results regarding
employing technologies to promote critical thinking skills in ELT were reported
respectively. The voices gathered from the participants’ lived experiences were quoted
to support subthemes and themes associated with promoting critical thinking skills
through technology-implemented English language learning activities. At least 3 voices
obtained from the participants were provided for each subthemes, but certain subthemes
which were mentioned by a very small number of the participants were supported with

at least one meaningful quote.

Aspect 1: EFL university teachers’ lived experiences in integrating technologies to
promote Thai EFL university students’ critical thinking skills

1.1 What types of technology do teachers integrate into their instruction to
promote students’ critical thinking skills?

This research question aimed to investigate technology that teachers
commonly utilized in their instruction to promote students’ critical thinking skills.
Various types of technology were demonstrated through the interview and the class

observation. Moreover, the teachers provided relevant information about employing
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technologies to foster critical thinking skills in English classrooms. Different

statements were clustered into three themes and subthemes, namely types of

technology, reasons for technology integration, and criteria of technology selection. As

shown in Table 4.1, it demonstrated the whole experience of implementing

technologies for general purposes and for promoting critical thinking skills. However,

the key focus of the study was the phenomenon of utilizing technology to promote

critical thing skills. Hence, subthemes and their significant statements relating to critical

thinking skills were narrated.

Table 4.1 A summary of themes and subthemes: technology integration in English

language teaching

Themes

Subthemes

Percent of
opinions

1. Types of
technology

1.1 Hardware
1.2 Software

50.0
50.0

2. Reasons for
technology
integration

2.1 Convenience to deliver an
instruction
- Hardware
- Software
2.2 Promoting students to share their
thoughts or opinions**
- Hardware
- Software
2.3 Consistency to learning activities
- Hardware
- Software
2.4 Convenience for following
learning activities
- Hardware
2.5 Providing more interesting
teaching aids
- Hardware
- Software
2.6 Collecting information and
assignments
- Software
2.7 Available applications on devices
- Software
2.8 Encouraging student’s motivation
- Hardware
- Software

30.0

15.0

13.3

6.7

5.0

5.0

33

33
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Themes

Subthemes

Percent of
opinions

2.9 Providing students additional
materials

- Software
2.10 Available devices

- Hardware
2.11 Convenience to realize linguistic
mistakes

- Software
2.12 Familiarity on using applications

- Software
2.13 Integrating devices as learning
materials

- Hardware
2.14 Promoting language practices

- Software
2.15 Promoting students to create their
assignments

- Software
2.16 Promoting students to explore
more information**

- Hardware
2.17 Promoting students to provide
reasons to support ideas™*

- Software
2.18 Providing immediate student’s
results

- Software

33

1.7

1.7

1.7

1.7

1.7

1.7

1.7

1.7

3. Criteria for
technology selection

3.1 Convenience to deliver learning
activities
- Hardware
- Software
3.2 Consistency to deliver learning
activities
- Hardware
- Software
3.3 Available devices
- Hardware
3.4 Available applications on devices
- Software
3.5 No additional expense
- Hardware
- Software
3.6 Promoting visual and audio
learning activities
- Hardware

333

16.7

11.7

8.3

6.7

5.0
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Themes Subthemes Percent of
opinions
3.7 Encouraging student’s motivation 33
- Hardware
- Software
3.8 Appropriate for student’s ability 1.7
- Software
3.9 Familiar to use devices 1.7
- Hardware
3.10 Having functions to serve 1.7
teacher’s purposes
- Software
3.11 Promoting students to share their 1.7
thoughts or opinions**
- Software
3.12 Promoting students to provide 1.7
reasons to support ideas**
- Software
3.13 Promoting students’ participation 1.7
- Software
3.14 Providing students immediate 1.7
results
- Software
3.15 Serving on student’s devices 1.7
- Software
3.16 Collecting information and 1.7
assignments
- Software

Remarks: **The subthemes are relating to critical thinking skills.

1. Types of technology

The first theme for this research question indicated primary types of
technology which were commonly utilized in EFL university teachers’ instruction to
encourage students to think critically. Teachers expressed their experiences with
technology integration in their English classroom by providing a wide range of
technologies and they were clustered into two subthemes, namely hardware and
software. Those technologies could be employed for teachers’ instructional practices

with different purposes.
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1.1 Hardware
The teachers were questioned to think of what technology they frequently
utilized in English classrooms to encourage students to think critically. Certain

technologies which teachers came up with were related to technology devices.

Computer is a necessary device and also a speaker. Another thing which is
important too is a projector with an onboard sound because I have courseware

which I utilize for the class. (T1, interview, March 10, 2023)

I always employ a notebook for instruction because I integrate teaching aids
with writing functions such as underlining texts or writing on an online board.
In addition, students use their mobile phones. They can use their tablets if they
possess them. I think tables are relatively useful for learning. (T3, interview,

March 15, 2023)

Overview for hardware, I commonly utilize a mobile phone and a computer.
Personally, I don’t use a microphone but have a speaker. These three devices
[ utilize regularly. Furthermore, I categorize a mobile phone and a tablet as the
same genre. It depends on the purpose of utilization. Some students use their
mobile phones to participate in my activity. Meanwhile, other students use
their tablets to do. However, I use a tablet sometime. That’s all about my

hardware. (T6, interview, March 10, 2023)

The responses from the interviews revealed that EFL university teachers
mostly employed technology devices such as a computer or a notebook, a mobile phone,
and a tablet for their instruction. Similarly, the result from the class observation
revealed that EFL teachers frequently integrated their own laptops for their instruction.
Moreover, they still used technology devices provided in the classroom such as
speakers, microphones, and projectors and screens along with their laptops. However,
these technology devices were considered as a medium which was cooperated with

other technologies.
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1.2 Software
Regarding software which EFL teachers employed in order to encourage
students’ critical thinking skills, they listed out a number of software that served their

purposes of the instruction and was appropriate for their classroom activities.

I utilize courseware and online games such as WordWall, QuizWhizzer,

Blooket, Padlet, and Kahoot. (TS5, interview, March 10, 2023)

I use Microsoft PowerPoint because I have a presentation. Also, I use
Microsoft Word. For online resources, I use a lot, for example, Google
Classroom, Kahoot, Quizzes, Booklet, and Edpuzzle. Besides, I use YouTube
because it’s very helpful to provide videos to support my lessons. (T10,

interview, April 19, 2023)

Software I commonly integrate is Blooket for question-and-answer activity
because it provides a function that students can attack their classmates.
Moreover, I use Poll everywhere to allow students who are not confident to
directly share their answers with the real class. Other software I use are
Microsoft Word and Microsoft PowerPoint, but I prefer to use Microsoft Word
than Microsoft PowerPoint because I can write down on it. The last main

software is Padlet. (T4, interview, March 13, 2023)

As shown from teachers’ experiences of integrating software into their
instruction, teachers commonly utilized different types of software, for instance,
courseware from commercial textbooks, word processing software, web resources, and
so on. Consistently, the result from the observation indicated that teachers primarily
employed courseware with their notebooks for almost learning activities. Certain types
of software were used to support some learning activities. For example, most teachers
integrated web resources — Kahoot, Quizzes, and Blooket to review the content and

entertain students during the class.

2. Reasons for technology integration
In response to this research question, the second theme revealed the reasons

why EFL university teachers utilized mentioned technology devices and software in
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their English classroom to allow students to think critically. Table 4.3 demonstrated the
whole subthemes which provided a description of reasons for employing technologies.
The majority of the reasons elicited from the teachers in the interview sessions indicated
that technologies were employed in ELT for general purposes of instruction such as
convenience to deliver instruction, consistency to learning activities, and convenience
for students to follow instruction. Interestingly, promoting critical thinking skills
through technology-implemented language learning activities unintentionally occurred.
That is, teachers were not aware that their technology integration in their instruction
was promoting certain aspects of critical thinking skills. Reasons for using technologies
in terms of fostering critical thinking skills consisted of promoting students to express
their thoughts or opinions, promoting students to explore information, and promoting

students to give reasons to support their ideas.

2.1 Promoting students to share their thoughts or opinions

EFL teachers frequently integrated both hardware and software into their
instruction to promote students’ critical thinking skills. Some teachers’ experience
indicated that hardware was utilized to present certain materials for discussion
activities. Students perceived opportunities to share and exchange their opinions with
their classmates. Furthermore, the experience of teachers from the interview suggested
that most teachers integrated software to enhance students by thinking about the topic
or questions and expressing their opinions through software. Interestingly, this practice
might unintentionally happen because some teachers do not consider they are

encouraging students to think critically.

Laptop, projector, and speaker for showing videos, pictures. I have to use my
laptop with projector. I use to facilitate discussion first and to discover
background knowledge. I show picture and discuss about it. (T10, interview,

April 19, 2023)

I begin to use Padlet but I do not use as frequently as Moodle. When I have
questions or I want students to share their opinions, I use Padlet. Even though
students don’t share their opinions in English, I perceive what they are

thinking. (T11, interview, April 7, 2023)
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I use spreadsheets as a platform for my question-and-answer activity. For
example, I would like to review vocabulary about an online meeting which
students have learned during the first period of instruction. I ask students to
share their answers through an online spreadsheet, not in a word cloud or
online board because of the readiness of students’ devices. For spreadsheets,
students just download an application, so they can access it. Moreover, the
spreadsheet is well-organized in terms of row, column, or table for answers.

(T6, interview, March 10, 2023)

I post open-ended questions in Slido. The students send the answers on the
screen. They can see what they send and can see the answers from their
classmates. There are questions that I send and students send answers on the
screen. They are arguing that right or wrong. I am so happy because they are
trying to prove it. That is not my intention. As a teacher, we are okay and it is
right or wrong. Every opinion matter. This opinion is perfectly fine and that
opinion is perfectly fine. It is up to you if you absorb. This may be a good
example of unintentionally promoting critical thinking. (T13, interview,

March 15, 2023)

As seen from the responses, hardware and software were frequently integrated
into English classrooms. This instructional practice could be teachers’ intentional or
unintentional purpose for encouraging students’ critical thinking skills. It could
promote one of the critical thinking skills characteristics through their classroom
activities. However, the result from the class observation indicated that most teachers
frequently questioned their students with a range of questions relating to topics of
learning activities, but the questions were orally asked out loud without utilizing

technologies. Similarly, students provided their verbal responses to those questions.

2.2 Promoting students to explore information

This subtheme expressed teachers’ experience in enhancing students to
investigate more information. One EFL teacher commonly presented fascinating news
or current issues to students because he would like to conduct a small conversation with
them. He questioned students if they think it was fact or not and encouraged students

to explore more information about it.
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Of course, I presented a viral topic for my students. Before I offered them a
solution, I would like students to explore more information relating to the
provided topic by using their mobile phones. Then the students decided if it
was true or false. Sometimes, I asked students what current news they
encountered on Facebook or other social media and raise it as the topic to

create a conversation. (T8, interview, April 4, 2023)

2.3 Promoting students to provide reasons to support their ideas

For the last subtheme, one teacher expressed his experience in using a piece of
information from web resources and required students to present their judgments on
that information. Not just students evaluated if the information was true or not, but also

they were required to provide certain thoughts to support their judgments.

There were a lot of news topics on Facebook, and those topics could be local
or world news topics. I concentrated on acquiring knowledge from them, not
just focusing on learning English language. I questioned students after
presenting topics if it was true or not. If not, did you express any reason to

support your thought? (T8, interview, April 4, 2023)

According to the responses of EFL university teachers, it could be seen that
most teachers possessed the reasons on technology integration for general instruction.
There were a few teachers who spontaneously aimed to promote students’ critical
thinking skills through their use of technology. Furthermore, software such as word
processing and web resources was frequently integrated than hardware to promote

students’ critical thinking skills in English language learning activities.

3. Criteria for technology selection

The last theme in response to the research question was how EFL university
teachers selected technologies into their instruction. Primary teachers identified their
general criteria to employ technologies for English classrooms such as convenience to
deliver learning activities, consistency to learning activities, available devices, and
available software on devices. Therefore, these criteria could not infer that technologies
were used to encourage students to think critically. Nonetheless, only two responses

regarding fostering critical thinking skills that teachers mentioned as their criteria for
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selecting technologies were promoting students to share their thoughts or opinions, and
promoting students to provide reasons to support their ideas. It could be interred that
promoting critical thinking skills might not be profoundly perceived by teachers in their

English instruction.

3.1 Promoting students to share their thoughts or opinions

When teachers were questioned about what criteria they applied for selecting
technologies for their instruction, they mostly provided the criteria for using
technologies in general learning activities. However, one teacher mentioned a criterion
of utilizing software that encouraged students’ critical thinking skills. She assigned

students a class task and allowed them to share the task through web resources.

Padlet was practical for students to share their assignments and they could
assess if it was successfully submitted. Some software such as Google Form
didn’t allow students to examine if their assignments were successfully
delivered. Moreover, students could encounter their assignments and
classmates’ assignments on software. This feature of software allowed
students to think if their assignments or classmates’ assignments were correct.
As a result, they could review their assignments again. In terms of plagiarism,
it was very convenient to realize that students copied their classmates’
assignments because I could see them as the same pattern. Furthermore, this
software presented a timeline of assignment submission, so I could know who

submitted the assignments before. (TS5, interview, March 10, 2023)

3.2 Promoting students to provide reasons to support their ideas

For the last subtheme, one teacher narrated her teaching experience with
software that she would like her students to think about the answers and provide some
reasons to support them. After she met her students several times, they recognized that
they could perceive the answers for the activity if their teacher employed courseware.
The teacher realized their students’ behaviors. Therefore, the teacher integrated another

software to encourage her students to provide reasons for their answers.

Even though I used courseware for my lecture, I would turn some part of the

information from courseware into a PDF file. Because students already knew
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that the answers would appear after my lecture with courseware. Therefore,
when I employed a PDF file of teaching materials through Acrobat, I would
ask students to show the answers. Students knew that I would not move to the
next learning activity if they didn’t answer. I would not ask students what the
answer was, but [ questioned why the answer for this item was, and what the

keyword was. (T6, interview, March 10, 2023)

As seen from the responses, only a few characteristics of critical thinking skills
were selected as criteria to integrate technologies in English classrooms, such as
expressing thoughts or opinions towards learning activities and providing reasons to

support ideas.

1.2 How do teachers integrate technologies into their instruction to promote
students’ critical thinking skills?

The purpose of this research question was to explore the teaching experience
of teachers who integrated technologies to promote students’ critical thinking skills.
The teachers provided rich details of their teaching practices in English classrooms.
They demonstrated the clear phenomenon of how technologies were utilized in the
instruction. The significant details were developed into theme, namely English skills,
and subthemes, including vocabulary, grammar, listening, speaking, reading, and
writing. However, the primary focus of the study was using technology to promote
critical thinking skills. Therefore, the general practices of technology integration were
presented as an overview of teaching practices in English classrooms. The relevant
information on employing technologies for critical thinking skills was discussed in

detail.

Table 4.2 A summary of theme and subthemes: instructional practices

Theme Subthemes instructional practices Pef’c." nt of
opinions
English 1. 1.1 Presenting content for learning 7.4
skills Vocabulary activities
skills - Software
1.2 Assessing students’ understanding 7.4

before or after learning activities
- Software
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Theme

Subthemes

instructional practices

Percent of
opinions

1.3 Promoting students to practice
language skills
- Software

3.7

2. Grammar
skills

2.1 Promoting students to practice
language skills

- Software
2.2 Promoting students to provide
reasons™**

- Software
2.3 Assessing students’ understanding
before or after learning activities

- Software

2.4 Presenting content for learning
activities

- Hardware

- Software
2.5 Promoting students to share their
thoughts or opinions**

- Hardware
2.6 Promoting students to evaluate
information®*

- Software
2.7 Promoting students to evaluate
information and provide reasons to
support ideas™*

- Software
2.8 Providing students additional
materials

- Software

7.4

3.7

3.7

3.7

1.9

1.9

1.9

1.9

3. Listening
skills

3.1 Presenting content for learning
activities

- Hardware

- Software
3.2 Promoting students to practice
language skills

- Software
3.3 Promoting visual and audio learning
activities

- Software

7.4

3.7

1.9

4. Speaking
skills

4.1 Promoting students to practice
language skills

- Software
4.2 Presenting content for learning
activities

- Software

3.7

3.7
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Percent of
opinions
4.3 Promoting students to create their 1.9
products and assignments
- Hardware
4.4 Promoting students to submit their 1.9
products and assignments
- Software
5.Reading 5.1 Presenting content for learning 5.6
skills activities
- Hardware
- Software
5.2 Promoting students to evaluate 3.7
information and provide reasons to
support ideas**
- Software
5.3 Assessing students’ understanding 3.7
before or after learning activities
- Software
5.4 Promoting students to explore 1.9
information**
- Hardware
5.5 Promoting students to practice 1.9
language skills
- Software
5.6 Asking questions to lead in the 1.9
lesson
- Software
5.7 Presenting and highlighting 1.9
information
- Software
5.8 Promoting visual and audio learning 1.9
activities
- Hardware
6. Writing 6.1 Promoting students to practice 1.9
skills language skills
- Software
6.2 Promoting students to evaluate 1.9
information**
- Software
6.3 Promoting students to share their 1.9
thoughts or opinions **
- Software

Theme Subthemes instructional practices

Remarks: **The subthemes are relating to critical thinking skills.
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English skills

The theme of this research question informed the past experiences of EFL
university teachers who integrated into their teaching practices to promote students’
critical thinking skills. Teachers expressed which English activities technologies were
used and how they were employed in the activities. This narrative information of
teaching practices was clustered into six skills, namely vocabulary, grammar, listening,
speaking, reading, and writing skills. Teachers utilized a range of technologies in
English language classrooms for general purposes such as presenting the content of the
lessons and encouraging students to practice different language skills. However, certain
aspects of critical thinking skills, namely sharing thoughts and opinions, providing
reasons to support the opinions, and evaluating information were spontaneously
promoted in various language skill activities, including grammar, reading, and writing

skills.

1. Grammar skills

This subtheme provided a descriptive information of how technologies were
utilized in English grammar activities to promote students’ critical thinking skills.
Teaching practices derived from the interview presented that teachers commonly used
technologies for general purposes. For instance, teachers integrated software to
encourage students to practice grammar. Furthermore, software was employed in
teaching practices to present the lesson for the classes and to assess students’
comprehension before or after grammar activities. In terms of fostering critical thinking
skills, certain aspects, namely providing reasons for their ideas, sharing thoughts and
opinions, evaluating information, and assessing information as well as giving reasons
were developed through technology-implemented language learning activities. Some
teachers suggested that an aspect of critical thinking skills that was mostly promoted in

English grammar activities was providing certain reasons to support the responses.

I integrated Kahoot or Quizzes to motivate students to think critically. After
participating in those online educational resources, a necessary activity that [
and my students did together was reviewing the options of questions. We
brainstormed the ideas for each option and explained why this option was

correct. For example, students did a present simple quiz. The question was
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Joey to school and the optional consisted of walks, walk, walking. I
questioned the students why this option was correct and some students

provided a reason to support the correct answer. (T1, interview, March 10,

2023)

My topic was prepositions. It was just like a review. It reviewed how to use
'in, on, at, and any' focusing on those kinds of prepositions. I used Edform
because there were some worksheets there. It would test students’ ability how
to use propositions. After the test, the results were presented and students were
asked to share their ideas about using prepositions. For example, why is the
correct answer ‘in’? Why not on at? It was not a debate, just a presentation of
reason. Why did you answer 'in'? Why did you answer 'on'? (T15, interview,

April 19, 2023)

In responses derived from the interview and observational information to this
subtheme, teachers allowed students to think critically by sharing their opinions through
technologies such as computers, projectors, and communication software. One teacher
presented the topic of grammar activity, namely ‘used to’ to the class and allowed her
students to share their ideas on using this kind of grammar and some examples through
communication software. Furthermore, another teacher expressed that her students

were asked to write down their answers after encountering the question.

I employed a computer and projector to motivate students to focus on the
learning activity. Then I demonstrated the question through the projector.
Initially, I concentrated on students' participation to answer the question, not
the correct answer. [ wanted students to present their ideas. Then if the answer
was incorrect, other students wrote down their answers on the whiteboard.
When students encountered different answers, they cooperatively worked with
their classmates to perceive the correct, and my role was motivating them to

think about the answer. (T1, interview, March 10, 2023)

Furthermore, students’ critical thinking skills were improved by asking
students to evaluate certain information. During the grammar activity, one teacher

required her students to assess whether the sentences constructed by their classmates
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were correct through communication software. If there were wrong grammatical

sentences, some of the students were required to present the appropriate sentences.

I mainly integrated Line into my activity such as teaching grammar. I asked
students to select one verb regardless of any tenses. Then they created a
sentence with the selected verb and sent it into Line group chat. So students
saw their sentences and their classmates' sentences. I asked students to
cooperate by evaluating if sentences were correct. If not correct, I asked some
students to correct them by replying the correct sentences to the original

sentences. (T1, interview, March 10, 2023)

The response relating to this subtheme revealed that sometimes assessing
information and providing reasons to support the ideas occurred at the same time during
the grammar activities. This teaching practice was considered that the teacher was

encouraging students to think critically.

I integrated Kahoot for the grammar activity. I asked students to create a group
of 4 group members and required the groups to answer questions through that
online game. After all groups of students completed the game, they were asked
to evaluate whether the answers were correct. Moreover, they had to provide
reasons to support the correct answers to the class. (T2, interview, March 22,

2023)

As can be seen from the practices of teaching grammar, EFL university
teachers delivered their instruction and integrated certain technologies to encourage
students’ critical thinking skills, including sharing thoughts or opinions, evaluating

information, and providing reasons to support those thoughts or opinions.

2. Reading skills

When EFL university teachers were asked to describe their teaching practices
for English classes, the English language skill which teachers frequently used
technologies was English reading skill. Generally, technologies in English reading
activities were employed for presenting the content for learning activities, assessing

students’ understanding before or after learning activities, or encouraging students to

Ref. code: 25656006320060RPI



134

practice English language skills. To promote students’ critical thinking skills in this
language skill, certain teachers suggested that those technologies were employed to
encourage students to explore information, and evaluate information as well as provide
reasons to support the ideas. Certain EFL university teachers enhanced their students’
critical thinking skills during English reading activities by encouraging students to read
the passage, evaluate the information from the passage, and provide reasons to clarify

their judgements.

I presented the reading passage, including three short stories. Then I had
students read those stories and decide if they were facts. The first story was
about a car fired by the building. The second story was about a King Kong
bird. The last one was about a mysterious sign in the big field. Students looked
at the pictures and their stories and evaluated if they were facts. Moreover,
students had to give reasons to support their ideas. Those reasons could base

on their experiences. (T8, interview, April 4, 2023)

I thought when I used Slido, I posted open-ended questions. For example, |
introduced the topic and posted questions '"What is the best modern
technology?' and 'Why?'. Some students said cars. That was fine because it
was their opinion. The student started arguing because in the book number 1
was the internet. So I asked them to use Slido without opening the book. 1
asked them again ‘Which is number 1 for you from these ranges of
technology?’ and "Why?'. Some students picked easily medicine. The topic
was an invention. Students said my answer should be medicine because, during
COVID, if there was no medicine, everybody would die. (T13, interview,

March 15, 2023)

Moreover, only one teacher’s response demonstrated that an aspect of critical
thinking skills which was unconsciously developed in English reading skills with

technology integration was exploring the information.

First of all, I did a warm-up step before doing the next step for the reading
activity. My warm-up did not focus deeply on language, but I motivated

students to think. For example, I asked "What news did you see currently?". I
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frequently repeated this kind of warm-up step for my classes. So students knew
that I would ask this question in all teaching sessions. Sometimes students'
mobile phones were required to use for exploring information. For example, I
presented the topic 'PM2.5' and asked 'How did it happen?' or "What if you
were a prime minister?'. So students searched for more information and sought

out the answers. (T8, interview, April 4, 2023)

It can be seen from past experiences of teaching practices for English reading
skills that few EFL university teachers allowed their students to think critically through
using technologies. Some students employed their devices to explore more information
that was relevant to the provided topics. Subsequently, certain students were required
to assess the information from the reading passage and provide reasons to clarify their

evaluation through online communication software.

3. Writing skills

The last subtheme in responding to this research question was relevant to
English writing skills. Basically, technologies which EFL university teachers integrated
into their teaching practices aimed to encourage students to practice their writing
ability. However, certain aspects of critical thinking skills could be unintentionally
promoted through technology-implemented English writing skill activities. Those
aspects of critical thinking skills consisted of sharing thoughts and opinions, as well as
evaluating information. One teacher assigned his students a writing task. The students
brainstormed relevant information that could be included in that assignment and

assessed if this information could be in this assignment.

In the writing activity, I integrated VistaCreate software for the class because
it was effective to create a modern portfolio or resume. Students could use
their computer or mobile phone for this software. In the classroom, I divided
students into groups and allowed them to discuss "What information and details
should be included in a resume?'. Sometimes I asked students ‘Should job

descriptions take a part in the resume?’. (T3, interview, March 15, 2023)

For the responses derived from the interview, it showed that technologies

integrated into English writing activities could encourage students to express their
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thoughts or opinions. One teacher provided students with a writing task during the class
and required students to check their writing content with a grammar checker software.
Whether the software indicated grammatical errors, the teacher asked students to

cooperate to correct them.

For writing activities, students' mobile phones were used with Grammarly to
assess the grammar of their writing assignments. This software informed
students their grammatical errors and provided error descriptions. I asked some
students to correct some errors, but they could not do it. I would require other
students to share their ideas for correcting grammatical mistakes. (T3,

interview, March 15, 2023)

From the responses relating to teaching practices for English writing skills,
EFL university teachers attempted to integrate technologies, especially software, to
encourage students to evaluate information and to provide their thoughts or opinions

during the activities.

1.3 How effective do teachers perceive their technology integration to be in
promoting students’ critical thinking skills?

The purpose of this research question was to investigate EFL university
teachers’ views on the effectiveness of using technologies to promote critical thinking
skills in English classrooms. The responses derived from the interview provided
teachers’ deep perceptions towards their teaching with technology integration. The
significant meaningful units from the transcripts were grouped in themes, namely
teachers’ perceptions towards their effectiveness of technology integration, criteria to
evaluate their effectiveness of technology integration and improvements of the current

technology integration.

Table 4.3 A summary of themes and subthemes: effectiveness of technology integration

Themes Subthemes Per.c e.n U
opinions
1. Teacher's 1.1 High effectiveness 333
perceptions towards 1.2 Moderate effectiveness 60.0
their effectiveness of 1.3 Low effectiveness 6.7

technology integration
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Themes Subthemes Per.c en tof
opinions
2. Teachers' criteria to 2.1 Students’ participation in learning 31.0
evaluate their activities
effectiveness of 2.2 Students’ understanding of learning 20.7
technology integration activities
2.3 Students’ motivation toward 13.8
learning activities
2.4 Students’ quality assignments 10.3
2.5 Students’ feedback 6.9
2.6 Teachers' and students' effective 6.9
technology utilization
2.7 Consistency to learning activities 34
2.8 Promoting continuous learning 3.4
activities
2.9 Encouraging an interaction during 34
learning activities
3. Improvements in 3.1 Providing various functions to 41.2
current technology support learning activities
integration - Software
3.2 Developing teaching techniques of 17.6
technology integration
- Software
3.3 Developing quality of technology 5.9
devices
- Hardware
3.4 Developing some language mistakes 59
- Software
3.5 Promoting students to frequently use 59
technology
- Software
3.6 Discovering new fascinating online 59
educational games
- Software
3.7 Providing reasonable scores when 59
participating through software
- Software
3.8 Presenting information when 5.9
participating through software
- Software
3.9 Providing additional storage space 5.9

for collecting more information
- Software
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1. Teacher's perceptions towards their effectiveness of technology integration
When EFL university teachers were asked to measure their effectiveness in
utilizing technologies to encourage students to think critically, they provided different
responses relating to their ability on using technologies. Some teachers identified that
they were relatively effective in technology integration. However, the majority of
teachers expressed that their effectiveness in using technologies was still moderate and

one teacher considered her effectiveness in employing technologies as low.

1.1 High effectiveness
During the interviews, certain teachers confidently expresses that they could
effectively utilized those technologies in English classrooms. They could use both

hardware and software to appropriately provide instruction.

I was very confident with my skills in using this stuff. I have been using it
now. I got used to it, and I knew, as a teacher, something that worked. I
changed a little bit. I could use it properly and effectively. (T10, interview,
April 19, 2023)

I considered my technology integration very effective. I could make a teacher
and students get closer. In the past, I held a textbook and provided a lecture
for students. So it could not motivate students. Currently, students spent more
time with their devices. When I asked students to do something on their mobile
phones such as participating in Padlet, they could do it so fast. (T1, interview,

March 10, 2023)

When I compared the traditional and modern ways, it’s more effective. It’s
easy and time-saving because I didn’t need to write. I just presented. Now |
adapted technology in every aspect of life. How effective, I can say ‘very
effective’ in promoting critical thinking skills. The student tried to analyze and

evaluate. (T9, interview, March 21, 2023)

1.2 Moderate effectiveness
For this subtheme, a number of teachers informed that their abilities in using

technologies to encourage students to think critically were effective because teachers
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could implement certain software in their English learning activities and they could

solve any technology problems during activities.

I thought my technology integration was effective, but it might not be 100
percent effective because there was some software that I used for answering
questions, such as Blooket. My students could process their thoughts, but I
thought that might not be relatively critical. (T4, interview, March 13, 2023)

Personally, I thought I could deal with any technology problems when they
occurred. Technologies both hardware and software didn't serve all classroom
activities. I had to combine technologies together. Therefore, I focused on
using technologies for promoting critical thinking skills. I used technologies
for classroom facilities, but I didn't allow students to analyze or synthesize in

the activities much. (T7, interview, March 13, 2023)

1.3 Low effectiveness
When asked whether teachers was effective in employing technologies in
English teaching practices, a few teacher indicated that her technology ability was not

less appropriate for providing instruction with new technologies.

I thought that my technology use was not effective because my colleagues
informed me how to use technology. I had to consult her on how to use this
technology. So I understood. For example, I had to set this in order to provide
students with assignment deadlines. I was not similar to other colleagues who
got used to technology, so they could do so fast. (T16, interview, April 25,
2023)

In response to EFL university teachers’ perceptions towards their effectiveness
of technology implementation, it revealed that teachers perceived their ability in using
technology for English classrooms in a range of effectiveness levels, including high,

moderate, and low effective.

2. Teachers' criteria to evaluate their effectiveness of technology integration
After EFL university teachers informed how effective their technology

integration was in English language teaching, teachers were required to express how
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they perceived whether their abilities to use technologies were effective. A variety of
criteria were provided through teachers’ views and those important statements were
clustered into criteria. Three highest mentioned criteria for identifying the effectiveness
of technology integration were the participation of students in learning activities,
understanding of students towards learning activities, and motivation of students

towards learning activities.

2.1 Students’ participation in learning activities
The first subtheme was the highest criterion which a majority of teachers
applied to measure their technology abilities in teaching practices. Teachers provided
some learning activities for the classes and students actively engaged in those activities

by using their devices.

I thought my students were relatively active when I employed some
technologies. Students engaged in playing games or answering questions.
They collaborated to analyze why this answer was correct. Some students did
exercises in the textbook and answered those exercises to the class. (T2,

interview, March 22, 2023)

I felt that students realized what [ would question in warm-up activities for the
second week. Students would communicate with me. So it showed that
students were interested in these activities and might have some points to
discuss with me. I would be questioned first when starting the class on the
fourth week. Students used their mobile phones to search for information and
answered. | thought my technology integration could promote students to
discover information and confidently express their ideas. It clarified that my

using technology was effective. (T8, interview, April 4, 2023)

2.2 Students’ understanding of learning activities

To 1identify teachers’ effectiveness of technology integration, teachers
suggested that they commonly observed students’ understanding of the lesson or
learning activities. If students were able to successfully complete the provided tasks
during learning activities, teachers considered that their teaching practices with

technologies were effective.
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I thought a criterion to measure my effectiveness in technology utilization was
students' understanding. So students were able to answer questions. Moreover,
students could express their opinions because opinions or answers for critical

thinking skills were not right or wrong. (T4, interview, March 13, 2023)

I measured myself if what technologies I integrated into learning activities
worked, students could understand what I taught. Apart from students'
understanding, it could be teachers' understanding of technology integration. I
discovered more information about new technologies because I had to

understand how to use them. (T11, interview, April 7, 2023)

2.3 Students’ motivation toward learning activities

The last criterion which teachers in this context implemented to evaluate their
effectiveness was students’ motivation. When teachers integrated different
technologies into language learning activities, students provided considerable interest

in the activities. As a result, students intensely participated in learning activities.

For my students, I could be able to booth their interests. I motivated them to
learn and I used a lot of stuff and integrated a lot of technologies to make them

active. (T9, interview, April 21, 2023)

Students who had high motivation would engage in learning activities during
the class. Students enjoyed answering questions provided in the activities.
Students' motivation could be constructed from different components. I
thought those components might be technologies integrated into learning
activities, teachers' characters, or learning activities. (T1, interview, March 10,

2023)

As seen from EFL university teachers’ responses on how they were able to
identify the effectiveness of technology integration, primary teachers applied those
criteria relating to students’ participation, comprehension, and motivation to indicate
how effective they used technologies to promote critical thinking skills in English
classrooms. In terms of fostering critical thinking skills, the responses derived from

teachers indicated that no aspect of critical thinking skills was considered as a criterion
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to measure teachers’ effectiveness of implementing technologies in English teaching
and learning. It could imply that EFL university teachers might not be consciously
aware of developing aspects of critical thinking skills through technology-implemented

English language classrooms.

3. Improvements in current technology integration

When EFL university teachers expressed their views on how effective their
technology utilization in English instruction was and how their effectiveness was
measured, teachers provided additional perceptions on what should be improved in
terms of implementing technologies to promote students’ critical thinking skills. The
responses derived from teachers’ experiences were categorized into different
subthemes such as developing the quality of technology devices, encouraging students
to frequently employ technologies, and so on. However, from the responses derived
from teachers’ views, a large number of teachers mentioned that additional platforms
with various functions should be provided to teachers to promote their effective English
instruction. Furthermore, teachers suggested that improving their teaching techniques
with technology, especially in encouraging students to think critically was relatively

required as shown in the second subtheme.

3.1 Providing various functions to support learning activities
For this subtheme, teachers suggested that different technologies, especially
software, should provide a range of useful functions to promote effective learning

activities. Those functions could facilitate both teachers and students.

I thought Jamboard should provide a communication channel like ZOOM. For
example, some students had questions, and they could send their questions into
a chat box. So I thought Jamboard should serve the purpose of communication
in a single platform. Moreover, I thought Jamboard should have a function that
allows students to add multimedia like Microsoft PowerPiont. (T7, interview,

March 13, 2023)

Now I didn’t want to commit any. In fact, I wanted to add more hardware and
software which was up-to-date for learning. I thought all technologies I

mentioned were relevant to my lesson and instruction in the classroom. But I
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wanted to focus more on Edform because Edform was hard to create your
template. If [ were in a career in terms of Edform, it required me to make my
template, poster, and a set of questions. It took enough time and effort to
complete because what I used now was the free template from the internet.

(T15, interview, April 19, 2023)

3.2 Developing techniques of technology integration

The responses derived from teachers’ perceptions demonstrated that teachers
should be developed in terms of teaching techniques of technology integration to
encourage students’ critical thinking skills. Currently, some teachers mentioned that

technologies were implemented for general purposes in English learning activities.

I thought what should be improved was my teaching approach to using
technology because I was not very good, so I had to improve. So I can integrate
technology better to promote critical thinking skills. (T14, interview, April 19,
2023)

I had to improve myself first in terms of technology. I wanted to have extra
knowledge and skills in terms of integrating technology. I observed my
students when I integrated technology, they were more responsive. It would

give them much interest. (T15, interview, April 19, 2023)

For me, using Slido and Google Classroom to gather responses from my
students was effective. I thought what should be improved was how I used it
in the class. The teaching technique was how to promote more critical thinking
skills in the class, not only using technology to introduce the topic. I thought

that was how I should improve more. (T13, interview, March 15, 2023)

The results of this theme indicated that certain technologies, especially
software, should provide additional functions to generate effective use of technology
for learning activities. Furthermore, teaching techniques for technology
implementation, especially for promoting critical thinking skills, should be increased.
As seen from the voices of the second subtheme, it could be interred that EFL university

teachers had limited teaching techniques to employ a range of technologies to
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encourage students to think critically in their English language classroom. Therefore,

developing critical thinking skills through technology-implemented English language

activities should be appropriately increased.

1.4 What problems do teachers encounter when integrating technologies into

their instruction to promote students’ critical thinking skills?

This research question aimed to explore the problems which EFL university

teachers frequently experienced when technologies were integrated into English

classrooms to encourage students to think critically. Teachers provided a range of

problematic statements regarding technology utilization and those statements were

grouped into themes, namely student-related problems, teacher-related problems, and

technology-related problems.

Table 4.4 A summary of themes and subthemes: problems of technology integration

Themes Subthemes Per:c e.n e
opinions
1. Student-related 1.1 A lack of knowledge on how to use 100.0
problem software
- Software
2. Teacher-related 2.1 A lack of well-preparing online teaching 66.7
problems aids
- Software
2.2 A lack of knowledge on how to connect 333
devices
- Hardware
3. Technology- 3.1 Unstable internet signal 36.1
related problems - Hardware
3.2 Readiness of devices 194
- Hardware
3.3 A restriction of software functions 16.7
- Software
3.4 Unconnected devices 11.1
- Hardware
3.5 Sophisticated software 8.3
- Software
3.6 No compatibility between hardware and 5.6
software
- Software
3.7 A limited number of materials 2.8

- Software
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1. Student-related problem

For this theme, the responses derived from the interviews revealed that
teachers encountered a problem related to their students when promoting students’
critical thinking skills with technology integration into English classrooms. Certain
teachers indicated that a problem associated with the students was inadequate
knowledge of how to utilize software which was integrated into English language
learning activities. This problem relatively affected the fluency of their instruction
when critical thinking skills were developed with technology-implemented language

learning activities.

1.1 A lack of knowledge on how to use software

The first subtheme indicated the problem of technology integration which was
associated with students. When teachers implemented new technology in their
instruction, students seemed to be unable to participate in learning activities with
technology because students confronted it for the first time and did not know how to

employ that technology.

For the initial period of using Padlet, students could not use it because they did
not know how to use it. This problem occurred with all platforms that were
used for the first time. For the first utilization, I had to demonstrate how to
access it and what the next step was. I had to provide a demonstration of using

software for students for the first time. (T1, interview, March 10, 2023)

Every time I employed new software into the classes, such as Blooket, not all
students could use it. In Blooket, there were nine types of competitions, such
as racing, tower defense, and so on. It was difficult for some students even
though I informed them how to use it step-by-step because students had
different levels of digital literacy. For example, I asked students to join for
tower defense in Blooket. I was so tired to check whether students joined the
game and got ready to start. I spent much more time to suggest them how to

play. (T6, interview, March 10, 2023)
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2. Teacher-related problems

The second subtheme of the problems that emerged in the experience of
teachers’ technology integration to promote critical thinking skills was regarding
teachers. The voices derived from the interviews suggested that teachers themselves
encountered certain difficulties when enhancing critical thinking skills through their
technology-implemented English instruction. Those difficulties consisted of an
inappropriate preparation for online teaching aids and inadequate knowledge of how to
connect technology devices. These problems associated with EFL university teachers
did not profoundly affect English instruction in terms of promoting critical thinking

skills.

2.1 A lack of well-preparing online teaching aids

When teachers employed different web resources in English learning
activities, there were several tasks that teachers had to prepare before the classes were
initiated, such as compiling relevant information to the lesson, discovering the
appropriate web resources for learning activities, and so on. These tasks of teaching

preparation were time-consuming activities.

Sometimes I didn’t have time to prepare for online activities. I didn’t like the
concept of unprepared activities. So I learned from the types of the lesson and
today 1 would use an activity from Edform. I thought it required much

preparation to use the software. (T15, interview, April 19, 2023)

I used PowerPoint or Google slide for my classes. The issue was that I forgot
to put something on the slide because different classes had different pages or
lessons. Sometimes I got confused if I had done it. This part had to be ready
there. For Slido connected to google classroom, I needed to make sure that |
duplicated my slides because if I used the same Slido question or slide for the

next classes, this Slido was already used. (T13, interview, March 15, 2023)

2.2 A lack of knowledge on how to connect devices
The last subtheme for teacher-related problems demonstrated that one teacher
confronted a problem relating to connecting between teacher’s devices and high-

technology classroom devices such as interactive television.
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I encountered a problem connecting my laptop to a smart board. I did not know
how to connect it. I had to learn how to deal with this problem at the beginning
of the class. I thought that this problem was a waste of time for my instruction.

(T1, interview, March 10, 2023)

However, the result derived from the observational data indicated that one
teacher encountered the problem regarding connecting the HDMI cable with her laptop
during the instruction. Initially, she could deliver her lessons well through the projector
and screen. In the middle of her teaching session, she worked on the laptop and
disconnected it from the projector by removing the HDMI cable from her laptop. The
problem happened when the teacher reconnected the cable to continue the lesson for
the class. It could not work for the first time when the teacher attempted to plug the
cable into her laptop. Finally, she could cope with the problem by connecting the cable
for the second time. It suggested that the problem regarding a lack of knowledge on
how to connect devices might not only be caused by teachers. Instead, teachers had
known how to employ their devices with the classroom facilities, but those facilities

were not adequately maintained in an appropriate condition to use.

3. Technology-related problems

For the last subtheme, the perceptions derived from teachers showed that there
were several problems regarding hardware and software integrated into English
learning activities. Teachers expressed that they were required to deal with different
obstacles of technologies used in learning activities such as unconnected devices,
sophisticated software, and so on. Nonetheless, the problems that teachers encountered
most during their technology-implemented language learning activities for fostering
critical thinking skills were unstable internet signal, the readiness of devices, and a
restriction of software functions. In discussing these three subthemes, teachers
expressed that they mostly encountered these problems in English language learning
when several technologies were used. Moreover, the internet single, suitable devices
and software with appropriate functions were associated with each other and provided

considerable negative effects on teachers’ instruction.
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3.1 Unstable internet signal

When online resources such as online games or quizzes were implemented in
English learning activities, the majority of teachers encountered a problem with the
internet signal. This problem relatively affected students’ participation in learning

activities.

When I used Quizzes, some students could not join because they had weak
internet signals. I could not stop the quiz while the other students were doing
it. So not all students could participate in that quiz. (T14, interview, April 19,
2023)

When using the software, there was a problem with the internet signal. So
students could not engage in that software. For example, this problem occurred
when integrating Kahoot into the learning activities. The internet was low, so
students could not access Kahoot, or the game was delayed. (T2, interview,

March 22, 2023)

The first problem was the internet. Students could not access the internet, or
the internet was low. For example, | employed Flipgrid software for teaching
speaking skills. Because of the low internet signal, students could not record
their conversations, and task submission was delayed. (T3, interview, March

15, 2023)

3.2 Readiness of devices

The second subtheme relating to the readiness of technology devices was
mentioned by several teachers. Teachers who integrated web resources such as online
competitions, online quizzes, and so on for their learning activities encountered the

problem with readiness of students’ devices.

I experienced a problem with students' mobile phone batteries. I asked students
to use their mobile phones to participate in learning activities. Then the phone
batteries were flat while joining the activities. This problem caused students'

participation delayed. (T2, interview, March 22, 2023)
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Basically, students had cell phones or laptops as basic tools for
communication. The problem was that they could not access it because their
cell phones were very slow and not updated. The software might require more
memory to do the activity or to answer the questions. So they could not answer

questions because they could not access the software. It might affect students’

responses or participation. (T15, interview, April 19, 2023)

3.3 A restriction of software functions

For the last subtheme regarding technology-related problems, certain teachers
expressed that some software provided a small range of functions to serve English
learning activities, such as limiting a number of participants and providing few

functions.

For software, there might be a problem with a restriction of its software. For
example, students could share information, submit tasks, or provide comments
in Padlet. Students could not do other activities. (T5, interview, March 10,

2023)

Sometimes, I used Kahoot for free, so there was a limited number of
participants. I got 50 students, so sometimes I asked students to work in a
group of 3 students. For me, [ wanted them to do it individually. (T9, interview,

April 21, 2023)

As seen from teachers’ perceptions toward obstacles of technology integration
to encourage students to think critically during learning activities, there were several
primary problems derived from the interview data, including student-related, teacher-

related, and technology-related obstacles.

1.5 How do teachers solve the problems that they encounter when integrating
technologies to promote students’ critical thinking skills?

This research question aimed to investigate how EFL university teachers
overcame those problems when they implemented different technologies to promote

students to think critically in learning activities. Teachers informed a variety of
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problematic issues that they encountered in their classes and how those issues were
solved. Furthermore, teachers suggested what should be supported when various
technologies were employed to facilitate students to think critically. These responses
derived from teachers were grouped into two themes, namely solutions for technology

integration and supports for technology integration.

Table 4.5 A summary of themes and subthemes: achievement of technology integration

Themes Subthemes Per.c e.n t of
opinions
1. Solutions for 1.1 Student-related solution
technology - Providing a software instruction 7.3
Integration 1.2 Teacher-related solutions

- Ensuring appropriateness and readiness of 4.9
teaching aids

- Providing technical support 24
1.3 Technology-related solutions
- Using a personal or peer internet access 31.7
- Preparing devices for learning activities 17.1
- Discovering other software for learning 14.6
activities
- Providing additional connecting tools 9.8
- Providing a software instruction 7.3
- Implementing other software cooperated 4.9
with the main software
2. Supports for 2.1 Teacher-related support
technology - Training and professional development 23.7
integration 2.2 Technology-related supports
- Classroom devices 28.9
- Software license 26.3
- Stable internet signal 13.2
- Technical support 5.3
- Useful resources for learning activities 2.6

1. Solutions for technology integration

After EFL university teachers informed different problems in their teaching
practices when they employed different technologies to encourage students to think
critically, they provided certain practical solutions connected with those problems.
Those solutions were categorized into student-related, teacher-related, and technology-
related solutions. The responses in relation to teachers’ experiences of developing

critical thinking skills with technology-implemented English language learning
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activities could imply that teachers encountered unexpected problematic matters during
their instruction. As a consequence, teachers themselves had to possess problem-

solving skills to discover appropriate and practical solutions to deal with those matters.

1.1 Student-related solution

When teachers implemented a new type of technology into their learning
activities to facilitate students to think critically, and the students had never experienced
it before. Students could encourage the problem of using it. Therefore, teachers
demonstrated its instruction to students to overcome a lack of knowledge on how to use

the software.

When students did not know how to use Blooket, there were two solutions to
deal with this problem. Firstly, students might ask me for help, so I helped
them to solve the problems that they encountered. Secondly, it might be peer
assistance. Students might ask their classmates to solve the problems. (T6,

interview, March 10, 2023)

1.2 Teacher-related solutions

Apart from the solutions relating to students, this subtheme presented the
explanations that teachers applied for problems associated with teachers who employed
several technologies to promote critical thinking skills in learning activities. Even
though teachers well prepared the content and supplementary materials for their
instruction, they could encounter some problematic issues when those materials were
integrated with technology. Therefore, teachers determined whether their teaching aids

or materials were appropriate and suitable for learning activities.

I had to perceive knowledge before sharing Edform with students. It was
dangerous that students asked for clarification, and I was confused about what
the answer was or how to answer. Before sharing it with my students, I made

sure that I mastered it. (T15, interview, April 19, 2023)

The problem was I forgot to duplicate my Sliod. For this semester, [ had three
copies of my Slido for the same subject. I put the name for each Slido with the

course title and section. And I put the mark when I ended the lesson. It was
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just for me where to begin in the next meeting. We ended with this, and I would
put exercise here and start here. The proper note was very important for me. I
made sure that I duplicated and put the correct file on the Google slide because

Slido was integrated into the Google slide. (T13, interview, March 15, 2023)

Furthermore, some teachers confronted a problem when unfamiliar devices
were available in their classrooms. Common devices in the classrooms were provided
to serve teaching and learning activities, including a computer, a projector, and so on.
In particular smart classrooms, the interactive smart boards were offered to promote
effective instruction. However, certain teachers did not perceive how to connect their
devices to this high-technology device. Therefore, technical support should be provided

for teachers.

When I encountered this problem, I attempted to solve it myself first. For
example, I asked students to discover another available room, and then I
moved to teach in that room. Or I contacted a technician to solve the problem

for me. (T1, interview, March 10, 2023)

1.3 Technology-related solutions

For technology integration in English classrooms, technology could cause
several problems to disrupt teachers’ instruction to promote critical thinking skills. The
highest frequent problem which teachers encountered during learning activities was the
internet connection. Therefore, using personal or peer internet access was mentioned as

the solution to this problem.

When I connected with university Wi-Fi, there was any problem with Wi-Fi.
I would use a LAN cable to access the internet instead. Unfortunately, if there
were problems with the university Wi-Fi and LAN cable, I would change to

my personal internet. (T7, interview, March 13, 2023)

If students had a problem with a low internet signal during participating in
Kahoot, I might share my internet from my mobile phone with them. Or that

students might ask their classmates to share the internet with them. I might
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contact a university technician to deal with the internet problem. (T2,

interview, March 22, 2023)

Moreover, digital devices possessed by students could lead to some problems
in learning activities to encourage students to participate in learning activities. When
teachers required students to employ their devices for engaging in some activities, some
students could not access the selected software for those activities because of the
compatibility of students’ devices and software. Therefore, students were assigned to

prepare their devices for learning activities in advance.

Students might use their mobile phones for a long time before attending my
classes, so their phones were out of batteries for learning activities. So I asked
students to look for other devices to engage in the activities. (T2, interview,

March 22, 2023)

The problem could be the capacity of students’ devices. Their devices’
capacity might be low and not updated, so they could not access them. My
solution was that before I entered the class, I always messaged students to
make sure their devices could access. If students could access it for free and
that was fine. So I would use it for the next meeting. It was like a trial-and-
error process before providing the learning activity. (T15, interview, April 19,

2023)

Even though teachers perceived several educational software to implement in
English classrooms, that software preserved certain functions for specific purposes.
Some teachers accepted to subscribe to some educational software to derive certain
specific functions to serve learning activities. In contrast, some teachers sought out

other software which appropriately served their learning activities instead.

Actually, some software was created for some activities. For example, I used
Padlet a lot for my teaching instruction. I would see many limitations of this
software. I thought that the functions of this software were not designed to

serve different types of learning activities. (T5, interview, March 10, 2023)
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I would find another software which was similar to the previous software, but
the new software did not have the same functional limitation. For example, I
asked students to engage in Kahoo, but this software limited a number of
participants. There were only 20 students who could join it. So I changed to

use another software such as Quizzes. (T7, interview, March 13, 2023)

As seen from the response derived from teachers’ descriptions, EFL university
teachers encountered several problems when utilizing different technologies to promote
students’ critical thinking skills. However, teachers attempted to overcome those
problems with their solutions which were associated with students, teachers, and

technology.

2. Supports for technology integration

The last theme in response to this research question was supports which EFL
university teachers commanded for their effective technology integration to promote
students’ critical thinking skills. Teachers expressed clearly what the university should
provide for teachers. As a result, teachers could effectively implement several
technologies to encourage students to think critically during English learning activities.
The important descriptions derived from teachers were categorized as teacher-related
and technology-related support. In terms of support for teachers, various training
courses on how critical thinking skills were promoted through technology-implemented
English instruction were required. Meanwhile, providing appropriate classroom
devices, educational software with full functions, and a stable Internet signal were
mostly suggested for technology-related support. As seen from those supports, it could
imply that students’ critical thinking skills could be developed better with technology-
implemented English instruction whether teachers were more knowledgeable on how
to integrate technologies to foster those skills. Furthermore, technologies integrated into
English language learning activities should be fully well-prepared for providing their

functions.

2.1 Teacher-related support
For the first subtheme, primary teachers indicated that teachers should be

offered certain training courses relating to how to employ different technologies in
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English language teaching. In addition, those courses should offer teachers how to

promote critical thinking skills through learning activities with several technologies.

It was nice for teachers to have training. It was not only on how to use
hardware and software but also how to properly use them to promote critical

thinking skills in the classes. (T13, interview, March 15, 2023)

I would like to have training courses relating to how to integrate technology to
promote critical thinking skills. As a result, teachers might have the same
knowledge on how to teach and encourage students' critical thinking skills.

(T2, interview, March 22, 2023)

I thought it would be good to have training courses to introduce new websites
or other various technologies that I never knew. I believed these technologies
were enough for my learning activities, but there might be better technologies

which I had not known before. (T8, interview, April 4, 2023)

As seen from teachers’ responses regarding teacher-related support, a majority
of teachers considered that it was a valuable opportunity to perceive the knowledge of
innovative technology implementation and encouragement of critical thinking skills in

English language teaching.

2.2 Technology-related supports

For this subtheme, teachers provided different perceptions towards essential
supports regarding technology to promote students’ critical thinking skills in English
learning activities. Those supports which the university should offer for teachers
consisted of digital devices in the classrooms, educational software licenses, and stable
internet connection.

When the university encouraged teachers to integrate various technologies into
their instruction, common digital devices such as computers, projectors, and so on
should be appropriately provided in the classrooms. Therefore, teachers could utilize
provided devices cooperating with educational software to offer students effective

language learning activities.

Ref. code: 25656006320060RPI



156

I would like the university to support classroom devices because if there were
appropriate devices in the classes, I did not have to bring a speaker or a

microphone. (T2, interview, March 22, 2023)

There were not microphones in some classrooms, so I had to bring my
microphone and plugged there. Moreover, the projectors were not clear in
some classrooms. I had a class at one old building, and the projector did not
work well. So I used the classroom television, but it was very small. (T13,

interview, March 15, 2023)

In addition, to effectively promote students’ critical thinking skills with
technology integration in English learning activities, teachers expressed that
educational software with full licenses such as quizzes, online games, and so on should
be provided to teachers because teachers could integrate that software to serve their

various purposes of instruction.

I would like a premium version of educational software such as Kahoot,
Mentimeter, and so on because I could allow a large number of students to
participate in that software during learning activities. (T1, interview, March

10, 2023)

I would like digital support from the university, such as educational websites
with a subscription. For example, I thought that Kahoot was very good for
evaluating students' understanding, but several teachers did not use it because

they had to pay for a premium version. (T6, interview, March 10, 2023)

Software licenses should be supported by the university. In some cases, I could
seek out another software instead of the software with functional limits.
Actually, I believed that most software provided all useful functions but it
required a subscription. I thought if I had software with a premium version, it

would be helpful for me and my students. (T7, interview, March 13, 2023)

After teachers presented their views of supports regarding appropriate digital
devices in the classrooms and educational software with premium version, some

teachers required the university to improve internet connection or maintain the internet
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to be stable. Most educational software which teachers implemented into English
learning activities were online platforms. If the internet signal was not stable during
learning activities, it relatively affected students’ engagement in the activities.

Therefore, students’ critical thinking skills were not promoted.

I would like a fast and stable internet because online technology could not use

without the internet. (T12, interview, April 21, 2023)

I could create many activities with a good internet signal. Some interesting
activities were available online. For some lessons, I could not provide clear
examples. For example, the lesson was about different types of music. I
presented Metallica which was one type of music. So I could show this type
of music from online platforms to my students. (TS5, interview, March 10,

2023)

All in all, EFL university teachers suggested practical solutions for different
problematic issues that teachers experienced when various technologies, including
hardware and software, were integrated into English language instruction to assist
students to think critically. Furthermore, teachers provided significant support which
the university should offer them to increase their effective English instruction with

technology utilization.

1.6 What are the factors that influence teachers’ technology integration to
promote students’ critical thinking skills?

This research question aimed to investigate the influential factors associated
with EFL university teachers’ technology integration to promote students’ critical
thinking skills in English language teaching. Teachers provided deep descriptions of
their experience in using technology in English instruction to foster critical thinking
skills, and there were a number of significant issues derived from those descriptions.

These issues were grouped into teacher-related and student-related factors.
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Table 4.6 A summary of themes and subthemes: influential factors of technology

integration
Themes Subthemes Per.c en tof
opinions
1. Teacher-related 1.1 Convenience to deliver learning activities 38.9
factors 1.2 Adapting teaching styles with technology 22.2
1.3 Consistency and appropriateness to deliver 11.1
learning activities
1.4 Promoting well-organized instruction 5.6
1.5 Encountering new technology 5.6
1.6 Technology integration influenced by teacher 5.6
1.7 Teacher’s beliefs 5.6
1.8 Promoting teacher’s profession 5.6
2. Student-related 2.1 Promoting student’s motivation 22.2
factors 2.2 Promoting student’s participation 22.2
2.3 Technology integration influenced by 11.1
students
2.4 Trends of using technology 11.1
2.5 Promoting students to share their thoughts or 11.1
opinions
2.6 Promoting student’s understanding of 11.1
learning activities
2.7 Promoting classroom enjoyment 5.6
2.8 Promoting students to explore information 5.6

1. Teacher-related factors

When teachers were asked what affected the technology utilization in English
language teaching to promote students’ critical thinking skills, most teachers indicated
that the most significant factor was regarding teachers. There were a wide range of
factors relating teachers, for example, teacher’s beliefs, teacher’s profession, well-
organized instruction, and so on. However, teachers mentioned that three factors,
namely convenience to deliver learning activities, adapting teaching styles with
technology, and consistency and appropriateness to deliver learning activities, most
influenced their instruction with technology implementation. As seen from factors
associated with teachers, it could imply that teachers aimed to integrate different

technologies into English language learning activities to serve their instruction. No
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factor derived from teachers’ experiences was related to promoting critical thinking
skills in English language instruction. Therefore, teachers should promote their sense
of employing technologies in English instruction along with promoting students’

critical thinking skills.

1.1 Convenience to deliver learning activities

For this subtheme, the responses derived from the interviews explained that
most teachers implemented various technologies in English classrooms because those
technologies offered teachers helpful and appropriate functions for effective English

instruction.

I think it is convenient for the students. I don’t want a lot of materials that I
have to bring at any time. Traditionally, we brought a lot of stuff. Now I have
a laptop and applications. For example, when I use a laptop, it is more
convenient for me. It is comfortable and it affects my teaching. The flow of

instruction is good because it is comfortable. (T9, interview, April 21, 2023)

It is convenient for teachers. I can create a conversation with my students while
waiting for other students who have not come. In addition, students who forget
to take their textbooks to the classes can see the lesson from the projector. To
encourage students to participate in learning activities, I integrate Padlet for
students. I think it can motivate students to think and learn better. (T11,

interview, April 7, 2023)

1.2 Adapting teaching styles with technology

Certain teachers revealed valuable information about their experience in using
technology to promote critical thinking skills in English language teaching. Teachers
realized that students’ learning behaviors were intensely different from teachers’
learning behaviors in the past. Therefore, teachers were required to redesign their

instruction with technology that was appropriate for students.

I think that my generation is relatively different from the students' generation.
My learning experience can’t compare to students' learning experience. So |

have to study what trends in students' learning styles are, and I have to adapt
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them to my instruction. For example, students satisfy to produce their tasks
with their devices because students realize the value of those tasks. (T1,

interview, March 10, 2023)

We are now in the technology era, and the students in this generation want
technology. So I have to change my style to reach students' needs. I can’t let
them learn with the old style. Students now use technology, and I have to use
technology as well. For example, students are at the university level, and then
they have to go for a job. Most jobs have to use technology. It is useful for
students to know how to use technology. Now students are trained to use
technology in the classrooms. This prepares students for the job in the future.

(T10, interview, April 19, 2023)

1.3 Consistency and appropriateness to deliver learning activities

When teachers discovered new hardware and software for their language
learning activities, the most important matter that teachers considered before
implementing it in the activities was whether those technologies were consistent with

language skills.

I think software functions should be consistent with the language skills which
I am teaching. For example, I integrated VistaCreate into my writing activities.
This software helped students to create short paragraphs. Moreover, students
could design beautiful templates by adding pictures relating to the topics. It
relatively motivated students in learning activities. (T3, interview, March 15,

2023)

For some language learning activities, especially vocabulary activities, |
explained the meanings of vocabulary to students, but students couldn't
understand. [ integrated media such as pictures for those activities. As a result,
students saw those pictures and thought of the words' meanings. However, I
asked students some questions while they were seeing those pictures. (T6,

interview, March 10, 2023)
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According to the responses regarding teacher-related factors, employing
different technologies affected EFL university teachers in various aspects. Technology
integration encouraged teachers to provide students with learning activities more
comfortably. Furthermore, teachers improved their instruction with several
technologies to fit current students’ learning styles. When utilizing technologies in
English classrooms, teachers thoughtfully selected technology that effectively

promoted students’ English language skills.

2. Student-related factors

EFL university teachers described their views on what profoundly influenced
their technology implementation to encourage students to think critically in English
classrooms. Teachers mentioned that certain factors that involved their students shaped
teachers’ using technology for learning activities. The descriptions derived from
teachers’ experience revealed that influential aspects relating to students were
promoting classroom enjoyment, increasing comprehension of the lessons, and so on.
Nonetheless, from teachers’ views, the two most powerful factors regarding students
that influenced teachers to employ various technologies were students’ motivation and
participation. As seen from the influential factors that shaped teachers to create
technology-implemented English instruction for fostering critical thinking skills, it
could imply that teachers were not consciously aware of promoting critical thinking
skills when a range of technologies were integrated into English instruction. They were
mostly concerned about promoting students’ participation and motivation in English
teaching and learning. Therefore, teachers should develop their sense of increasing

critical thinking skills in technology-implemented English language learning activities.

2.1 Promoting student’s motivation

To integrate different hardware and software for language learning activities,
one of the significant issues involved encouraging students’ motivation. Teachers
revealed that students possessed low motivation in learning English. However,
implementing several technologies in learning activities could improve students’

motivation and encourage them to become active students.
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I wanted to motivate everyone in the class because English is a very boring
subject. The students said they didn’t need to learn English. They had to take
the course to pass the degree. However, after I implemented technology for
the classroom activities, my students were more motivated and active. (T10,

interview, March 19, 2023)

I employed technology in my instruction because it was appropriate to promote
students’ motivation. For example, I asked students to present the answers for
the activities. Students with high motivation repeatedly showed the class the
answers. To implement some technologies for the activities, students were
more motivated to share the answers with the class because no one knew who

presented those answers. (T6, interview, March 10, 2023)

2.2 Promoting student’s participation

The valuable information derived from teachers indicated that students’
participation was another key issue that encourage teachers to use technology in their
instructional practices. When students engaged in certain language learning activities
with several technologies, students practiced their English language abilities, and their

critical thinking skills were developed at the same time.

When [ used technology in my class, the students could participate more. They
could engage in class activities more. They were more interactive and active.

(T10, interview, April 19, 2023)

There were a lot of students in my class, so I could not focus on each student's
participation. Therefore, I integrated Jamboard into my learning activities. So
I could see students' participation when they answered questions through
Jamboard. Moreover, I could know who answered questions, and students

could see their classmates' answers. (T7, interview, March 13, 2023)

As seen from teachers’ deep descriptions, students were considered to be a
significant factor that drove teachers to integrate various technologies into English

learning activities. Certain hardware and software were used to motivate students to
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primarily focus on learning activities. Meanwhile, students provided their active

participation in learning activities during the class.

Aspect 2: Thai EFL university students’ perceptions towards learning with
technology integration to promote their critical thinking skills

- What are Thai EFL university students’ perceptions towards learning with
technology integration to promote their critical thinking skills?

This research question aimed to investigate students’ perceptions when EFL
university teachers integrated various technologies into English language teaching. The
responses derived from the interviews provided their perceptions of the learning
experience in using technology in English language classrooms. The important

statements were grouped into theme and subthemes as in Table 4.7.

Table 4.7 A summary of theme and subthemes: students’ perceptions towards learning

with technology integration

Theme Subthemes y creent of
opinions
Advantages of 1. Applying technology skills to the future careers 19.5
‘Fechnolggy 2. Promoting students' understanding of learning 17.1
integration to activities
promote 3. Promoting students' motivation 17.1
critical
thinking skills 4. Promoting students to evaluate information** 08
5. Promoting students to explore information and 7.3
evaluate it**
6. Promoting students’ English proficiency 7.3
7. Convenience for learning activities 7.3
8. Applying knowledge to learning activities 24
9. Consistency and appropriateness to learning 2.4
activities
10. Promoting students to analyze information** 24
11. Promoting students to share their thoughts or 2.4
opinions**
12. Promoting students to solve problems with the 24
familiar technology
13. Learning the use of new technology through 24

learning activities
Remarks: **The subthemes are relating to critical thinking skills.
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Advantages of technology integration to promote critical thinking skills

The views derived from the students’ interviews indicated that Thai EFL
university students considerably gained a number of advantages when EFL university
teachers integrated technology into English language teaching. Generally, students
could apply several technologies which their teachers used in the class for future
careers. Furthermore, students intensely developed their understanding of language
learning activities with technology implementation. Nonetheless, students suggested
that their aspects of critical thinking skills were promoted when teachers employed

technology in the class.

1. Promoting students to evaluate information

Certain students revealed that they were encouraged to decide what they
should do or assess information perceived from various resources. Teachers provided
their instruction with certain content, and students compared their understanding of the

content with knowledge perceived from the past experience.

It helped me to make a decision easier. Before I do something, I would think
thoughtfully about it. For example, I could make any mistake if I quickly did
something. I had to think carefully about what I wanted to do and evaluate its
overview. This process helped me realize how good it was if I did. (S9,

interview, February 15, 2023)

It made me carefully consider the information which I had perceived. So I
could compare the knowledge that I obtained from high school with the
knowledge I just gained from teachers at university. I could question whether
the knowledge of the same issue was different. (S10, interview, February 15,

2023)

Using several technologies encouraged me to analyze the information that I
researched. For example, teachers assigned the class to create a video. I had to
think about the content and analyze it for a conversation. Then I filmed the
video and submitted it through an online platform. (S12, interview, January

25,2023)
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2. Promoting students to explore information and evaluate it

Students expressed that using technology in English classrooms encouraged
them to discover more relevant information. After students gained enough information
derived from several resources, they were promoted to evaluate gathered information

if it was appropriate or consistent with the learning activities.

When technologies were implemented in learning activities, I could explore
information immediately. For example, I accessed the internet for my target
information. I was confused about how sentences were constructed with this
tense. I could search the internet on how this tense was used, but I had to think

if it was correct information. (S4, interview, February 18, 2023)

I connected to different websites for searching the knowledge I looked for. I
had to study what the information was on this website and compared it with
the information from other websites. Then I evaluated what similar
information was. This process made me more confident to communicate with

teachers. (S6, interview, February 25, 2023)

If there was no technology integration in language learning activities, I had to
ask teachers if my response was appropriate. In contrast, using different
technologies in the activities encouraged me to learn faster. I did not have to
wait for teachers and ask for the answers. I could search for information and

assess if it was correct and appropriate. (S16, interview, February 10, 2023)

3. Promoting students to analyze information

Another aspect of critical thinking skills that were promoted during English
learning activities with technology integration was analyzing information. A few
students mentioned that they were asked to analyze some examples of the classroom

assignment in order to conduct their own work.

Using technology in English classrooms encouraged me to analyze
information for conducting better assignment. For example, teachers assigned

a task for the class. Teachers provided examples of that assignment, and I did
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not perceive how to conduct it. So I could study those examples, analyze them,

and develop my work for that assignment. (S5, interview, February 25, 2023)

4. Promoting students to share their thoughts and opinions

During English learning activities, students were required to work in a group
with their group mates. Students in each group had to brainstorm their ideas for the
questions and share those ideas with other students in the same group or present the

ideas to the class through technology.

Learning in a group was useful for me when technologies were integrated into
learning activities. Students cooperated with their groupmates and shared the
answers with each other. Moreover, students could brainstorm the answers and

present them to the teachers. (S6, interview, February 25, 2023)

All in all, using technology in English language teaching could provide
students with general benefits, including applying encountered technology for their
future jobs, improving their understanding during learning activities, and so on.
Particularly, the technology utilized by EFL university teachers could promote certain
aspects of students’ critical thinking skills such as exploring more information, sharing

thoughts or opinions, and so on.
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CHAPTER S

DISCUSSION AND CONCLUSION

The purpose of this chapter aimed to present the essence of the experience of
utilizing technology in English language teaching to promote students’ critical thinking
skills. The summary of the research findings was demonstrated to offer an overview of
the results derived from the previous chapter. To provide similarities and differences
between the results and the existing literature, each theme was concluded and discussed.
The implication of the study was provided to encourage students’ critical thinking skills
through learning with technology for the future. Eventually, the research limitations

and recommendations were presented for further research.

5.1 Summary of the study

This study aimed to explore EFL university teachers’ lived experience in using
technology in English language teaching to promote Thai EFL university students’
critical thinking skills. Furthermore, the other purpose of the study was to investigate
Thai EFL university students’ perceptions of learning with technology integration to
promote their critical thinking skills. To grasp the essence of teachers’ and students’
experiences, a phenomenological research design in a qualitative research approach
was implemented. To perceive the experiences of two groups of participants,
phenomenological semi-structured interviews and class observation were employed to
elicit deep information about the experiences.

The valuable descriptions derived from interviews and class observation were
analyzed, and the important units of meaning were listed. After underlining the
significant statements, they were clustered to develop themes. To answer research
questions relating to EFL university teachers’ lived experience, six themes were
generated, namely technology integration in English language teaching, instructional
practices, the effectiveness of technology integration, problems in using technology,
achievement in employing technology, and influential factors of technology
integration. In addition, students’ perceptions toward learning with technology
integration were considered as a theme to respond to the research question regarding

Thai EFL university students. These themes were discussed to demonstrate the
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similarities and differences between the results and the existing literature. An overview

of themes and subthemes were presented in Figure 5.1.

EFL university teachers’ lived experiences of
technology integration

Thai EFL university students’ perceptions of
technology integraion

. Effectiveness of Problems of Achievement of Influential factors
Technology Instructional
. T 1 . 1 technology technology 1 technology of technology
integration in ELT practices " i g2 y sy - i g . _—
integration integration integration integration
- Solutions for -
H Vocabulary skills Perceptions towards Smd(?n{)-llelaled L technology Teathelt-lf:latcd
Types of | | their effectiveness probrem integration acon
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) _ s & Teacher-related UPPOTIS0L Student-related
H Grammar skills N - technology .
problems Siitearfion factors

Reasons for
H technology
integration

Listening skills

Criteria to evaluate
their effectiveness
of technology
integration

|| Technology-related

problems

Criteria for
— technology
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Speaking skills
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Improvements in
current technology
integration
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with technology
integration

Advantages of
technology
integration

Writing skills

Figure 5.1 A summary of research results

5.2 Discussion of the study

For each theme in this section, it would start by describing the results derived

from teachers’ and students’ experiences and perceptions regarding the research

questions to provide vital points for discussion. The similarities and differences

between the results and the existing literature would be offered.
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5.2.1 Discussion of research question 1.1 in aspect 1: What types of
technology do teachers integrate into their instruction to promote students’
critical thinking skills?

For using technology in English language teaching, teachers revealed that two
primary types of technology that were frequently employed for learning activities
included hardware and software. For hardware, teachers commonly utilized several
digital devices provided in the classroom such as projectors, microphones, and
speakers. Furthermore, teachers indicated that their laptops, mobile phones, and tablets
were cooperated with digital classroom facilities for their teaching practices. For
software, various types of software which teachers generally integrated into English
learning activities consisted of textbook courseware, word processing software, and
web resources.

To utilize those types of technology in English language teaching, teachers
provided several reasons to encourage them to use those technologies. Most teachers
revealed that using technology helped teachers to comfortably deliver their learning
activities. Certain teachers expressed that various technologies utilized in their
instruction were consistent with English language skills. As seen from these reasons
derived from teachers’ perceptions, a majority of reasons mentioned were not related
to promoting students’ critical thinking skills in English classrooms. Nonetheless, there
were certain reasons regarding encouraging critical thinking skills mentioned. A small
number of teachers usually allowed their students to express thoughts or opinions
toward learning activities with different online resources. Furthermore, few teachers
revealed that implementing different technologies in language learning because of
encouraging students to explore more information and provide reasons to support the
ideas.

To perceive how these hardware and software were selected for English
language teaching, a number of criteria for technology selection were provided. Again
primary criteria were not in response to promoting critical thinking skills. A majority
of teachers revealed that various technologies were integrated into language learning
activities because they were suitable and consistent with learning activities.
Additionally, some teachers identified that technologies were used in the learning

activities because those technologies were available. However, few teachers provided
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certain criteria for selecting technologies which were related to promoting some aspects
of critical thinking skills. A small range of teachers integrated some web resources to
deliver their learning activities because students could present their thoughts and
opinions through those online resources. Moreover, some software implemented in the
activities could encourage students to provide reasons to strengthen their ideas.

According to a deep description of teachers’ experience, the reasons for
integrating a range of technologies and criteria of technology selection for English
instruction did not fully aim for promoting critical thinking skills. Utilizing
technologies was basically for delivering English instruction and language learning
activities. Interestingly, certain aspects of critical thinking skills were unconsciously
promoted through teachers’ use of different technologies, such as exploring more
information, sharing thoughts and ideas about the information, and providing reasons
to strengthen those thoughts and ideas. Teachers who provided the experiences of
promoting critical thinking skills through their instruction revealed that they were not
aware that they were promoting students’ critical thinking skills during English
language activities. It could imply that EFL university teachers spontaneously fostered
students’ critical thinking skills. Therefore, developing critical thinking skills in
English courses in GenEd should be appropriately increased through well-planned
instruction with technology integration because these types of skills were relatively
significant to students’ achievements.

As seen from a majority of reasons that EFL university teachers utilized
different technologies for their instructional practices. These results were consistent
with types of technologies (Slavin, 2009) in which various technologies were
implemented based on purposes of technology integration, purposes for instruction and
purposes for learning. Some technologies were used for instructional activities. For
example, EFL university teachers utilized textbook courseware to present the lesson for
their classes and it helped their students to closely follow the lesson. Another purpose
of technology integrated into English language teaching was for learning activities.
Some students were encouraged to discover more information regarding the lesson
through the internet and shared their thoughts or opinions through communication
software. Therefore, the notion of technology integration in English language teaching

generally bases on different purposes of using technologies.
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To deeply consider using several technologies, teachers employed those
technologies because their functions appropriately served teachers’ purposes which was
consistent with the suggestion of technology integration (Roblyer, 2006). Various
technologies would be employed in instructional or learning activities depending on
their functions. Additionally, those functions had to facilitate teachers to promote
students’ critical thinking skills. For instance, one EFL university teacher utilized an
online spreadsheet to allow the students to express their opinions towards the questions.
Furthermore, another teacher encouraged students to discover more information
relating to the topics discussed by employing the devices such as smartphones and
tablets. As a result, the students could gather relevant information from different online
resources.

Even though the results indicated that critical thinking skills were promoted
through technology-implemented English language activities according to teachers’
purposes and the functions of different technologies, the results indicated that
technologies could be implemented in English language classrooms based on their
genres, namely informative and communicative technologies to foster some aspects of
critical thinking skills such as analysis and evaluation (Liang, 2023). Informative
technology encouraged students to access a variety of information such as videos,
sounds, and texts while communicative technology fostered teacher-student
communication or student-student interaction in the virtual platforms. However, in
terms of using technologies in the educational context, it would be more appropriate to
categorize technologies according to the purposes of teachers and the functions that
were employed to serve those purposes to promote critical thinking skills in English
teaching and learning.

Therefore, to promote critical thinking skills in EFL, technologies would be
categorized by their purposes. Additionally, the functions of different technologies
would be considered to serve those purposes. It is relatively constructive as to whether
EFL university teachers could indicate what purpose technologies were integrated into
their language classes and which functions technologies could provide for English
activities to promote students’ critical thinking skills. Critical thinking skills would be
increasingly promoted through technology-implemented English language classrooms.

This process was presented in Figure 5.2
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Figure 5.2 A process of an appropriate types of technology integration in ELT

5.2.2 Discussion of research question 1.2 in Aspect 1: How do teachers
integrate technologies into their instruction to promote students’ critical thinking
skills?

For instructional practices with technology integration, EFL university
teachers indicated that a number of technologies were implemented into different
English language skills, including listening skills, speaking skills, and so on. To
promote critical thinking skills in English language teaching, there were some language
skills, namely grammar, reading, and writing skills that certain aspects of critical
thinking skills were frequently encouraged with technology integration.

For grammar activities, one teacher revealed that she implemented several
types of hardware to allow her students to show their answers for grammar exercises.
Furthermore, to encourage students to present their thoughts in learning activities,
various web resources, such as Kahoot, Edform, and so on, were integrated. After
students’ thoughts or opinions were presented to the classes, some teachers kept
promoting students’ critical thinking skills by asking them to provide reasons to support
their thoughts.

Apart from English grammar activities, technologies were implemented to
promote students’ critical thinking skills in English reading activities. At the warm-up
step of the reading activity, one teacher motivated students by questioning. After
students encountered the teacher’s question, they would explore more information

about that question by using their devices such as mobile phones, and share the
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information with the class. Furthermore, another teacher required students to express
their reasons to support the information provided to the class.

Eventually, students’ critical thinking skills were promoted in English writing
skills with technology integration. One teacher introduced software that facilitate
students to create writing assignments, but students and their groupmates had to
determine what relevant information should be included in their writing assignments.
In addition, the teacher presented another software for assessing grammar. When the
teacher demonstrated the grammatical errors through the software, students were asked
to share their opinions on how to correct those errors.

As seen in certain activities for several English language skills, the result of
technology integration in English language teaching was consistent with those of Hsu
(2016) who suggests that language arts received the most attention of technology
integration. Moreover, English language skills that technologies were frequently
implemented consist of grammar, reading, and writing skills. It could imply that
integrating several technologies in English language teaching was appropriate for
certain language skills activities such as reading, writing, and grammar learning
activities. In addition, some aspects of critical thinking skills were frequently promoted
such as discovering more information, sharing thoughts and opinions, and evaluating
information in those mentioned language skills activities. These aspects were consistent
with the notion of developing critical thinking skills (Garrison et al., 2000) and revised
Bloom’s taxonomy suggested by Anderson et al. (2001).

Critical thinking skills could be encouraged through several activities in an
educational context. Teachers could provide a wide range of learning activities with
integrated technologies to enhance various aspects of critical thinking skills. For
example, teachers asked students questions which were relevant to the lesson to
associate students' understanding with the lesson. This meant that teachers were
promoting critical thinking skills in Garrison et al. (2000)’s triggering events phase.
Furthermore, students were required to explore more information and exchange it with
their classmates. This referred that teachers were developing aspects of critical thinking

skills at a higher level called the exploration phase.
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To develop critical thinking skills in English language teaching, EFL
university teachers had to be aware that different aspects of critical thinking skills,
namely exploring more information, sharing thoughts and opinions, evaluating
information, and providing reasons to strengthen the ideas could be promoted in
different English grammar, reading, and writing skill activities. Therefore, teachers had
to consider how a number of technologies could be appropriately employed in order to
foster those aspects of critical thinking skills in English language classrooms. A
connection between English language skills and implementing technologies to promote

critical thinking skills was presented in Figure 5.3.

English skills
. s . Selecting technology
-Grammar i R s
: —»1 integration to promote
-Reading a SRl -
e critical thinking skills
-Writing

Figure 5.3 A relationship of English skills and technology integration to promote
critical thinking skills

5.2.3 Discussion of research question 1.3 in Aspect 1: How effective do
teachers perceive their technology integration to be in promoting students’ critical
thinking skills?

When EFL university teachers were required to determine their effectiveness
of utilizing technologies to encourage students to think critically in English language
classrooms, teachers assessed their effectiveness into three levels, namely high,
moderate, and low effectiveness. Certain teachers considered their competencies of
technology integration in English classrooms as high effectiveness. Their perceptions
indicated that teachers could properly implement various technologies both hardware
and software their instruction. However, a majority of teachers thought that their using
technologies in English language teaching was moderate because students’ critical
thinking skills were not intensively promoted through their use of technology. The
teacher who possessed low effectiveness in technology implementation revealed that
she did not know new technologies when compared with her colleagues, and she

frequently consulted her colleagues on how to employ them for her instruction.
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After EFL university teachers provided their perceptions toward the
effectiveness of technology integration to promote students’ critical thinking skills, the
teachers revealed the criteria which they implemented to determine how effective their
technology utilization was. Most teachers indicated that if students could fully engage
in language learning activities with various technologies, it reflected that teachers’
technology integration was relatively effective. Another criterion that identified
teachers’ effectiveness was students’ understanding of the lesson in learning activities.
Effective technology integration could facilitate students to comprehend the lesson and
demonstrate their understanding of language activities accurately. The last criterion
frequently mentioned by teachers was students’ motivation. If teachers delivered their
English instruction with effective technology implementation, students could build a
greater motivation to concentrate on the language learning activities.

As seen from the criteria that EFL university teachers used to examine the
effectiveness of technology integration in their instruction, one of the criteria, namely
students’ participation, was consistent with that of Benson (2011) who suggested that
effective learning initiates from the active participation of learners in learning activities.
It could imply that the more students actively engaged in language learning activities,
the more effective technology implements in English language teaching was. Therefore,
EFL university teachers would discover appropriate innovative technologies and design
how those technologies were suitably employed in language learning activities to
promote students’ motivation along with critical thinking skills.

According to a variety of technologies currently utilized in English language
teaching, teachers provided their perceptions about which technologies would be
improved in terms of increasing effective technology integration and critical thinking
skills. A number of teachers indicated that software licenses had to be provided for
teachers because there were various useful functions to serve different purposes of
English instruction to promote critical thinking skills. Additionally, certain teachers
suggested that they needed to improve their knowledge of using technologies to
promote students’ critical thinking skills in English language activities because if
teachers possessed different teaching techniques for promoting critical thinking skills,
they could intensively increase students’ critical thinking skills in their English

classroom.
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The result that EFL university teachers need to improve their knowledge to
implement technologies for promoting students’ critical thinking skills is in line with
those barriers to technology integration of Hsu (2016). She stated that one of the
technology integration barriers was teachers’ lack of technology training. Similarly,
these teachers’ voices regarding requiring the training were consistent with the notion
of teacher’s knowledge suggested by Koehler and Mishra (2008). This is, teachers had
to possess the core bodies of knowledge, namely content knowledge, pedagogical
knowledge, and technology knowledge to provide effective instruction. Therefore, to
promote EFL university teachers’ technology knowledge and skills, the university had
to provide different types of training courses that offered teachers opportunities for
exposure to innovative technologies. Not only training courses relating to technology
integration in English language teaching, EFL university teachers needed to be trained
in how those innovative technologies could be employed to foster critical thinking skills

in English language learning activities.

5.2.4 Discussion of research question 1.4 in Aspect 1: What problems do
teachers encounter when integrating technologies into their instruction to promote
students’ critical thinking skills?

When various technologies were implemented in English language teaching,
EFL university teachers encountered different problems, namely student-related
problems, teacher-related problems, and technology-related problems. Firstly, most
teachers identified that a primary problem that teachers confronted when implementing
new software in their instruction was students’ lack of understanding of how to use the
software. Some students had never encountered the software before. As a result, they
did not know how to use the software to participate in language learning activities. This
result is consistent with a barrier to technology integration in terms of students’ lack of
technology knowledge and skills (Oncu et al., 2008; Hsu, 2016). When innovative
technologies were implemented in the classrooms, students were not expected to know
clearly how to use those technologies. Therefore, students had to be trained in the
common use of those technologies before they were employed to facilitate language

learning activities in the classrooms.
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Secondly, certain teachers revealed another type of problematic issue related
to teachers themselves. Some teachers frequently mentioned that preparing the
appropriate teaching aids with technologies was a primary problem for teachers. To
construct the proper online teaching aids for English instruction, teachers had to explore
relevant resources for the lesson and assess whether those resources were included in
the selected online platform. Moreover, another teacher-related problem was the
teacher’s lack of understanding of how to connect high-technology devices. One
teacher mentioned that she confronted the problem of connecting smart interactive
television. To discuss teacher-related problems, teachers operated a number of tasks if
they desired to implement various technologies into their instruction and teaching
materials. In addition, teachers encountered the problem of the device connection when
digital devices provided in the classrooms were high-technology. These results were
consistent with those of Oncu et al. (2008) who suggested the components of
technology integration. One of the important components, when innovative
technologies are employed in the classrooms, is teachers’ technology knowledge and
skills. Therefore, EFL university teachers who brought several technologies to English
language teaching needed to perceive the understanding of using those technologies.
Moreover, teachers needed to gain some experiences with innovative technology-
implemented instruction before implementing technologies in English classrooms.

The last problematic issue involved technology itself. Most teachers indicated
that the internet signal was a key problem when various technologies were implemented
in English language teaching. A number of teachers expressed that when the internet
was not stable, students could not access the provided online educational software and
participate in learning activities. Another problem that involved technology was the
readiness of digital devices. Certain teachers provided their perceptions that some
devices such as mobile phones, laptops, and so on were not compatible with certain
software. As a consequence, teachers and students who possessed those devices could
not access them. The last problem frequently mentioned by teachers was limited
software functions. Some teachers encountered appropriate software for their
instruction, but that software might provide some functions to implement and the rest
of the functions were preserved for a subscription. This result is consistent with the

first-order barrier (Ertmer, 1999) and availability (Oncu et al., 2008). The first-order
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barriers are relating to different types of resources such as equipment and supports. In
terms of availability, teachers were not provided adequate instructional technologies to
implement in classroom activities. Regarding technology-related problems, EFL
university teachers repeatedly encountered unstable internet and inadequate software
functions to deliver effective English instruction. Therefore, to encourage effective
instruction and language learning activities to promote critical thinking skills,
technology-related support had to be emphasized. A connection between problems and
technology integration to promote critical thinking skills was demonstrated in Figure

5.4

Problems Affecting effective
-Student-related problems _ | technology integration
-Teacher-related problems "] topromote critical
-Technology-related problems thinking skills

Figure 5.4 A relationship of problems and effective technology integration to promote

critical thinking skills

5.2.5 Discussion of research question 1.5 in Aspect 1: How do teachers
solve the problems that they encounter when integrating technologies to promote
students’ critical thinking skills?

After EFL university teachers provided valuable descriptions of problematic
issues encountered in technology implementation to promote students’ critical thinking
skills, they identified an achievement of using technology in English language teaching,
including solutions for mentioned problems and supports for utilizing technologies in
English language teaching. Firstly, teachers provided their solutions when confronting
the mentioned problems in English instruction. For the student-related problem,
students did not have any information about using selected software because they had
never faced it in the learning activities before. As a result, teachers presented how to
use the software for their students. This result is in line with the solution for student-
related problem of Oncu et al. (2008) and Hsu (2016). It would be better to provide

students with the knowledge to use technologies that were implemented in language
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learning activities. Therefore, EFL university teachers had to be aware that students
should be properly trained if technologies were first integrated into the learning
activities.

To overcome teacher-related problems, technology-implemented teaching
aids and materials for learning activities were sometimes not well-prepared because
teachers might not review them and assess their appropriateness. Therefore, teachers
indicated the solution that those technology-implemented teaching aids and materials
had to be evaluated for their appropriateness before employing them in learning
activities. The last teacher-related problem mentioned from teachers’ experience was a
lack of understanding of how to connect with high-technology devices. The teacher did
not know how to link her laptop to smart interactive television. Therefore, the teacher
contacted a technician to deal with this problem. This result was consistent with the
solution of teachers’ knowledge and skills which is one of the components of
technology integration (Oncu et al., 2008). To help EFL university teachers to master
using technologies in English language teaching to promote critical thinking skills,
knowledge and skills relating to implementing technologies for instruction had to be
provided. Teachers encountered useful innovative technologies for their instruction and
they repeatedly practiced using those technologies. As a result, teachers become
familiar with technology integration in English language teaching. Teachers were
aware of what they should prepare if they implement technologies into the lessons, and
they could solve any common technology problems immediately.

To overcome technology-related problems, teachers clarified effective
solutions that were frequently implemented for the problems. When students were
required to engage in certain online web resources, they sometimes confronted the
unstable internet problem. Furthermore, teachers’ devices could not access university
Wi-Fi, so teachers could not employ selected online games for their classes. Therefore,
in terms of students’ internet problems, teachers required other students to share their
internet with students whose internet was not stable. Regarding teachers’ internet
problems, teachers connected their devices with personal internet access instead.
Another technology-related problem mentioned by EFL university teachers was the
readiness of digital devices. The software that teachers implemented for language

learning activities and students’ devices such as mobile phones were not compatible.
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To overcome this problem, their students were assigned to determine whether their
devices could operate the software for language learning activities. The last technology-
related problem was limited software functions. There were a number of educational
software in web resources, but most software provided a few useful functions that were
proper for language learning activities. Certain teachers overcame this problem by
discovering other software which offered greater appropriate functions to serve their
instruction. This result is consistent with the ideas of the first-order barrier (Ertmer,
1999) and the availability of technology integration (Oncu et al., 2008). To solve these
technology-related problems, compatible devices for learning activities had to be
offered. Moreover, stable internet and educational software with full functions had to
be available and adequate for teachers to employ in their instruction to promote critical
thinking skills.

To develop effective technology integration and students’ critical thinking
skills in English language teaching, teachers’ perceptions derived from the descriptive
information revealed that support relating to teachers and technologies had to be
offered. For teacher-related support, a majority of teachers identified that if teachers
desired to develop students’ critical thinking skills in English language teaching,
teachers had to be trained on how to utilize various technologies to promote different
aspects of critical thinking skills through language learning activities. The other support
that several teachers mentioned in their description was technology. Most teachers
indicated that the most crucial technology-related support was offering appropriate
classroom devices because these devices could facilitate teachers’ instruction and
effective learning activities for their students. Another significant support relating to
technology was software licenses. Most educational software that teachers frequently
employed provided a small range of functions for creating language learning activities.
Therefore, software with a subscription was required for constructing a variety of
effective learning activities to promote students’ critical thinking skills. The last
technology-related support was maintaining a stable internet signal. Teachers clarified
their perceptions that integrating technologies could not operate without a good internet
connection. Effective language learning activities could be constructed for English

language teaching if the internet was stable.
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The result of the support that EFL university teachers need when various
technologies are implemented in their instruction to promote students’ critical thinking
skills seemed to be consistent with those of Oncu et al. (2008) who suggested that
teachers’ knowledge and skills of technology integration were one of different
component that affects a decision of using technologies in the classrooms. Interestingly,
EFL university teachers not only needed to be trained on how to implement
technologies in English language teaching, but also they needed to know how those
technologies could be used to promote critical thinking skills in language learning
activities. A connection among solutions, support and effective technology integration

to promote critical thinking skills was illustrated in Figure 5.5.
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Figure 5.5 A relationship of solutions, support and effective technology integration to

promote critical thinking skills

5.2.6 Discussion of research question 1.6 in Aspect 1: What are the factors
that influence teachers’ technology integration to promote students’ critical
thinking skills?

To employ several technologies in English language teaching, EFL university
teachers indicated two influential factors that relatively affected their instruction to
promote students’ critical thinking skills. Those factors involved teachers and students.
For teacher-related factors, suitability to provide English language learning activities

was the most important factor that shaped teachers’ technology integration to promote
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students’ critical thinking skills. Teachers clarified that their instruction was relatively
convenient when several technologies were implemented to encourage students to think
critically in learning activities. The second factor relating to teachers was modifying
teaching methods with various technologies. From teachers’ descriptions, when
technology became an important part of lives, students’ learning behaviors particularly
changed. Therefore, teachers were required to change their teaching styles by
integrating a number of technologies into their English language teaching. The last
factor that involved teachers was appropriateness for language learning activities.
Before various technologies were utilized in learning activities, teachers consider what
language skills those technologies were used for and how they promoted those skills.

Regarding student-related factors, most teachers revealed that different
technologies were employed in their instruction because they desired to encourage
students’ motivation toward language learning activities. When providing the learning
activities with various technologies, students were more motivated to those activities.
For the other student-related factor, using technologies in English language teaching
could build students’ participation in language learning activities. Students could more
actively engage in provided learning activities if certain innovative technologies were
included.

As seen in the result relating to student-related factors, EFL university teachers
mentioned certain factors, namely students’ motivation and participation as the criteria
for implementing technologies in English instruction. It seemed that criteria and factors
were interchangeably used for technology integration to promote critical thinking skills
in English language teaching. The result of influential factors that affected technology
integration was consistent with the ideas of critical components of technology
integration (Oncu et al., 2008) and valuable beliefs (Ottenbreit-Leftwich et al., 2010).
Both components of technology integration and valuable beliefs suggested that teachers
and students, who were two out of various factors, affect technology integration in the
classroom. Therefore, EFL university teachers had to completely realize how these
factors shaped their technology implementation and how using those technologies
promoted critical thinking skills in English language teaching. A connection between
influential factors and technology integration to promote critical thinking skills was

presented in Figure 5.6.

Ref. code: 25656006320060RPI



183

Teacher-related factors
-Convenience to deliver leaming
activities
-Adapting teaching styles with
technology
-Consistency and appropriateness
to deliver learning activities

Effective technology integration
A »| to promote critical thinking
skills

Student-related factors
-motivation
-participation

Figure 5.6 A relationship of influential factors and effective technology integration to

promote critical thinking skills

5.2.7 Discussion of research question in Aspect 2: What are students’
perceptions towards learning with technology integration to promote their critical
thinking skills?

In response to students’ perceptions toward technology integration promote
students’ critical thinking skills in English language teaching, students expressed the
usefulness that they perceived from language learning activities. Even though a
majority of benefits were not related to encouraging critical thinking skills such as using
those technologies in future careers, developing students’ understanding of language
learning, and so on, students indicated their different aspects of critical thinking skills
were enhanced. The first usefulness regarding critical thinking skills was evaluating the
information. Teachers provided certain language learning activities that allowed
students to assess whether new knowledge was similar to knowledge perceived from
the past learning experience.

Furthermore, teachers encouraged students to find more information with their
possessed devices during learning activities and required students to evaluate if the
information was appropriate. Another aspect of critical thinking skills that were

promoted through language learning activities with different technologies was
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analyzing the information. With technology integration in English language teaching,
students were provided some language examples or assignments and they could analyze
those examples or assignments in order to construct their own tasks. The last benefit
that involved critical thinking skills was that using technologies in language learning
activities encouraged students to easily share their thoughts or opinions. After students
cooperated with their groupmates to complete learning tasks or answer questions in
language exercises, they were encouraged to share their thoughts about tasks or answers
through online platforms for the class.

The result seemed to be consistent with the advantages of technology
integration in the classroom. Using different technologies in learning activities could
promote students’ motivation, engage students in producing work, and help students to
visualize problems and solutions (Shelly et al., 1999; Roblyer & Edwards, 2000;
Thornton & Sharples, 2005; Roblyer, 2006). Therefore, EFL university teachers had to
implement innovative technologies in English language activities to promote students’
language learning achievement and critical thinking skills. A connection between
technology integration in English language teaching and students’ benefits was

demonstrated in Figure 5.7.
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Figure 5.7 A relationship of technology integration and students’ advantages of

technology integration
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According to the results and discussions of the present study, they were
relatively constructive to address the gap in the field of ELT. A phenomenological
qualitative research approach was implemented to conduct the present study which
primarily focused on exploring not only EFL university teachers’ experiences, but also
students’ experiences of promoting critical thinking skills through technology-
implemented English instruction. The study provided valuable insights into what a wide
range of technologies EFL university teachers implemented in their instruction and how
those technologies were employed in terms of promoting critical thinking skills in
English language learning activities. Moreover, it provided further insights into how
teachers measured the effectiveness of technology integration to promote critical
thinking skills, what problems teachers encountered and how they solved those
problems, as well as what factors influenced teachers to deliver their technology-
implemented English instruction in order foster critical thinking skills. It would be
significantly beneficial for improving English language teaching and learning in terms

of developing critical thinking skills with technology integration.

5.3 Implications of the study

In response to EFL university teachers’ and Thai EFL university students’
valuable descriptions and the results of the study, there are three important implications
for future practice. These implications could be a direction to develop English language

teaching and promote critical thinking skills.

5.3.1 Improving teachers’ knowledge and skills of technology integration
to promote aspects of critical thinking skills

From the descriptions of teachers’ experiences and the results, it can be seen
that teachers are the key person who are relating to the whole language learning
activities. Furthermore, teachers are considered one of the limitations when several
technologies are employed in language learning activities. Regarding the influential
factors, teachers are still one of those factors that shape English instruction. As seen in

the important roles of teachers in English language teaching, commonly teachers should
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select the purposes of technology integration and then they enable to discover which
technologies provide appropriate functions to serve those purposes for delivering
effective English language teaching and promoting critical thinking skills. Moreover,
teachers should be provided with different training courses about using technologies in
English instruction and implementing those technologies to promote critical thinking

through language learning activities.

5.3.2 Redesigning curriculum that integrated technologies to promote
aspects of critical thinking skills

Another implication of the study is regarding English courses in the language
and communication of the General Education courses (GenEd). As seen in the result of
English instructional practices, a number of technologies are implemented in all English
skills such as vocabulary, listening, and speaking skills. However, there are only three
English skills, including grammar, reading, and writing skills that technologies are used
to promote students’ critical thinking skills. Therefore, English courses in GenEd
should be redesigned to promote effectively different aspects of critical thinking skills
through technology integration. For English skills that certain aspects of critical
thinking skills are enhanced, the course makers can include additional learning
purposes to encourage other aspects of critical thinking skills such as brainstorming
information, synthesizing information, and so on. For English skills that teachers do not
promote any aspects of critical thinking skills in English instruction, the course makers
should design course learning activities that offer students to encourage some aspects

of critical thinking skills.

5.3.3 Promoting the policy of effective technology-implemented learning
and teaching

As seen in the results regarding problems and support, innovative technologies
seem to be another crucial role in the technology integration to promote students’
critical thinking skills in English instruction. EFL university teachers repeatedly
mention that there are a number of problems relating to technology. Furthermore,
teachers still require some support regarding technology for promoting critical thinking
skills in English language teaching. Therefore, university administrators should realize

that technologies in terms of hardware and software should be properly maintained or

Ref. code: 25656006320060RPI



187

adequately provided for integrating those technologies appropriately in English
language learning activities. If the administrators promote the policy relating to this
technology issue, using technologies in English learning and teaching can be more

effective in terms of language achievement and critical thinking skills.

5.4 Limitation of the study

This phenomenological study aimed to investigate the essence of lived
experience in technology integration to promote students’ critical thinking skills at one
of the Rajabhat universities in the Western region. Each Rajabhat university in this
region designs English courses for the General Education curriculum. The limitation of
the study is a context of a specific research site. The results of the study might not be
generalized to the context of the other sites. Therefore, EFL university teachers from
Rajabhat universities in this region might have different teaching methods and various
technology implementations to promote critical thinking skills. These different
practices could provide different perceptions toward technology integration, different
problems and solutions, and different factors which influence teachers’ technology

integration in English language teaching.

5.5 Recommendations for future research

One of the results of the study suggested that critical thinking skills were
promoted through several technologies for some English language skills. The first
suggestion for future research would focus on specific English skills such as grammar,
reading, and writing skills that technologies are implemented to encourage students’
critical thinking skills in English language teaching. The exploration of specific English
skills would provide deeper information on how technologies are used in specific
English skills and which aspects of critical thinking skills are promoted by those
technologies in specific language learning activities.

Another suggestion for future study is the effect of technology-implemented
English language teaching training to promote critical thinking awareness. EFL
university teachers expressed that teachers should be provided training courses relating
to implementing technologies in English language teaching and promoting critical

thinking skills through technology integration. Therefore, it would be constructive to

Ref. code: 25656006320060RPI



188

conduct a further study on this issue because it would provide empirical evidence of
whether teachers’ awareness of critical thinking skills is promoted after perceiving the

training.
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An interview guide for EFL university teachers

Interview question section A

A group of questions in interview section A allows EFL university teachers to
tell about their background information. It includes a description of their life history,
such as educational and occupational background, especially teaching experiences at
the university level, and their general perspectives on technology integration and
critical thinking skills in English language teaching. Therefore, the primary purpose of
this section is to explore participants’ background information, how they have
perceived their teaching experiences in a university, and their common perceptions on

using technologies and fostering critical thinking skills in English language teaching.

Items Interview questions

1 Could you please introduce yourself and tell me about your educational

background and working experience?

n3asuztnueaskaIUsEIinsAnwILAzUSEauN Tl U

2 How has your experience as an English language teacher at a university

been?

Uszaunsallugiusdaouniwsainguluseduuminendevasnanlueenils

3 What is technology integration in English language teaching?

nsysannswalulaglunisaeuniwdinguresyls

4 What are critical thinking skills in English language teaching?

nsAnegnsiiasugalunsaaunwsinguheasls
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Interview question section B

A group of questions in the interview section B allows EFL university teachers
to express their lived experiences with concrete details on promoting students’ critical
thinking skills through utilizing technologies in the English language classroom. The
teachers will provide and reflect details on different issues regarding types of
technology utilized, instructional practices with technology integration, the
effectiveness of their instruction with technology integration, problems and solutions
of technology integration, and influential factors of technology integration. Thus, the
purpose of this section is to elicit participants’ recent experiences in vivid detail
regarding the mentioned aspects of technology integration in English language teaching

to promote students’ critical thinking skills.

Interview questions
Items
(Types of technology integrated to promote critical thinking skills)

1 What technologies have you used to promote students’ critical thinking

skills?

Aaddimaluladeslstng eduasunisfinegiiinnsugiaesindnm

2 Why did you use those technologies to promote students’ critical thinking

skills?

ilunadldinalulagviaiy ieduasunisAneg19iiansuInvetindny

3 What were criteria of selecting those technologies to promote students’
critical thinking skills?
Aadldinaeslslunisidenmalulagivaniy iedaasunishneg el s

YBIUNFANWN
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Interview questions
Items (Instructional practices with technology integration

to promote critical thinking skills)

1 Could you please describe your technology integration to promote students’
critical thinking skills?
A Y} = A a a A
ﬂﬁqm’]La']LﬂEJ’JﬂUﬂWiyjimWﬂ'ﬁmﬂI‘lﬂaEJGUENQEU LWDEAILAINNIIAN DY

TUYITVDIUNANY

2 Could you please give some examples of learning activities with technology
integration to promote students’ critical thinking skills?
NINNMIBE19BIRINTIUNSREUITYTANNSINALlUladmaY WoduaTuns

ARY1NIIN TN IUVBIUNANY
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Interview questions
Items (Effectiveness of technology integration

to promote critical thinking skills)

1 How effective is your technology integration for promoting students’
critical thinking skills?
nsysanNswalulaguesnm IiedasunsAneg1eiiansaguvetindnud

Useansnmegals

2 How do you make sure that your technology integration is effective for
promoting students’ critical thinking skills?
Aauwdlaldegnalsimsysannsmealulaguesnn liedasunisfneged

s IuBIlnAnwUTEENS NN

3 What technologies should be improved or changed to promote students’
critical thinking skills?
wialulagezlstsimslasumsimuvioasundas edsasunisAnegedl

IUYIUVBIUNANYN

4 How should those technologies be improved or changed to promote
students’ critical thinking skills?
wialuladinatunlsiasunisiauirssiasunlasedls edaasun1fneds

s IvetinAne
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Interview questions
Items (Problems with technology integration

to promote critical thinking skills)

1 What problems have you faced when integrating technologies to promote
students’ critical thinking skills?
Aaszaulymezlstnadisysanniswelulad Weduasunishnegnedl

TUYITVDIUNANY

2 Could you please give some examples of those problems when integrating
technologies to promote students’ critical thinking skills?
nsanenimeg1avaslyviloysannismalulagvantiy iveduasunisaneenedl

IUYIUVBIUNANY

3 How did those problems affect your technology integration to promote
students’ critical thinking skills?
ayimandudaanszundenisysanmsmalulad iivedaasunisanegndl

Isugrvesindnwegals

4 What caused those problems when integrating technologies to promote
students’ critical thinking skills?
awnvesdaymivaiuneeslsilleysannsmalulad iveduasunisanegdl

930U IYDIUNANY
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Interview questions
Items
(Solutions of technology integration to promote critical thinking skills)

1 How did you cope with those problems when integrating technologies to
promote students’ critical thinking skills?
Aauwnludeymivatuegndls Weysanmunalulad ieduasunsaneead

TUYITDIUNANY

2 Could you please give some examples of how you coped with those
problems when integrating technologies to promote students’ critical
thinking skills?
nsanendegavesismaudlvdgmilleysanmamalulad ieduaunisaneis

s IeItinAne

3 What kinds of support do you need to solve those problems when
integrating technologies to promote students’ critical thinking skills?
Aasesnsnsatvayuaulatiadiewiledymivatiudoysannmanalulad

LWDAILASNNIANDE1NIINTUYIUVBIUN AN
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Interview questions
Items (Influential factors of technology integration

to promote critical thinking skills)

1 What factors have influenced your technology integration to promote

students’ critical thinking skills?

Aaa a !

Tadgauladeniisvswarenisysanmsnaluladuesan ieduasunisineg

s IIveItnAne

2 How have those factors influenced your technology integration to promote
students’ critical thinking skills?
Jadgmantuiidnsnadenisysannismalulagvesnn liedaasun1sAnognedl

IsugIUesindnweeels

3 How have you coped with those factors influencing your technology
integration to promote students’ critical thinking skills?
AndanTsUAdemaAuNTNasansysansnalulaguatan ieduasun1sein

pg19iRTUY UveslnAnwogsls
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Interview question section C

A group of questions in the interview section C allows EFL university teachers
to demonstrate the meaning of their lived experiences and restructure the experiences
of promoting students’ critical thinking skills with technology integration in English
language teaching. Therefore, the purpose of this section is to explore the common
meaning of the lived experiences and what they would like to construct new experiences

of utilizing technologies in English language teaching to foster students to think

critically.
Items Interview questions
1 How does technology integration to promote students’ critical thinking

skills benefit you?

nsysannsmalulagiveduasunisAnegeiiinnsaguvesinAnwiiusslev

funnseeals

2 As an English teacher, what is your expectation of integrating technologies
to promote students’ critical thinking skills?
lugigaeunwdinge aulianumenisladiswianisysannsnalulad e

duaiun13Aneg iU ITRIInANY
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An interview guide for Thai EFL university students

Interview question section A

A group of questions in interview section A allows Thai EFL university
students to express their background information such as educational background and
to describe their experiences of learning English at the university level. Therefore, the
purpose of this section is to explore participants’ life history and their experiences as

English language learners at a university.

Items Interview questions

1 Could you please introduce yourself and tell me about yourself such as
age, gender, major, faculty, and previous and current English courses?
nyaLuzIAUEwaLaUTEIRYDINULDY LU D18 LNA E@NVIU MY LAY

TeAMndangunseunounitiuasdagiu

2 How has your experience as a student learning English at a university
been?
Uszaunisallugmuzidn@nunfiseunindingvlusziuunivendevesnasdu

agnals

3 In your opinion, how are technologies crucial to your life and English
learning?

AR mAlulagirud A fuTInuarNsseun¥dINg¥IanMee1ls

4 In your opinion, how are critical thinking skills crucial to your life and
English learning?

ANARIINTSARBENNIF T IEANNE A AUTINRAE NS EUN W8N Y

YoIAMBELS
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Interview question section B

A group of questions in interview section B allows Thai EFL university
students to provide concrete details of their lived experiences of promoting critical
thinking skills with teachers’ technology integration in English language learning. The
students provide and reflect vivid information regarding types of technology and how
teachers have integrated them in the classroom, teachers’ effectiveness of technology
integration to allow students to think critically, problems and solutions of technology
integration, and influential factors of teachers’ technology integration. Consequently,
the purpose of this section is to gather more details based on the mentioned aspects of
students’ recent experiences of teachers’ technology integration in English language

teaching to promote students to think critically.

Interview questions

tems (Types of technology integrated to promote critical thinking skills)
1 What technologies have your English teachers used to promote your
critical thinking skills?
Faounwdanguldimaluladerlsie iloduaunsnetrsiinsuanumes
Ao
2 As a student learning English at a university, what technologies do you

find beneficial in terms of promoting your critical thinking skills?

TugruginfnunSeunwdainguluseauaninends melulageslsinaiinu

wuiuselevilusunisduaiunisAnes1eiiinnsaugyuvenu
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Interview questions
Items (Instructional practices with technology integration

to promote critical thinking skills)

1 How did your English teachers use technologies in learning activities to
promote your critical thinking skills?
9 o Y = " a = v A a
Qﬁ@ﬂﬂﬂ@?@ﬂﬂﬂ@l%mﬂhﬂaﬂL‘Viaqu‘lﬂ,‘lmﬂﬂiiﬁJﬂ’]iLiEJug@EJ’Niﬁ LWDEAILAINNNT

ANBYTI TN VBRI

2 In your opinion, what technologies did English teachers use to help you to
think critically the most?
AaAnIwnalulageslsfigasuniwsinguldietiulvinufnegrsiiinsug o

% a
launiign
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Interview questions
Items (Effectiveness of technology integration

to promote critical thinking skills)

1 In your opinion, is your English teachers’ technology integration effective

to promote your critical thinking skills?

ANARIINSYIMIAlLulaguesdeun wdinguiuseansamlunisdassy

9 Y

N15ANENIIN TN IVRIAMT L

2 In your opinion, what technologies that English teacher used should be
improved or changed to promote your critical thinking skills?
AaAnItnalulageglstanigaeuniwdinguldmslasunsimunvie

Qll P ! a a ' aAa
Waguwuag WWBENLETNNTITANDY NIV TULYUVDIA Y
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Interview questions
Items (Problems with technology integration

to promote critical thinking skills)

1 What problems did you face when your English teachers used
technologies to promote your critical thinking skills?
Uymezlstanaumudisgaeunwdinguldmalulad ieduasunishnegndl

TUY VDA

2 In your opinion, what other problems should English teachers think about
when integrating technologies to promote your critical thinking skills?
AaAnIlgmdueslsiiaeuniwdinguaiseildadeysannismalulad e

duasunisfineg19ilnsun oA
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Interview questions
Items (Solutions of technology integration

to promote critical thinking skills)

1 How did your English teachers cope with those problems when using
technologies to promote your critical thinking skills?
Hapunwdingwuaspaunlulgvimvaiiuegnals Weysannismelulad Live

duasunisfineg1ailansun1uvesn

2 In your opinion, what kinds of support do your English teachers need to
cope with those problems when using technologies to promote your
critical thinking skills?
AuAnImsatuayuiulatafifaeunuvdingusieanaiieldudlutiam

WA Weysannsmalulad iveduasunisAneg il n sy nvednm
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Interview questions
Items (Influential factors of technology integration

to promote critical thinking skills)

1 In your opinion, what factors have influenced the teachers’ technology
integration to promote your critical thinking skills?
AuAnIladveslsthadmarenisysanmanalulagvesdaouniwdngy

WoduaSUNNSANEEITI TN IUYRIRAN

2 In your opinion, how have those factors influenced the teachers’
technology integration to promote your critical thinking skills?
AuAnIdItemaudmasansysaNsnalulagvesaeun1¥ding ¥ L

duaunsfnegeiinsuguveinuegidls
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Interview question section C

A group of questions in interview section C allows Thai EFL university
students to construct their meaning of experiences of promoting critical thinking skills
through technology integration in the English language classroom. Furthermore, their
new structure of recent experiences is provided. Thus, the purpose of this section is to
construct participants’ meaning of the lived experiences of teachers’ utilizing
technology in English language teaching to foster critical thinking skills and to generate

the restructure of their experiences.

Items Interview questions

1 How does technology integration to promote critical thinking skills
benefit you?
a A a a I aa a ¢ o
ﬂ']iuimqﬂﬁiLVlﬂIUIaﬁl L‘W’P]E‘NLfﬁllﬂ'ﬁﬂfﬂ’e]ElNﬂJ’?lﬁ]’]iﬂJﬁlJ']ﬂJﬂJUiBIEJGUUﬂU@m

2814bs

2 As a student learning English at a university, what is your expectation of
using technologies to promote critical thinking skills?
lugusind@nwiiseuntwdenguluszAuuming1dy Aadlauaanidatig

son1sysannsmalulad ieduasunisAneeaiiinnsaey
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An observational guide for EFL university teachers

The study: An investigation of technology integration to promote Thai EFL university students’ critical thinking skills: an exploratory

study

Pseudonym: ...

Starting time: ......... ...

Number of students

Length of the observation: .......................

Finishing time: ... ... .

Elements of

observation

Descriptions

Descriptive note

Reflective note

Instructional
materials and

resources

Instructional materials

EFL university teachers integrate
visual materials that could be software
or hardware to allow students to think
critically.

EFL university teachers integrate

audio materials that could be software

225
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Elements of

observation

Descriptions

Descriptive note

Reflective note

or hardware to allow students to think
critically.

EFL university teachers integrate
audiovisual materials that could be
software or hardware to allow students

to think critically.

Resources

EFL university teachers employ
published resources such as course
books and supplementary materials
with technological tools that allow
students to think critically.

EFL university teachers employ
authentic resources with technological
tools that allow students to think

critically.

226
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Elements of

Descriptions Descriptive note Reflective note
observation
e EFL university teachers provide web
resources that allow students to think
critically.
Instructional Instructional methods
process e EFL university teachers deliver the

content of the lessons and learning
activities with technologies that allow
students to think critically.

Learning activities

e EFL university teachers assign a
variety of learning tasks with
technologies such as individual work,
pair work, and group work that allow

students to think critically.
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Elements of

observation

Descriptions

Descriptive note

Reflective note

Teacher’s roles

e EFL university teachers clarify the
objectives of the lessons with
technologies.

e EFL university teachers present the
content of the lessons with
technologies that allow them to think
critically.

e EFL university teachers ask students
questions with technologies that allow
them to think critically.

e EFL university teachers assign
learning tasks with technologies that
allow students to think critically.

e EFL university teachers provide
support for students such as language

support and technical support with

228
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Elements of

observation

Descriptions

Descriptive note

Reflective note

technologies that allow them to think
critically.

EFL university teachers assess
students’ comprehension of the
content of the lessons with
technologies that allow them to think

critically.

Student’s roles

Thai EFL university students
participate either passively or actively
when learning in a technology-driven

environment.

Interaction

Student-student interaction

Thai EFL university students interact

passively or actively with their peers

229
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Elements of

observation

Descriptions

Descriptive note

Reflective note

by using technologies in learning
activities.

Thai EFL university students check
their peers’ understanding of the
content of the lesson or assignments

with technologies.

Teacher-student interaction

EFL university teachers check their
students’ comprehension of the
content of the lessons, learning
activities, or assignments with
technologies.

EFL university teachers encourage
students to think critically and answer

questions with technologies.
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Elements of

Descriptions Descriptive note Reflective note
observation
EFL university teachers employ
technologies to provide students with
feedback.
Challenges EFL university teachers confront self-

related problems when utilizing
technologies to deliver the content of
the lessons, learning activities, or
assignments that allow students to
think critically.

EFL university teachers confront
student-related problems when
utilizing technologies to deliver the
content of the lessons, learning
activities, or assignments that allow
students to think critically.

EFL university teachers confront

technology-related problems when

231
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Elements of

observation

Descriptions

Descriptive note

Reflective note

utilizing technologies to deliver the
content of the lessons, learning
activities, or assignments that allow

students to think critically.

adaptation

EFL university teachers cope with
problems themselves when utilizing
technologies to deliver the content of
the lessons, learning activities, or
assignments that allow students to
think critically.

EFL university teachers and students
cooperate to cope with problems when
utilizing technologies to deliver the
content of the lessons, learning
activities, or assignments that allow

students to think critically.
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