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Editorial

Welcome to volume 34, 2019 of Pasaa Paritat. This issue includes seven research
and academic articles which cover a wide range of contributors from various educational
contexts who have shared their research perspectives on English Language Teaching.

I would like to express my gratitude to all contributors, reviewers, readers and

editorial team members for their support and contributions to the journal, Pasaa Paritat.

Jirajittra Higgins
Editor
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An Evaluation of a Commercial Coursebook for
a University Foundation English Course:

Selection, Implementation and Effects

Apiwan Nuangpolmak

Chulalongkorn University Language Institute

Abstract

This paper reports a comprehensive evaluation of a commercial
coursebook involving multiple perspectives. Three research objectives were
proposed and different data collection methods were employed accordingly.
First, to understand the criteria used in selecting the coursebook, interviews
were conducted with the materials selection committee. Second, to explore
opinions of students and teachers on the implementation of the coursebook,
both quantitative and qualitative data were collected. To specify, 527
students representing 18 disciplines and 33 teachers who were teaching the
course completed the questionnaire. In addition, 20 students and seven
teachers later participated in interviews. Lastly, to examine the extent that
the coursebook contributed to the enhancement of English proficiency,
students’ achievements were compared in terms of pre- and post-test scores.
The findings from the study revealed that the selection of a coursebook was
conducted informally in that each evaluator used her own experience and
personal judgment instead of a checklist with pre-determined criteria. With
regard to students’ and teachers’ opinions on the coursebook, it was found
that although the majority provided positive responses to questionnaire
items, some negative reviews of the coursebook emerged from the interview
data. Finally, the comparison between pre- and post-test scores suggested
that the coursebook had contributed to the students’ development of
English proficiency in that the mean post-test scores differed significantly

from the mean pre-test scores.

Keywords: commercial coursebooks, textbook selection, ELT materials,

materials evaluation
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Introduction

According to Graves (2003, p.226), commercial coursebooks are
defined as “pre-packaged, published books used by the students and teacher
as a primary basis for a language course”. In English classrooms all over the
world today, commercial coursebooks play a more prominent role as the
main teaching and learning resources than other types of materials. However,
the scholars’ opinions on commercial coursebooks vary. For the advocates,
coursebooks are praised for their systematic and structured presentation of
content (Cunningsworth, 1995), credibility (Sheldon, 1988), accuracy of
language input (Zacharias, 2005), professional layout and visual appeal
(Kayapinar, 2009). Moreover, commercial coursebooks provide a sense of

security for inexperienced teachers (Richards, 2014), minimize teaching
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preparation time (Tomlinson, 2008), ensure accountability and standardization
(McGrath, 2002), and most importantly, are cost-effective (Kayapinar, 2009)
because a coursebook package often includes an audio CD, a DVD, internet
materials and even test papers.

On the other hand, there are many criticisms against commercial
coursebooks. First and foremost, since these coursebooks are developed for
the global market, they often fail to address learners’ individual differences
(Allwright, 1981). With their highly structured format, coursebooks are accused
of deskilling teachers by leaving only little room for taking initiative or making
decision (Graves, 2003) as well as leading to students’ boredom from
experiencing a repetitive style of presentation and practice (Charalambous,
2011). Furthermore, commercial coursebooks are heavily criticized for biased
representation of English varieties and world cultures (Gray, 2000). In terms of
learning outcomes, concerns are also raised whether coursebooks can
promote long-term communicative competence (Tomlinson & Masuhara,
2013) as they tend to focus more on pre-specified language forms than on
negotiation of meanings (Graves, 2003). Coursebooks rarely represent
authentic language use as the materials are written specifically to incorporate
teaching points (Richards, 2002) and many of them fail to create a scaffolding
where one activity is built upon the previous one and serves as a preparation
for the next (Tomlinson, 2010).

Owing to the vigorous debates regarding the value of commercial
coursebooks, studies have been conducted to investigate this type of
materials in three domains: production, content and use (Harwood, 2014).
While the investigation into the coursebooks’ design process and the analysis
of coursebooks’ linguistic, pragmatic and cultural content are overwhelming,
research that explores how coursebooks are used is limited (ibid.). It is argued
that the value of the materials should not be determined without the
perspectives of materials users (Garton & Graves, 2014). Accordingly, studies
on coursebooks consumption have examined views of teachers toward a
specific coursebook (e.g. Riasati & Zare, 2010; Tok, 2010) or observed how
teachers actually used coursebook materials in their classrooms (Arikan,

2009). What lacking in these studies, however, is the learners’ voices which
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represent another important part of materials users. Furthermore, in order to
conduct a full assessment of the materials’ value, there needs to be an
investigation into the selection of such materials, classroom implementation
and its outcome (Cunningworth, 1995; Tomlinson, 2003). Perspectives of
individuals involved the process are seen as vital to this evaluation.

The present paper reports a materials evaluation study which was
conducted at Chulalongkorn University. Like most universities in Thailand of
which curricula mandate at least two compulsory English courses, the
university offers two foundation courses to be enrolled by first-year students
of 18 disciplines. With some 5,000 students enrolling in these English courses
each year, the adoption of a commercial coursebook as the main teaching
and learning materials has become a preferred practice in recent years in
order to ensure feasibility and standardization. To evaluate a new coursebook
for this foundation course, the study proposed to (1) investigate the criteria
based on which the coursebook was selected; (2) explore teachers’ and
students’ opinions on the materials; and (3) assess the effectiveness of the

materials in promoting learning outcomes.

Literature Review

According to Tomlinson (2003, p.15), materials evaluation “involves
making judgments about the effect of the materials on the people using
them?”. Materials can be evaluated during three stages: pre-use, in-use and
post-use (Cunningworth, 1995, Tomlinson, 2003). At the pre-use stage,
materials are evaluated for their potential value to the future users whereas
in-use evaluation is concerned with the observation of materials being used.
Meanwhile, post-use evaluation investigates the outcomes of the materials.

Prior to adoption, commercial coursebooks are often evaluated, either
formally or informally. Depending on the points of departure, these
coursebooks can be assessed for potential usage or contextual suitability. The
former focuses on the features of a specific coursebook with no
predetermined class in mind whereas the latter involves finding a coursebook

to match the pre-existing course (Cunningworth, 1995). Simply put, the pre-
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use evaluation can be done so as to develop a course based on the book or
to see whether there is any book that will be good for the existing syllabus.
Several scholars have posited criteria for pre-use materials evaluation.
For instance, Cunningworth (1995) proposed four main guidelines for
coursebook selection namely (1) coursebooks should address learners’ needs
and parallel with the objectives of the study program; (2) coursebooks should
reflect the language use of learners both at present and in the future; (3)
coursebooks should accommodate individual differences in the learning
process; and (4) coursebooks should facilitate learning. Meanwhile,
McDonough and Shaw (2003) argue that assessment should be made on
materials’ usability, generalizability, adaptability and flexibility if they are to
be integrated into the existing syllabus. In their evaluation of six global
coursebooks developed by various British publishers, Tomlinson and
Masuhara (2013) assessed the coursebooks’ potential value against these

following criteria:
® providing extensive exposure to English in use
® engaging learners affectively
® cngaging learners cognitively

setting an achievable challenge

helping learners to personalize learning

assisting learners in making discoveries about how English is
used

® providing opportunities to use language for communication

® helping learners to develop cultural awareness

helping learners to make use of the English environment

outside the classroom

catering for the needs of all learners

providing the flexibility needed for effective localization
helping learners to continue to learn English after the course
helping learners to use English as Lingua Franca

helping learners to become effective communicators in English

achieving the stated learning objectives

ArwUSTAaY adudl 34 (2562) 5



Many of the criteria used by Tomlinson and Masuhara coincided with
principles of materials development (e.g. Domyei, 2001; Hall, 1995;
Hutchinson & Waters, 1987; Nunan, 1988; Tomlinson, 2011) which have been
influenced by second language acquisition theories, second language teaching
methodology and motivational strategies.

There are three approaches commonly employed for pre-use
materials evaluation. The first approach is impressionistic method. This
method yields a general impression of the material. Although the assessment
may cover a wide spectrum of such material, it can only address each of the
features superficially (Cunningworth, 1995) and the views of the evaluators
are often criticized for subjectivity (McGrath, 2002). This is why the second
approach, the checklist method, is preferred when objectivity is concerned.
McGrath (2002) asserts four advantages of checklist as systematic, cost
effective, convenient and explicit. He claims that not only does checklist offer
a common framework, understood by everyone involved, which covers all
important features to be evaluated, but this method also allows information
to be recorded quickly and kept in easy-for-comparison format. Nevertheless,
to ensure the strength of this method, the criteria included in the checklist
may need to be updated from time to time to reflect the current context of
use and/or the trends in materials design. Finally, there is also the in-depth
method for pre-use materials evaluation. As this approach encourages the
evaluators to closely examine the specific features of materials such as units
of study or lesson extracts to determine their value, it yields richer
information about the materials in question. However, this approach tends to
be criticized for its partiality since it only focuses on some selected samples
which may or may not accurately represent the whole materials. Another
drawback of this approach is the amount of time and expertise required
(McGrath, 2002). Regardless of the approach taken, the results of the pre-use
evaluation are predictive in nature. It can only serve the purpose of
coursebook selection, but in no way guarantees the success in practice. This
is why materials evaluation during in-use and post-use stages is also

encouraged.
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There are two main objectives of in-use evaluation. First is to re-
examine the selection criteria used during the pre-use stage whether they are
realistically met in the classrooms, and second is to investigate how teachers
actually use the coursebook (McGrath, 2002). To evaluate a coursebook while
it is being used, Tomlinson and Masuhara (2007, p.5) suggest some observable
aspects of the materials that can be measured:

® (larity of instructions

® (larity of layout

® Comprehensibility of texts
Achievability of tasks

Flexibility of the materials

Appeal of the materials

® Motivating power of the materials

In-use materials evaluation is claimed to yield direct benefits to the
quality of teaching and learning since this type of evaluation tends to focus
on “moment-by-moment assessment” rather than looking at the materials as
a whole (McGrath, 2002, p.180). While the in-use evaluation focuses on what
is going on in the actual classrooms, post-use materials evaluation examines
what happens after that. Post-use evaluation is claimed to be the most
valuable type of evaluation as it can measure both short-term and long-term
effects of materials on the learners. Short-term effects of materials are
concerned with motivation and immediate learning whereas long-term effects
involve durable learning and application. When conducting post-use materials
evaluation, the following questions should be asked (Tomlinson, 2003, p.25):

e What do learners know which they did not know before
starting to use materials?

e What do learners still not know despite using materials?

e \What can learners do which they could not do before starting
to use materials?

e \What can learners still not do despite using materials?

e To what extent have materials prepared learners for

examination?
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e What effects have materials had on the confidence of
learners?

e \What effects have materials had on the motivation of learners?

e To what extent have materials helped learners become

independent learners?

In other words, post-use evaluation assessed the ‘gains’ that learners
have made from being engaged with the learning materials both in terms of
academic and affective outcomes. The academic and psychological impact of
materials is not easily observed and therefore is often indirectly measured.
For instance, in order to determine what learners know/do not know and can
do/cannot do, test scores may be collected as they imply the levels of
learners’ understanding of the issues. Furthermore, documents such as test
papers need to be examined to see how learners actually perform on the
test. In this sense, the scores and the exam papers can suggest what has
been taught successfully/unsuccessfully by the materials. Likewise, to
measure the affective impact, self-reported information, gathered through
questionnaires, interviews, and diaries, can shed light on how learners feel

about the materials.

Studies on Coursebook Evaluation

A review of literature shows that there have been a number of studies
concerned with coursebook evaluation. For example, Tomlinson and
Masuhara (2013) reported their review of six intermediate-level coursebooks
namely The Big Picture, Global, English Unlimited, New Headway (fourth
edition), Speakout, and Outcomes against 15 criteria to determine the
materials’ potential to facilitate long-term acquisition of the second language.
It was found that only two coursebooks;, Global and English Unlimited
showed likelihood of promoting long-term acquisition while the others were
deemed unlikely to be effective in facilitating acquisition. English Unlimited,
specifically, was praised in terms of its potential to help learners personalize
their learning in that “The units start with personal questions and most of the

activities invite the learners to make connections to their own experience”
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(p.239). However, the coursebook was heavily criticized for its limitation in
catering to the needs of all learners. The reviewers commented that the
materials writers had made an assumption that “learners are middle-class,
well-educated, much travelled, urban computer users” and that “the
expressions provided for conflict resolution are all based on British middle-
class expectations” which may not be required in the contexts where
learners will use the language (p.242). Furthermore, there was also a negative
review on the coursebook’s shortcoming in encouraging the use of English
outside class. Regarding this, the experts pointed out that “simulation with
roles in conflict resolution may lead to actual use in real life, but the book
does not actually suggest developing such skills outside the classroom”
(p.242).

In addition to an evaluation conducted by experts, there are other
studies that involved opinions of teachers. Dat (2008) interviewed
experienced English teachers from various countries in Southeast Asia and
found that the majority of EFL teachers preferred imported (global)
coursebooks over local materials because they contained appealing pictures
and illustrations, offered interesting topics, were organized systematically,
ensured linguistic accuracy and provided assistance to teachers in terms of
“how to conduct activities, what to emphasize and how to answer many
questions” (p.265). In contrast, they pointed out weaknesses of the global
coursebooks with regard to their inaccurate representation of cultural images,
lack of meaningful language use, linguistic difficulty, irrelevance to local
examination system, and high cost. Similar to the findings of Dat’s study,
Zacharias’ (2005) research revealed that the majority of the teachers
surveyed, predominantly non-native speakers, preferred internationally-
published materials to locally-produced ones because of both credibility and
availability.

These similar results were also seen in other smaller-scale studies that
examined characteristics of particular coursebooks. For instance, Riasati and
Zare (2010) set out to determine the value and suitability of New
Interchange. They surveyed opinions of 35 Iranian teachers regarding the

coursebook and found that accessibility, cost-effective, clear layout and
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organization, integrated skills, and teacher manual were the positive attributes
the teachers saw in the materials. On the other hand, the teachers stated
that the coursebook’s shortcomings were irrelevance to Iranian culture,
incompatibility with learners’ linguistic capacity, insufficient focus on writing
skill, lack of supplementary materials, and too many testing exercises.
Similarly, Tok (2010) reported strengths and weaknesses of Spot On as
evaluated by 46 Turkish teachers. The survey revealed that teachers saw
interesting topics, multi-skill development, and teacher manual as advantages
of the coursebook while lack of meaningful practice, unrealistic context, and
repetitive tasks were named as its disadvantages.

Although there is little research that deals with learners’ evaluation of
coursebooks (Harwood, 2014), those studies that do reported teachers’ and
learners’ agreement on certain issues. To illustrate, Masuhara and Tomlinson
(2008) surveyed opinions of 60 teachers and 119 students and found that
both parties would welcome more challenging tasks and relevant, meaningful
content from the coursebooks. Students also agreed with teachers in their
preference of materials with flexibility; i.e. the ones that cater for different
learning and teaching styles. In the same vein, Litz (2005) conducted a survey
with eight instructors and 500 first-year students following an introduction of
a new coursebook called English Firsthand#2 at Sung Kyun Kwan University,
South Korea. The study found that the strength of this coursebook, as agreed
upon by both instructors and students, lay in its attention to sub-skills such
as skimming and note-taking. Both groups of participants gave negative
comments of the coursebook on the issues of inadequate revision and
practice, lack of balanced activities, and inability to present language points in
motivating contexts. Meanwhile, Ahmed (2016) reported an evaluation of a
piloted local coursebook commissioned by the Ministry of Higher Education,
Malaysia. It was found that 214 students and three instructors who were
surveyed provided generally positive feedback, with average scores of 3.9 and
4.1 out of a 5-point scale respectively. However, shortcomings of the book
were seen in its lack of activities that promote students’ productive language
use and the unattractive design. These two negative aspects were also

mentioned by Dat (2014) as the weaknesses of many domestic coursebooks.
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In addition to research that examined the perspectives of materials
users, there have been a few studies that focused on how the coursebooks
were actually used in the classroom. For example, Arikan (2009) analyzed the
observation notes taken by practicum students in Turkey on how the
observed teachers used the assigned coursebook in their secondary EFL
classes. The findings revealed that teachers occasionally skipped or omitted
parts of the book. They tended to pay more attention to reading
comprehension and vocabulary exercises and less to writing activities. Many
also ignored listening practice and hardly played the accompanying CD. There
were a small number of teachers who decided to forgo the coursebook and
conducted their classes based entirely on their own materials. The discovery
in Arikan’s study coincides with comments of many scholars that classroom
teachers do not religiously follow the coursebooks page by page (McGrath,
2002; Richards, 2002; Graves, 2003).

Methodology

The present study was designed as a mixed-method research in which
both quantitative and qualitative research approaches were followed. As
Dornyei (2007) points out, a mixed-method design has an advantage in that
the weaknesses of one method may be substituted with the strengths of the
other method. In the concurrent mixed method design, not only the textual
data which yield rich description were collected, but numeric data which
allow for quantification were also gathered. These two forms of data are
collected at the same time and treated as having equal roles in the study.
Both forms of data are integrated to provide a comprehensive analysis in the

interpretation of the findings (Creswell, 2009).

Research Setting

The coursebook under investigation is English Unlimited (Upper-
Intermediate) (Tilbury, Hendra, Rea & Clementson, 2011). The coursebook was
selected as the main instructional materials for Experiential English 1 and 2,
compulsory foundation English courses for all faculties except Faculty of Arts,

which are offered by Chulalongkorn University Language Institute (CULI).
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Although there are 14 units in this coursebook, only eight units were selected,;
four units to be covered in Experiential English 1 (offered in the first
semester) and the other four units in Experiential English 2 (offered in the
second semester). This study was conducted during the first semester of
academic year 2012 when the coursebook was first used; thus, the scope of
this investigation only included the four units taught in the first semester
namely Unit 1: Talented, Unit 2: Misunderstandings, Unit 4: Local Knowledge,
and Unit 6: Virtual World.

Participants

There were three main groups of participants. Firstly, to examine the
criteria used in selecting a coursebook (pre-use evaluation), three teachers
who were part of the materials selection committee were interviewed. These
three teachers were selected because each represented one of the three
teaching divisions at CULI namely Sciences and Technology, Business, and
Social Sciences and Humanities. Secondly, to assess the value of the
coursebook in the real teaching context, questionnaires were sent out to all
86 instructors of Experiential English 1 (39 full-time lecturers and 47 part-time
teachers) and 33 were returned (38.37%). Of these, seven instructors, with
teaching experience ranging from two to 30 years, agreed to participate in
subsequent semi-structured interviews. The last group of participants was
students who enrolled in the course. Based on Krejcie and Morgan’s (1970)
table of sample size determination, at least 357 samples are required for a
population around 5,000 with a confidence level of 95%. In this study,
purposive sampling was employed because the data collected from student
participants were for two purposes; to investigate their perspectives toward
the use of the coursebook and to explore the effects of the coursebook in
terms of learning outcomes (post-use evaluation). Due to feasibility issues in
the administration of pre-test and post-test, student samples were selected
by sections that they were registered in. These sections, however, were
purposely selected to represent all the 18 disciplines to which the course
was offered. All in all, 536 students (10.57% of the population) sat for pre-

test and post-test. Of these, 527 students completed the questionnaire and
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20 (seven males and 13 females) voluntarily gave in-depth interviews. These
20 students also represented three streams of disciplines: Sciences and
Technology (Faculties of Medicine, Pharmaceutical Science, Architecture,
Engineering, Science, and Allied Health Science), Business (Faculties of
Commerce and Accountancy, and Economics), and Social Sciences and
Humanities (Faculties of Law, Political Science, Communication Arts, and

Education).

Instruments
As implied by mixed method approach, a variety of research

instruments were used in this study for data collection.

1. Questionnaires

To survey users’ opinions on the coursebook, questionnaires were
administered to both teachers and students. The questionnaires administered
to the students consist of four main parts. The first part surveys background
information of the respondents, namely, gender, age, faculty, years of prior
English study, and self-assessment of four English skills. This is followed by
questions regarding students’ needs and goals in learning English. Part three is
the main content of the questionnaire which focuses on materials evaluation.
In this part, there are 15 questionnaire items concerning three main aspects
of materials: appeal, relevance and utility. These three factors are commonly
considered when designing materials as they are believed to attract and
maintain learners’ engagement with the materials (Dornyei, 2001; Brohy, 2004;
Tomlinson, 2010). Last but not least, part four of the questionnaire is open-
ended for further suggestions and/or comments. Similar to the student’s
version, there are three parts in the teacher’s questionnaire; one being
demographic questions such as gender, years of teaching, faculty taught, and
number of sections taught, while the other two parts comprise materials
evaluation questions and open-ended comments, respectively. The questions
regarding materials evaluation in both versions of the questionnaire are
identical, with exception of an additional question about teacher’s manual in

the teacher’s version. The students were administered questionnaires in Thai

ArwUSTAaY adudl 34 (2562) 13



to minimize the language barriers. However, the English version was
administered to the teachers as there were also some foreign staffs teaching
this course. Experts were consulted to ensure the validity of questionnaire
content and the consistency of translations. The questionnaire’s reliability

was confirmed by a Cronbach’s Alpha value of .89.

2. Interviews

In order to compensate for the questionnaires’ limitations in providing
rich and descriptive data (Dornyei & Taguchi, 2010), interviews were also
conducted with some of the students and teachers to further explore their
views on the coursebook. In addition, semi-structured interviews were
administered to three CULI instructors who were part of the materials
selection committee in order to gain insights of how this coursebook was
reviewed and selected as the main materials for the course. The participants
had options of giving interviews in English or in their mother tongue. Each

interview lasted between 20 and 40 minutes.

3. Pre-test and Post-test

To assess the impact of the coursebook on the learners’
development of English proficiency, the pre-and-post-test method was
employed. This followed Tomlinson’s notion (2003) that the impact of
materials can only be measured indirectly by implying from what learners
know/do not know or can/cannot do after using the materials. Computerized
Assessment System for English Communication (CASEC) was used to test the
English proficiency of the student samples from all 18 faculties. CASEC is an
adaptive computer-based English test that focuses on general communicative
skills and topics. The CASEC testing method was developed based on Item
Response Theory (IRT) which not only aims for high accuracy measurement
but can also be equated to other proficiency scores such as TOEIC
(www.global.casec.com). The justification for using CASEC as testing
instrument in this study was because the test is of international standard,
developed by an accredited organization (The Japan Institute for Educational

Measurement, Inc. (JIEM)), and the test content covers topics of general
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English which English Unlimited also focuses on. This coincides with
suggestion of Ellis (as cited in McGrath, 2002, p.198) that to measure the

learning effects, the learners should be tested in a parallel situation where

the similar knowledge/skills are required.

Data Collection

1.

During the third week of the first semester, student samples,
representing the 18 faculties, were asked to take the CASEC test of
their own volition. These students were informed of the purpose of
the study and the benefits of their participation and that anyone who
did not wish to do so would be excluded from the study without any
adverse effects. Later in the fifteenth week of the semester, students
were asked to sit for a post-test.

Three teachers who were part of materials selection committee were
interviewed individually during the semester, using the same set of
interview questions.

On the day that the students sat for the post-test, they were asked to
fill out the questionnaire. In that same week, questionnaires were also
sent out to Experiential English teachers.

After the final examination, 20 students who had left their contact
details on the questionnaires, indicating their willingness to provide
more perspectives, were asked to come in for interviews, as pairs or
small groups, using the same list of interview questions.

Seven teachers were interviewed individually at the end of the

semester, using the same guideline questions.

Data Analyses

The quantitative data, namely the questionnaire responses and

students’ CASEC test scores, were analyzed statistically. Meanwhile, the

qualitative data yielded by the semi-structured interview records were

transcribed and coded for emerging themes. Both students’ and teachers’

comments in the open-ended section of the questionnaire were also

analyzed qualitatively. Triangulation of different sources of data was
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conducted to ensure the trustworthiness of the analysis (Rallis & Rossman,
2009).

Results of the Study
In order to determine the value of English Unlimited, the results
obtained from the various sources will be presented according to the

purposes of the study.

1. Criteria used in selecting the coursebook

The findings from the interviews conducted with three members of
the materials selection committee suggested that the procedures for
coursebook selection were done strictly internally and informally among a
small group of academic staff. The materials selection committee appeared
to consist of selected instructors who either had been teaching Experience
English for numerous years or were seen as experienced members of the
teaching faculty. It was unclear how the initial process of coursebook
selection was conducted but it was revealed that the selection committee
were asked to evaluate the suitability of only two coursebooks.

Despite the lack of materials evaluation checklist, each member of
the selection committee came up with similar personal criteria to compare
the two coursebook finalists. The findings suggested that two standpoints
were taken when assessing the coursebook. The first was from learner’s
standpoint. The committee were putting themselves in first-year students’
shoes in order to find materials with appealing topics, relevant skills and

appropriate level of difficulty.

Committee Member 1: “As for content, | was trying to think of the
students — what they would be interested to read, relevant to their
lives, or appropriate to the modern world.”

Committee Member 1: “If you consider the skills offered in this
coursebook, | think students can use them. For their future study,
there’s this language function that they can use like expressing opinions
which they will need in EAP courses. The students will need to talk
about similarities and differences. Or even job interview [skills] is

something they will certainly need.”

16 PASAA PARITAT JOURNAL volume 34 (2019)



Committee Member 2: “As there were students from several disciplines,
an intermediate level of a coursebook was to be selected.”

Committee Member 3: “We aimed at the middle. If the students are
too advanced for the coursebook we chose, teachers need to give
them extra work. But if the students’ level of proficiency is lower than
the [level of] coursebook, teachers need to give them a little push to

reach that level.”

However, taking another standpoint as teachers/evaluators, the
committee members also assessed the materials in terms of potential usage.
While reviewing the coursebook, the committee members tended to visualize
the preparation and the implementation of the coursebook in the classroom
setting.

Committee Member 1: “| like the content of this coursebook because |

think it’s easy to lead in to the lesson.”

Committee Member 2: “I was trying to see whether the content can be

expanded into tasks.”

Committee Member 1: “As a teacher, | assessed whether there were

any [language] functions to teach - anything students should learn. It

would be good if grammar is in there. If exercises are included, it’s even

better. Then, there isn’t much else left to do.”

Committee Member 2: “This coursebook lends itself to interaction. It

encourages the involvement of learners.”

In summary, the committee found that, compared to the other
coursebook finalist, English Unlimited offered more practical, better-
structured, integrated activities for four skills which were easier to implement,
yet allowed possibilities for adaptation/expansion. In addition, there were
contemporary themes as well as vocabulary and grammar in context. Hence,
the book was chosen to be the main instructional materials for the
foundation course. However, it is worth mentioning that the committee
assessed the suitability of the coursebook as a whole. The selection of units
to be taught was decided later by another group of academic staff who were

involved in the administration of the course.
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2. Teachers’ and students’ appraisals of the coursebook
implementation

In this section, the findings from the analysis of students’ and
teachers’ questionnaire data, including their written comments in the open-
ended section, and verbal information collected during the subsequent semi-
structured interviews will be reported. As Tomlinson (2003) emphasizes, the
retrospective evaluation of materials mainly concerns the impact of such
materials on learners’ academic and affective development. Accordingly, this
section first presents the findings that deal with the motivational aspect of
the materials. That is whether the materials had engaged learners through
various affective domains such as relevance, utility and appeal (Brohy, 2004,
Dérnyei, 2001; Tomlinson, 2010).

In general, both students and teachers provided positive responses to
questionnaire items with regard to relevance of English Unlimited to the
students’ needs and real-life usage. Table 1 shows the views of students and

teachers on the coursebook’s relevance and usefulness.

Table 1. Views of students (Ss) and teachers (Ts) on the relevance and utility of

the coursebook

Statement Strongly Disagree Agree Strongly agree
disagree
Ss Ts Ss Ts Ss Ts Ss Ts

The content 2.8% 67.7% 63.64% 63% 18.18%

of the

coursebook

3.03% 23.1% 15.15%

was relevant

to students’

needs.

IlaEieelaiclgidy 2.47% 0%  13.09% 9.09% 74.95% 72.73% 9.49% 18.18%
of the

coursebook

was useful

and

applicable to

real life.
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As shown in Table 1, the majority of students and teachers surveyed
agreed that the content of the coursebook addressed the students’ English
learning needs and future application. This view was also supported by the
interview data.

Student 15: “The book helped me a lot with grammar because there

was an explanation of grammar at the back of the book so it’s useful
for me.”

Student 12: “I especially liked the writing part. | think | can really apply
it in my real life such as responding to emails and recommending
places to go.”

Teacher 4: “The good thing about this coursebook is that it covers all
four skills.”

Despite a generally positive review, it should be highlishted that
approximately a quarter of students did not think that the coursebook was
relevant to their needs. Some comments from the interviews also reflected
this dissatisfaction.

Student 13: “The content of the coursebook looks pretty much like

what I’d studied in high school - I thought I’d get to learn something

different at university level.”

Student 14: “I feel like what | actually need to learn isn’t in the

textbook. I’'ll just do some exercises and look at nice illustrations in the
book.”

Meanwhile, there were teachers’ concerns regarding the irrelevance of

some tasks and the insufficient attention paid to some necessary skills.

Teacher 1: “The grammar explanation for each unit was too short.
Although there’s more in the appendix, | still think it’s too little.”

Teacher 4: “The disadvantage of this book is that there’s so little
information about writing. It just gives you the finished product. | don’t

think weak students can produce one right off the bat like that.”

To investicate the appeal of the coursebook, a few essential
motivational factors were focused, namely variety, interest and challenge.

These factors are claimed to promote learners’ engagement and positive
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learning experiences (Dérnyei, 2001; Tomlinson, 2010). The survey results
regarding students’ and teachers’ appraisals on the appeal of English

Unlimited are presented in Table 2.

Table 2. Views of students (Ss) and teachers (Ts) on the appeal of the coursebook
Statement Strongly Disagree Agree Strongly agree
----
Ss Ts Ss Ts Ss Ts Ss Ts

There was a variety [ 0% 11.57%  9.09% 74.2% 69.7% 13.47% 21.21%

of content in the

coursebook.

There was a variety [¥ER 0% 20.3% 24.24% 704%  5455% 7.97% 21.21%
of activities in the

coursebook.

The content of 0.76% 3.03% 13.66% 9.09% 76.28% 60.61%  9.3%  27.27%
Unit 1 (Talented)

was interesting.

The content of 0.76% 0%  11.57% 33.33% 76.66% 54.55% 11.01% 12.12%
Unit 2

(Misunderstanding)

was interesting.

The content of 0.76% 0%  9.68% 21.21% T77.8% 57.58% 11.76% 21.21%
Unit 4 (Local

Knowledge) was

interesting.

The content of 0.76% 0% 11.4%  12.12% 74.38% 54.55% 13.47% 33.33%
Unit 6 (Virtual

World) was

interesting.

The level of 209% 9.09% 15.49% 15.15% 70.78% 57.58% 11.20% 18.18%
difficulty of the

coursebook was

appropriate.

As seen in Table 2, both students and teachers agreed that the

coursebook achieved its variety, through the topics more than it did through
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the activities. In general, both groups rated all of the four units studied in the
first semester favorably. It was apparent that the students enjoyed Unit 4 the
most (89.56%) and Unit 1 the least (85.53%) when combining the responses
for both ‘agree’ and ‘strongly agree’. Conversely, the teachers found Unit 1
the most interesting (87.88%) while Unit 2 appeared to be least favored by
the teachers, with 11 out of 33 responses (33.33%) cited disagreement. The

interview data were also in accordance with these results.

Student 17: “I like Unit 4 because | was able to learn about different
places around the world. It opened up my horizons.”

Student 13: “The content of Unit 1 wasn’t much about us. | don’t know
— it wasn’t interesting. Other units had current news or some interesting
places. This unit didn’t seem to have anything.”

Student 9: “This topic about talent, how practice makes perfect, seems
to be in all coursebooks. I've studied this same theme repeatedly so
many times. It’s just so popular as a topic that | found nothing new in
it.”

Teacher 1: “| think this topic [Unit 1] is good. Since these students have
just got into the university, | think they should learn about these things.
If they can apply them to their lives, they’ll be successful in their
studies.”

Teacher 3: “The topic [Unit 1] is good because it makes students aware
of themselves. It can be related to personal experience.”

Teacher 5: “It looked like Unit 2 hadn’t got much focus in terms of
content. | wasn’t really sure what it was about. | tended to teach more
about grammar in this unit. We didn’t discuss much about the theme of
the unit.”

Teacher 1: “It was difficult to teach Unit 2. The topic was rather
abstract. It was difficult to try to relate it to students’ lives. There
wasn’t anything to attract their attention; nothing like tourism [Unit 4]

or computer games [Unit 6].”

In terms of challenge, the majority of students surveyed (81.98%)
thought the coursebook level was appropriate for them. Likewise, more than
half of teacher respondents (75.76%) agreed that the coursebook provided

the appropriate level of difficulty. However, it should be noted that almost a
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quarter of teacher respondents indicated their disagreement with the level of
the coursebook (15.15% and 9.09% for ‘disagree’ and ‘strongly disagree’
respectively). The perception of ‘appropriateness’ may depend on the
proficiency of students who use the book, as seen in Teacher 2’s comment

below.
Teacher 2: “[The coursebook] isn’t appropriate for weak students. It’s
just too difficult. For the strong students, it’s okay; they could do it and
it was quite challenging for them. But for the weak ones, they would be

quite discouraged whenever they were asked to perform any tasks.”

Besides the affective impact, the learning impact of the materials both
in short-term (i.e. preparing for an exam) and long-term (i.e. developing
proficiency) was also evaluated by the students and the teachers. Table 3
shows the analysis of the responses to the questionnaire items regarding the

learning impact of the coursebook.

Table 3. Views of students (Ss) and teachers (Ts) on the learning impact of the

coursebook

Statement Strongly Disagree Agree Strongly
disagree agree

5.12%

6.06% 26%  36.36% 59.96% 54.55% 8.92% 3.03%
coursebook

facilitated

performance

on the exam.

The 284% 0%  1651% 21.21% 71.16% 7576% 9.49% 3.03%
coursebook

assisted the

overall

development

of English

proficiency.

Even though the questionnaire data shown in Table 3 revealed that
the majority of students (68.88%) and teachers (57.58%) could recognize the
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coursebook’s short-term learning impact, the percentage of respondents who
did not think that the coursebook had facilitated exam performance was
noteworthy (31.12% of the students and 42.42% of the teachers). The main
reason for this negative evaluation was perhaps because of the misalignment
between the coursebook’s content and the exam requirements. During the
interviews, both students and teachers made extensive comments with

regard to this issue.

Student 13: “What was in the exam and what we actually learned were
two different things. What was in the exam wasn’t there in the book.”
Student 6: “I felt that the exams focused too much on grammar which
the book didn’t have anyway.”

Teacher 2: “Although this coursebook offers integrated skills, | felt that
we focused too much on reading and writing because that’s how the
exam was.”

Teacher 4: “| don’t think the coursebook helped students much with
grammar. Most of them used the supplement worksheets to prepare for

this part in the exam.”

This negative review, however, should not be taken as an unfavorable
evaluation of the coursebook. Due to constraints in administrative feasibility,
the assessment format of the course focused on reading and writing skills,
including the test on discrete vocabulary and grammar items, rather than four
integrated skills as presented by the coursebook. The students had been
familiarized with the test format mostly through supplement worksheets;
therefore, they may not feel that the coursebook itself was much helpful in
this regard.

For long-term learning impact, the majority of both students and
teachers agreed with the potential of the coursebook in assisting the overall
development of proficiency. Despite this, some teachers still voiced their
concerns about the unequal distribution of skills focused in the coursebook
which, in their opinions, could lead to the development of one or two

specific skills, but not the overall proficiency.
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Teacher 6: “The skill that students most likely gain from this
coursebook is listening.”

Teacher 7: “It could develop some skills — not so much reading skill
though. But it’s probably good for [developing] listening skill. They
could also gain vocabulary and idioms.”

To sum up, a considerable number of students and teachers had
somewhat negative appraisals toward the coursebook in terms of learning
impact. These unfavorable views appeared to be influenced by a perceived
mismatch between the content offered by the coursebook and the

assessment format mandated by the course.

3. Effects of the coursebook on students’ learning

According to principles in retrospective materials evaluation, one way
to assess the effectiveness of learning materials is to measure the learning
gains (McGrath, 2002). In this study, Computerized Assessment System for
English Communication (CASEC) was employed as a measurement of
students’ English proficiency before and after the implementation of the
coursebook. There were 606 students who took the pre-test and 557 who
did the post-test. For the purpose of comparative analysis, data of only 536
students who completed both tests were included in the t-test analysis.

Table 4 compares the scores of pre-test and post-test.

Table 4. Comparison between pre- and post-test scores (N=536)

Part | (pre) 151.27  41.19 8 -3.300 .0

Part I (post) -----_
Part Il (pre) 14739  39.81 T -2385 .0

Partll (post) -----_
Part Il (pre) 157.46 4156 N -2.325 .020

Part Il (post) -----_
Part IV (pre) 133.13 4210 761 -3.135  .002

Part IV (post) -----_
Total (pre) 589.24 146.80  .929 -5.393
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As shown in Table 4, the pre-test and post-test scores in all four parts
of CASEC test differ significantly. In part 1, there is a significant difference
between the pre- and post-test scores (t = -3.300, sig =.001) in that the mean
score of the post-test is higher than that of the pre-test (M pre = 151.27, M
post = 154.90). The scores of part 2 are also different significantly between
the two tests (t = -2.385, sig =.017) in that there is an increase in the average
post-test score (M pre = 147.39, M post = 150.16). Similarly, the mean pre-
test score of part 3 differs significantly from that of the post-test (t = -2.325,
sig = .020) with the former being lower than the latter (M pre = 157.46, M
post = 160.23). Lastly, a significant difference can be seen between the pre-
and post-test scores of part 4 (t = -3.135, sig =.002) in that the mean score of
the post-test increases from that of the pre-test (M pre = 133.13, M post =
137.07). According to the statistical analysis, it can be concluded that the
English proficiency of the students have improved during the period of the

study.

Discussion

The findings from the study suggested the satisfactory evaluation of
English Unlimited in that the coursebook had made an impact on both
learners’ academic and affective development. Although the process of pre-
use evaluation of the coursebook was done informally and impressionistically
due to the lack of checklist, the results of post-use evaluation showed that
the selection was more or less reliable and valid throughout the
implementation and the impact stages.

Even though the committee did not conduct an in-depth evaluation
of the coursebook, three common aspects were found regarding the basis of
their judgements: interesting and relevant content, appropriate level of
difficulty and practicality for classroom teaching. The findings from this study
are in keeping with those criteria submitted by teachers in previous studies by
Kim (2002) and Sercu et al. (2004) in that motivational appeal and level of
difficulty of the coursebook were viewed as significant selecting criteria.
Despite not having any specified criteria to work with, the committee

members’ professional instincts seemed to accord with many established
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checklists. Mukundan and Ahour’s examination of keywords in materials
review checklists (2010, p.347) revealed that the most cited terms,
throughout the four decades from 1970s to 2000s, were students, teachers,
content, skills and practice, followed by concepts such as variety of activities
and exercises, interest, clarity, culture, layout and tests. It could be said that
the way in which the committee evaluated the coursebook by concerning
factors such as students’ interests and needs, relevance of skills and content
and practicality for teaching more or less served the same principles in
materials review as those of generic checklists. The practice of materials
evaluation without the proper checklist is not uncommon. McGrath (2013)
asserts that due to either (or combination of) time constraint, insufficient
training, or lack of confidence, teachers in most contexts could not achieve a
systematic materials evaluation. Instead, they often rely upon their own
instinct governed by teaching experience and sound understanding of their
own students.

In terms of users’ evaluation of the coursebook, despite a generally
favorable assessment in the survey, minor criticisms were made, during the
interview, against the relevance of the materials to the students’ needs and
the impact of the materials on both short-term or long-term language
development. These unfavorable appraisals were consistent with Tomlinson
and Masuhara’s (2013) evaluation conducted on a coursebook in the same
series, i.e. English Unlimited: Intermediate, which disapprovingly pointed out
its irrelevance of content to EFL contexts and its limited potential in
promoting the use of English outside class. The negative review regarding the
limitations of the coursebook in preparing learners for examination also
aligned with previous findings in Dat’s study (2008) that many Southeast Asian
teachers felt that commercial coursebook could not properly address the
demands of local examinations.

However, it may not be fair to judge the coursebook’s failure to equip
students adequately for the examination as its limitations. As mentioned
previously, there was a misalignment between the content of the coursebook
and the examination format. This situation left some teachers no choice but

to heavily supplement the skills that were the main focus of the test. By

26 PASAA PARITAT JOURNAL volume 34 (2019)



doing this, the teachers often had to sacrifice part of the coursebook content
which did not directly address the test requirement. The similar findings were
noted in Farooqui’s study (as cited in McGrath, 2013, p.173) where the
coursebook activities that targeted the oral skills were omitted in classroom
teaching because they would not be tested. Through the teachers’ practice
of reducing or omitting content, some students could not help feeling that
the coursebook was not necessary. This could arguably be a factor underlying
their negative evaluation of the coursebook.

Findings from the interviews also revealed different factors underlying
students’ and teachers’ attraction to the materials. Students’ comments
suggested that they favored the novelty of topics and personally-relevant
content. These support Domyei’s (2001) notion that a novelty element in
learning materials decreases boredom; hence, prolongs the learners’
engagement with learning, and materials that are related to the learners’
personal experiences are likely to intrinsically motivate them. On the other
hand, the suitability for classroom teaching served as a main criterion in the
appraisals of the coursebook content by teachers in this study. The focus on
practicality has consistently been one of the main criteria in teachers’
evaluation of coursebooks as seen in many previous studies (e.g. Kim 2002;
Masuhara & Tomlinson, 2008; Tok, 2010). The appraisals of students and
teachers emerged from this study highlight two different points of departure
when it comes to motivational factor in learning materials. For the students, it
seems that enjoyment was their main criterion for assessing the materials. In
their view, good materials should generate interest and promote an
enjoyable learning environment. On the other hand, the teachers seem to
place more emphasis on the value of the materials, both in terms of teaching
advantages (i.e. teachable content) and leaming benefit (i.e. knowledge/skills
enhancement). For them, the academic merit of the materials was as
important as affective appeal.

Lastly, although the CASEC results suggested that the student samples
in this study had shown improvement in their communicative skills after the
implementation of the selected coursebook, it may be premature to

conclude that English Unlimited had single-handedly enhanced students’
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proficiency. While it may be true to some extent that students’ measurable
learning gains can indirectly inform the impact of learning materials
(Tomlinson, 2003), it is argued that such gains may be promoted by outside
factors (McGrath, 2002). The exposure to and the practice of the target
language beyond the scope of the materials may have contributed to the
increased general proficiency of this group of students. Nevertheless, the fact
that the students scored the highest on the listening part of the test (CASEC
Part 3) may be linked to the focus of English Unlimited which has been
placed heavily on listening skills. Provided that the classroom teachers had
covered the listening activities as offered in the coursebook, it could be
surmised that the exposure and practice of such skills mandated by the
coursebook had assisted the students’ development of listening proficiency

as witnessed in CASEC test results.

Limitations

While the research findings provide useful insights into the issues of
materials evaluation, the limitations presented here should be taken into
consideration. First of all, the samples of students in this study were not
achieved randomly and the return rate of the teacher’s questionnaire was
relatively low. These may result in some groups of population being
underrepresented. Secondly, as the interviews were based on a voluntary
basis, student interviewees did not represent all the faculties. Likewise, the
group of teacher interviewees did not include native-speaker instructors.
Nevertheless, views of the latter were expressed in written form and also
considered in the analysis. All in all, this limitation was not believed to
severely affect the integrity of the findings as the interview data only permit
an in-depth investigation of the issue but do not aim at generalisation.
Another limitation of this study may have been a result of the questionnaire
design which overlooked the information regarding students’ previous use of
coursebook and teachers’ background in materials development as these two

factors could have influenced their perceptions of the current coursebook.
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Implications and Recommendations

The findings from the study highlisht the value of conducting
comprehensive materials evaluation involving multiple perspectives in that it
provides a better understanding of how the coursebook is selected and how
effective it is in a real setting. To ensure a systematic appraisal and
comparison, it is recommended that pre-use evaluation involve a checklist
(McGrath, 2002). Moreover, the checklist evaluation should be accessible by
all teachers who will be using the materials (Garton & Graves, 2014) and
applicable to all materials available in the market. In this sense, it may be
more feasible to conduct rounds of evaluation where checklist is used to
narrow down choices from generally acceptable materials to highly suitable
ones (see Kim, 2002). The checklist itself can be adapted from those
proposed by experts (see Mukundan & Ahour, 2010 or Huang, 2011 for a
review of checklists) or created to embody features specific to a certain
context. Likewise, all stakeholders namely administrators, teachers and
students can be included in the process of developing the checklist to ensure
the validity of the criteria. Regardless of checklist type, it is imperative that
the evaluators be trained how to use it (McGrath, 2002).

While it may not be feasible to involve the voices of learners in the
initial selection of a coursebook, the next step in the materials evaluation
process which warrants the continuation of such materials can be designed to
include learners’ opinions. As teachers are implementing the materials in the
classroom, it is suggested that they also conduct an in-use materials
evaluation to see whether the selected materials really ‘work’ in the actual
classrooms (Ellis, 1997; Tomlinson & Masuhara, 2007). Learners are involved in
this process in two levels. Firstly, their performance on the actual
tasks/activities and their learning gains as a result of engaging in the activities
is to be observed (Ellis, 2011). Secondly, the views of learners on the
implementation of materials are to be collected. This can be done quickly by
having them rate their gratification after each class (Ellis, 1997) or
comprehensively through learner diaries (McGrath, 2002).

The involvement of learners can also be extended into post-use

materials evaluation process, as seen in this study. In addition to opinions of
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teachers who have implemented the materials in the classroom, views of
learners, i.e. persons who are directly affected by such implementation, can
confirm the valid selection in the pre-use step. Furthermore, the academic
gains achieved by learners can support the value of the selected coursebook
as learning materials. Nevertheless, there may be numerous factors that
influence learners’ academic achievement. Instead of focusing solely on test
scores, it is recommended that other “soft” gains such as motivation, attitude
and self-confidence be assessed as well (McGrath, 2002, p.199).

Concluding Remarks

As a result of the satisfactory evaluation, English Unlimited was
continued as the main coursebook for Experiential English for four more
years. The Department of Academic Affairs had taken on board comments
from both teachers and students in terms of assessment format and future
selection of coursebooks. Recently, a new coursebook has been adopted for
this foundation course. The selection process involved a larger pool of
materials and a checklist for evaluation. The findings from this research have
raised awareness in the selection of commercial materials to be used in the
existing syllabus and the alignment between the materials and the

assessment.
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Abstract

This study aims to explore the English language policy of a Thai
government organization and the problems concerning the policy and
practice in government working contexts. The data were collected via semi-
structured interviews with eight civil servants from the Ministry of Labour: four
civil servants from senior level and four civil servants from operational level.
It was found that the current problems related to English language policy in
the government organization are a lack of English skill practices and language
management. The Thai civil servants were well aware of the significant role of
English in a government work context and their English skills should be
strengthened. The study contributes to an understanding of Thai civil
servants’ views on the importance of English skill development. English
training programs would bring all the civil servants to a higher level of English
proficiency and bridge to their use of English for professional development
and everyday life. Besides, encouraging the Thai civil servants to develop their
English skills should be strongly supported and linked to the English language

policy of the organization.

Keywords: English language policy, Thai civil servants, government

organization, English for professional development
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Introduction

Globalization has integrated the world, with countries coming together
to form a single global economy, and people communicating and receiving
news directly from different corners of the world via the Internet. These
activities tend to use English as a lingua franca or a common language of
communication. In the present day, English is wildly used in various contexts
such as business, society, culture, education, and international politics.
English is the most taught foreign language in the world and has been used
extensively (Yano, 2009). Moreover, English is progressively becoming the
significant language of scientific research and academic papers worldwide
(Farrell & Martin, 2009).
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English has been the main foreign language taught for at least 50 years
in Thailand (Darasawang & Todd, 2012). In 1999, the Ministry of Education
reformed the National Education Act for improving education standards and
aimed to complete internationally in English skills (Kaur, Young & Kirkpatrick,
2015). However, the Education First’s 2017 report remarked that English
proficiency of Thai people is in very low ranking, standing at the 53rd out of
80 countries around the world and the 15th out of 20 countries in Asia.
Remarkably, Thailand’s English proficiency remains low despite the country’s
large tourism industry. English is used by urban middle class not Thai society
in general (Keyuravong, 2015).

Although Thailand puts an effort into education reformation, the poor
result of Thai people’s English proficiency remains an issue, and an education
problem has been the primary issue. Most Thai media and news direct their
attention towards an educational policy for taking responsibility for the
education problem. Many studies have found that a lot of problems exist in
the education system of Thailand. English teaching in Thailand is largely
unsuccessful because of poorly-trained teachers, poorly-motivated students,
and infrequent opportunities for exposure to English outside of class time
(Num-ura, 2013).

Thailand has set national standards and curricula which include four
broad goals for English: effective communication, understanding of cultures,
linking foreign languages to the content of other subjects, and applications
outside classrooms (Darasawang & Todd, 2012). It would seem that the
English educational policy in Thailand is relatively appropriate and was
established as it should be. However, the policy implementation remains
problematic. Due to the decentralization of central power to regional areas,
schools in remote rural areas are expected to design their own English
learning materials based on the needs of local communities. In particular,
many teachers do not have sufficient skills necessary for designing effective
teaching materials (Darasawang & Todd, ibid.). As a result, the educational
policy has been criticized broadly for resulting in low English proficiency.

Nevertheless, it seems to be a one-sided perspective to say that the

cause of Thai people’s low English proficiency is the result of the only English
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education policy. Regarding the theory of Spolsky’s tripartite language policy,
a language policy features three interrelated components: language practices,
language beliefs or ideology, and language management (Spolsky, 2009). The
most important element is language practices which are observable behavior
and choices - what people do in real life situations. Language beliefs or
ideology is the values or positions assigned to name a language, varieties, and
features. Language management is the operational attempt by the authorities
to adjust beliefs and practices. Hence, education is only one element of a
language policy and the most important aspect is language practices.
Accordingly, without language choices there could be no language beliefs or
language management (Baker & Jarunthawatchai, 2017). Therefore, it is an
oversimplification to denounce only educational policy on this matter.

Low English proficiency of Thai people can be an issue relating to
Thailand’s education policy promoting English as a foreign language and a
compulsory subject for all education levels. This is why education is the first
factor to which is attributed overall low English proficiency. However, two
important components of a language policy: language practices and language
beliefs, are also significant as previously mentioned. Moreover, Ricento (2006)
stated that a language policy is a field of research which considers and
explores the interaction of theory with practice. Research in a language policy
can explain the relationship between language practices in different contexts,
or the effects of the policy implementations in various aspects, such as
cultures, races, regions, and politics. To support this, Schiffman (1996) stated
that a language policy is ultimately grounded in a linguistic culture which
involves administrations, constitutions, belief systems, religions, attitudes,
cultural systems, stereotypes, and ways of thinking about the language.
Simply put, the study of a language policy necessarily involves the
sociocultural background of the community (Schiffman, 1996). Furthermore,
McCarty (2011) characterized a language policy as a complex sociocultural
process which is a human interaction, negotiation, and production vis-a-vis
the supremacy. The view of a language policy is not as simple as top-down or
bottom-up, but it is multi-layered and people in a community need to be

involved (McCarty, 2011). These two concepts show that a language policy is
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not only an administrative tool, but also a social construct involving various
levels of a society from an upper level such as a government, an
organization, and a schools down to an individual family. Regarding this, a
focus only on education does not cover the overall issue as shown in the
study of an English language policy. Other factors should be concerned.

A government sector is regarded as the most significant mechanism of
a country. A government policy sets the direction of the country, and
government agencies are the core mechanisms to drive the government
policy. Civil servants or government officers are those who work for public
services and related jobs under the government agencies. Unavoidably,
English plays an important role in the government affairs. Typically, a civil
servant is regarded as a representative of the country to international
meetings or conferences in which English is the main language for
communication. Likewise, domestic public services in various areas such as
tourism and travel-related services nowadays also use English for successful
business interactions with foreigners. Moreover, adequate civil servants’
English skills can be viewed as an essential professional aspect for those who
wish to serve the public. However, there has been little research into English
language policy in Thailand, particularly in the field of an English language
policy in government organizations.

This study aims to explore the Thai civil servants’ views on current
problems concerning the English language policy under the framework of
Spolsky’s tripartite language policy theory. The objectives of this study are to
explore views of the Thai civil servants on the current problems of the
English language policy in a government organization and their use of English
in workplace, as well as the development of their English language
proficiency.

Methodology

This study concerned reflections of the Thai civil servants towards the
English language policy more than the policy itself. Their beliefs, perspectives,
or practices regarding the English language policy were investigated. The study

relied on interpretive and critical perspectives. A qualitative research design
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was employed and the Spolsky’s tripartite model (2009) was adopted as the
conceptual framework of the study.

Eight Thai civil servants of the Ministry of Labour were purposively
selected. They were chosen according to their duties and responsibilities in
the foreign relations division and other divisions which also need English for
communicating with foreigners. All the participants could be divided into two
groups: four from a senior level (policy makers) and another four from an
operational level for cross-checking results.

The participants are anonymous and coded as follows:

- Participants from a senior level are SL1, SL2, SL3, and SL4

- Participants from an operational level are OL1, OL2, OL3, and OL4

The study is qualitative in nature. The sample size is small because
the qualitative research is more concerned with meaning, not making
generalized hypothesis statements, and following the concept of data
saturation (Cresswell, 2013). Thus, semi-structured interviews were used as
the source of data collection. Data collection was conducted at the Ministry
of Labour via individual face to face semi-structured interviews. Audio was
recorded throughout each interview. Moreover, respondents’ reactions were
observed and note-taken during the interview. The interview questions were
developed based on Spolsky’s tripartite model (2009) including the general
situation of English. There are four parts to the interview questions.

The interview started with asking the respondents’ views of the
general situation of the English language in Thailand with two main questions:
1) What are the main causes of low English proficiency of the Thai civil
servants?; and 2) What are the obstacles that give rise to the Thai civil
servants’ English inefficiency? The second part focused on their views about
the language ideology. The third part emphasized the language practices. The
respondents were asked to elaborate their routine work in relation to the use
of English. The last part of the interview concerned the language
management in relation to how the English language influenced members of
the government organization. Moreover, before ending the interview, the

respondents were asked to give suggestions and advices on how to develop
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the English proficiency of the Thai civil servants. Each interview lasted
approximately one hour.

The transcription of the recorded interviews was carried out
immediately after each interview was completed. Then, it was supplemented
with the researchers’ reflections on the data obtained as well as the
respondent’s reactions which were also written down for the data analysis.
The data were collected in Thai; thus, translation-related issues were of
concern. The justification of ensured validity and reliability were also carried
out by sending the interview transcriptions back to all the respondents for
member checking. Moreover, the data categorization was discussed with an
expert in TESOL. For ethical consideration, the notion of the informed
consent was prepared, and all the respondents’ names and their personal

information were not revealed.

Findings
1. General Situation of the English language in Thailand

All eight respondents agreed that Thais are not proficient in English
for many reasons. It was apparent that English learning was an investment
requiring a high capital input from parents who wanted their children to be
fluent in English. The education standard was very different, especially in
English learning, when comparing public schools and private bilingual schools
or schools in urban and suburban areas and those in the country. In public
school, students started learning English at grade five while in private bilingual
school they could learn English along with the Thai language from
kindergarten. The tuition fees of private bilingual schools was significantly
more than public schools. Consequently, this resulted in the rise of education

inequality. As one respondent stated:

“Education inequality has always been existed in Thai society,
particulrly in Bangkok. When | was a child, | wanted to study in a
bilingual school which was closed to my house. Their English course
books were very beautiful with four-color-printed. They looked

fantastic to me at that time. Unfortunately, my parents could not
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afford it, so | had to attend a public school where | started to learn

English at grade five with plain black and white course books.” (SL1)

Moreover, all of them referred to education quality, mentioning that
the English curriculum emphasized grammars more than conversations. Many
Thai students lacked an opportunity to use English in their daily life and only
studied English in the classroom with little skill practices. In addition, children
had never been encouraged to be confident in using English in real-life
situations; as a result, many of them were diffident and had less confidence
when talking with foreigners. Additionally, some respondents pointed out that
Thai behaviors, to some extent, may cause low English efficiency. For
example, some who tried to speak English like native speakers were usually
accused of being insincere and unnatural.

Many obstacles held back the civil servant respondents from
developing their English skills — having Thai as a primary language choice,
having less opportunities to use English in working situations, being
disincentive to practise English, and feeling insecure and anxious of making
mistakes when using English. On the other hand, when their jobs as civil
servants did not relate to the English language and did not provide them
more chances of communicating in English, they tend to lack English practices
and be afraid of making mistakes when using English. As a result, they
considered it easier to avoid using the language. Although many realized that
it would be better if they could use English confidently, their motivation or
ambition may not be strong enough to push them out of their comfort zone.
For instance, a respondent from the operational group accepted that when
she needed to read a report from international news, she usually selected a

Thai-translated version. As she explained:

“I was studying English since kindergarten which is earlier if compared
with other children. However, after | graduated, | have never used
English at work or in my daily life. So it’s very difficult for me to
communicate in English now. | strongly believe that language practices
are a very important factor for supporting people to have better
English language skills.” (OL2)
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2. Language Beliefs or Language Ideology

When asked about the Thai language and their national identity, some
of the respondents agreed with the statement: “The Thai language
represents a national identity, and Thailand has never been colonized by
the western countries.” This may be one of the causes resulting in the
current problem that Thai people were not proficient in English. However,
these Thai government officers did not perceive English as a language of a
colonizer, but the language for business communication. Thus, the Thais’
perceptions towards English has changed significantly. Therefore, all eight
respondents did not take this proposition seriously or did not consider the
above statement as a typical excuse of those who lacked English skills in the
present day. Besides, a national language was linked to a national identity
which was the pride of the nation. Nevertheless, all of the respondents gave
a view that only learning English as a foreign/second or even a third language
did not affect to the perceptions towards the first language. In this regard,
learning English did not have any effects to learners’ Thai national identity. As

one of them elaborated:

“Thailand cannot stand alone in the world economic. We need to
do business and interact with people from foreign countries and
use English as a medium of communication. For a national identity,
we can use English to present our Thainess to the world and | think
it’s not bad in this way.” (OL3)

That is to say, the respondents strongly disagreed that colonization by
Western countries was a major cause of English insufficiency among Thais.
They viewed that learning English a second/foreign or third language was not
related to a national identity. It was definitely not the cause of having low
English efficiency among Thais. As one emphasized: “Even though | speak

English fluently, it doesn’t mean that my Thainess is less than others.” (SL3)

3. Language Practices
All the respondents had different duties at work; some worked

directly with international agencies or had more opportunities to interact with
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foreigners in English than other respondents. Nevertheless, all of them
accepted that their English skills were insufficient for the government work
context. In addition, English had a lot of influences on every work position in
the government organization, not only on those who worked in the foreign

relations divisions. As one respondent explained:

“In my view, English has a big influence on our department. We
need to interact with people inside and outside the oreanization.
Now many organizations have many foreign workforces, so it is
undeniable that English becomes important in workplaces. In the
past, we could simply use an English-written brochure to give
information to foreigners, but now it is not enough. Many of the
foreign people need to know more in detail and communication in
English is really necessary. Thus, English is very important as it can

help us to work successfully.” (OL3)

All the eight respondents insisted that the English skills of Thai civil
servants could be developed. However, only short training programs were
insufficient to improve their English language skills. General English training
programs did not meet the different language needs of each civil servant. As

one described:

“We have different types of job, so | think the different skills should
be developed. Moreover, it cannot be short-term courses which last
only 2 or 3 days. It should be continuing courses which can be linked
to the application to our jobs. For example, some people are
working with documents and they rarely meet and talk to foreigners,
so other English skills, like reading and writing, should be developed.
However, most of the programs now are only about general

conversation or basic conversation for beginners.” (OL2)

However, many respondents said that offering long-term English
courses may be difficult to organize because of annual budget allocation

which may create uncertainty.
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4, Language Management

When the respondents were asked to give views on the English
language policy of the organization, the word “unclear” was derived from all
of them. The most important reason they referred to was the concern about
the annual budget, which did not include the English language development
for the government officers. Besides, most training courses needed to wait for
the left over budget as it was not considered as the first priority of the
organization’s annual plan. Some respondents revealed that actually it was
not only because of the budget, but the high-level policies and the policy
implementation. At present, the English skill practice of the government
officers is a matter of individuals’ interests. The officers who wish to develop
their English skills must try to achieve themselves. With the exception of
learning via the education system and some training programs, there are no
other supporting policies to inspire or motivate people for English skill
development.

In response to the issue of implementing English as a second language
in Thailand, all the respondents reacted that it would be beneficial if the
English language were implemented as a second language. Nevertheless, they
considered that it could not happen in the near future. Over time, English has
played an increasingly important role in Thailand. The perception of Thais has
changed from English being the language of a colonizing country to being the
language of business, technology, education, or more recently even politics.

As one of the respondents explained:

“Sometimes we do not realize that English has influenced on our
lives more than we think. It is not just important to know English
nowadays, but it is essential. Therefore, | believe that there are
more advantages than disadvantages to set English as a second
language in Thailand.” (OL2)

Although all the respondents agreed that implementing English as a
second language in the Thai context was a good idea, they suggested that
this issue should be a lot more considered before being implemented by the

policy makers.
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To improve the Thai civil servants’ English skills, the government
should have a clearer English language policy or should set the English
language skills development as part of the national agenda which is related
to other policies focusing on improving English language skills of Thai people.
Thai people, including those in the government organizations, should be
inspired and encouraged to continue developing their language skills by giving
more wages, work incentives and/or promotions as one of the core
competencies for their career paths. In addition, coaching systems and English
language guidelines for each work position were recommended. Furthermore,
some civil servants needed to change their mind set towards the English
language. They should instead consider English not as a special feature, but
as an essential tool for work and everyday use. Therefore, the awareness of
English language development could be raised.

Discussion

According to Spolsky’s tripartite model (2009), a language policy
features three interrelated components: language practices, language beliefs
or ideology, and language management. From the current study, it was found
that there were some problems in each of the three components of the
language policy, particularly the language practices and the language
management, and few problems concerning the language beliefs.

For the language beliefs, Thais give a priority to the English language
compared to other languages taught and used in the Thai context. During the
interviews, all eight respondents reflected that English competency in an
organization could benefit the organization’s image. They considered English
competency as a professional tool which they, as the Thai civil servants,
should acquire. However, one respondent shared her experiences while
studying in school, stating that many students were afraid of speaking English
even in English class with the mindset that those who pronounced words like
native speakers were overacting. Nevertheless, in a professional setting, Thais
who are fluent in English are commonly perceived as well educated and
professional people. This is also regarded as a positive image for their working

life. Therefore, most Thais have positive views towards the English language.
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Another important point of discussion is that language practices are
language choices. Obviously, the Thai language has been used widely across
the country. In contrast, the English language is only one subject taught in
educational settings. English can be found in popular tourist areas such as
Phuket, Chiang Mai, Pattaya, Silom and Khaosan roads. Therefore, those
involved in the tourism industry or working with multinational companies use
English in their working life. The issue of language practices has been a major
problem of the English language policy in Thailand. It is comprehensible that
when people have choices, they will typically choose an easier and more
convenient way. Thus, Thais need to be motivated to change and this can be
made possible through language management.

Language management is also a major problem of the English
language policy. Regarding the written policy, teaching of English as a foreign
language has been written into the education policy. There are national
standards and curricula in which English, along with other languages, has been
set into four broad goals: effective communication, understanding of culture,
linking foreign languages to the content of other subjects, and application
outside classrooms (Darasawang & Todd, 2012). It is assumed that the English
education policy was appropriately established. However, the policy
implementation remains a problem. Because of the decentralization of
central power to regional areas, schools in remoted areas are expected to
design their own English learning materials based on the needs of local
communities. However, some teachers lack sufficient skills to design effective
teaching materials (Darasawang & Todd, ibid.). Therefore, educational policy is
a basic starting point for Thai students. The policy which has not been
implemented properly may be the cause of education inequality.

Previous studies focusing on the English education policy revealed
that the policy implementation was a major problem. This present study,
despite having a focus on a government organization, also confirms the same
results that the policy implementation is a critical issue. In addition, the
English language policy of the Thai sovernment organizations is uncertain and

intermittent. Subsequently, this can be resulted in the Thai civil servants
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working for the government organizations who could be inactive in the
English skill development.

Moreover, the English language policy in the Thai government
organizations was not well-defined. Although the English competency of the
Thai civil servants was written into the job description of every work position
in the organizations, it was apparent that the policy could not be
implemented effectively in practice. This was similar to the policy to drive for
annual training programs of English skill development. However, in practice,
the training programs were often not arranged according to the plan because
of inadequate budgets. That is why all eight respondents pointed out the
same critical issue that the English language policy of the government
organization was unclear.

Importantly, the English educational policy should be implemented
relatively to other policies of the country in order to improve Thais’ English
proficiency. Paradoxically, the Thai government has realized the significance
of English vis-a-vis globalization although they lack a notable policy. The
development of English skills has not been mentioned in any national
policies although the Article 34 of ASEAN Charter stipulates that “the working
language of ASEAN shall be English”. ASEAN launched ASEAN Community in
2015; however, nothing has changed in terms of English language policy in
Thailand. However, in 2010 the Minister of Education suggested that English
should be made as the second official language, but the proposal was
withdrawn the next day on the grounds of national security and identity
(Darasawang & Todd, 2012).

Currently, English skills practice of Thais has been considered an
individual interest. English skills practice of the Thai civil servants is also a
matter of individual interest. The government officers who wish to develop
their English skills must try to achieve it on their own. With the exception of
learning via the education system and some training programs, there are no
other supporting policies to inspire or motivate Thais to pursue English skill
development. In this sense, some Thais can effectively communicate in

English, while most Thai people cannot communicate in English at all.
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Because they chose Thai, they do not feel English is essential for their
everyday life.

The results of the study show that the Thai civil servants were well
aware of the importance of English in their government workplace. The
English language has had an influence on the government work context over
a long period of time; nevertheless, Thailand has not been colonized by any
Western countries. Almost every ministry has some connection with
international agencies and the system of Thai law is also based on
international standards. Many Thai regulations were drawn from the law of
developed countries such as the U.S.A,, the UK., and Australia. The first draft
of Criminal, Civil and Commercial Codes were in English and translated into
Thai by the Ministry of Justice, which was first established in 1892 (Powell,
2012). Moreover, Thailand is a member of many international agencies and
has ratified many international conventions which have to follow
international standards and submit a country report to the international
agencies regularly. Therefore, English is not an option but a required tool for
government work contexts. The Thai civil servants, in this regard, need to be
effective in English language use for enhancing the government working
standard.

From the study, it is apparent that the civil servants are conscious of
the significance of the English language use and realized that their English
skills should be improved. Consequently, the language management at the
national level should be the focus because only the top policies, such as
national policy, can be enforced at all levels in order that there is a change in
language practices and beliefs (Spolsky, 2009). English language development
should be mentioned in the national agenda to raise public awareness and
connect with related policies across sectors. Language development is one
part of human resource development which needs a long-term plan and may
require a significant proportion of the budget. However, the sustainable
development of the country starts with human development and language

development is an investment that will return dividends over the long term.
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Implications

The results of this study contribute to further development of English
skills and proficiency of civil servants in government organizations. The English
language skills of civil servant should be promoted and supported by
providing continuing English training programs with monitoring and evaluation,
providing guidelines for English language use for each position in
organizations, and developing an English language coaching system. Moreover,
this study also raises awareness of Thai civil servants and policy makers who
are in charge of language skill development along with professional
development of the civil servants. From the study, these civil servants may

be better aware of the significance of having good skills of English at work.

Limitation of the Study

This study has been limited by time and that it was conducted only in
the Ministry of Labour. Only data from the interviews were considered. In
future studies, the full range of government plans and policies concerning
human resource development should be considered and other government

organizations should be investigated.

Conclusion

This study presents another aspect of English language policy, that is,
the policy in a governmental work context through the lens of the Spolsky’s
tripartite language policy model (2004, 2009). The study aims to explore the
current problems of English language policy in a Thai government
organization, to study the views of civil servants on the English language use
and English language policy in the government organization and to find
suitable solutions to develop English language proficiency of civil servants.
The data were collected by interviewing eight participants from the Ministry
of Labour and the semi-structure interview was employed.

The results reveal that the respondents have very few different views
on English. They agree that Thais have insufficient English and English is very
important and plays a significant role in government contexts. The main

problem is English practice in real life situations. Many Thais do not have
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opportunities to use English outside the classroom or in workplaces.
Moreover, language management is also unclear. Although English has been
mentioned by the Prime Minister several times, stating that Thais should
improve their English skills, and some mobile applications have been
developed for self-learning, in this sense, it is considered an individual
interest to practice English. The policy at national level should encourage
English. Therefore, the Thai government should seriously give priority to
English by specifying that each sector must use English along with the Thai
language, making English more engaging with real-life contexts, creating
systematic English training programs which can respond to different working
requirements, and encourage Thais to develop their English skills by giving
some incentives or special promotions. Moreover, English should be included
as part of the national agenda to receive public attention and be connected

to other policies.
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Motivational Factors and Job Satisfaction of EFL Teachers

at the Tertiary Level in a Thai Context

Narisa Jitpraneechai

Chulalongkorn University Language Institute

Abstract

This research aims at examining teachers’ motivational factors by
looking at job satisfaction of university teachers teaching EFL in a Thai context
and giving suggestions to maintain and enhance teacher motivation level. The
questionnaires containing closed and open-ended statements were used to
gather the quantitative and qualitative data from two groups of respondents
consisting of 28 Thai and 21 native speakers of English (NS) who were full-
time EFL teachers at universities in Thailand. The results from the
questionnaires revealed that both groups of EFL teachers were mainly
motivated by intrinsic factors, especially those related to students such as
imparting knowledge and helping students to succeed. On the other hand,
issues related to institutional support such as unfair treatment, unclear rules,
and muddled communication were found to be major demotivators. The
results are further discussed in relation to the Self-Determination Theory
(SDT). Based on the findings, recommendations for maintaining and enhancing
teacher motivation level are made; so too are limitations of the study and

suggestions for future research discussed towards the end of the paper.

Key words: teacher motivation, job satisfaction, intrinsic motivation, extrinsic

motivation, Self-Determination Theory
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Introduction

Motivation has been one of the most popular subjects in
psychological and educational research, and the issue of second language
(L2) motivation has been relatively widely researched. Many studies (e.s.
Doérnyei, 2001; Gardner & Lambert, 1972; Lambert, Gardner, Barik, & Tunstall,
1963) underscore the significance of motivation and its impacts on successful
second language acquisition (SLA). In the L2 context, most of the attention is
paid to learner, rather than teacher motivation (Dérnyei & Kubanyiova, 2014)
although teacher motivation is considered "one of the most important factors
that can affect learners' motivation to learn" (Dérnyei & Ushioda, 2011, p.
158). Previous studies have shown a strong connection between teachers' and
learners' motivation and academic success (e.g. Ddrnyei, 2003a; Dornyei, 2005;
Kassabgy, Boraie & Schmidt, 2001). Dornyei (2001) also notes that teachers'
level of motivation is "infectious" (p. 50) as it affects students' commitment to
their learning. Despite its importance, there is still a scarcity of research on
teacher motivation, especially that of L2 teachers (Hastings, 2012) when
compared to learner motivation.

Therefore, this present study looks into the motivational factors of
Thai and native speakers of English (NS) teaching EFL at different universities
in Thailand to explore the issue further to gain more insights into EFL teacher
motivation in a Thai context. With this in mind, this research aims to examine
factors that motivate and demotivate L2 teachers. It attempts to address the

following questions:

1. What work-related aspects are regarded as important and
unimportant among the Thai and NS EFL teachers?

2. What work-related aspects are regarded as satisfactory and
unsatisfactory in reality among the Thai and NS EFL teachers?

3. What factors do the Thai and NS EFL teachers find motivating and
demotivating?

4. What could be done to improve the motivation of the Thai and
NS EFL teachers?
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Literature review

Definition of motivation

Motivation is a complex issue. Many scholars have come up with
different theories which offer different views about it. According to Doérnyei
(2001), motivation causes humans' actions and determines how much they
want to pursue something and how far they can stay engaged in an activity.
Being self-motivated and curious makes humans strive to improve their
knowledge and skills and commit themselves to doing something (Ryan &
Deci, 2000a). In brief, motivation is the force driving human behavior and
keeping them engaged in something. Early studies on teacher motivation
were done after the community started to realize that teachers' levels of

motivation could greatly affect students' motivation and performance.

Job satisfaction and teacher motivation

The concept of job satisfaction and motivation is usually closely
linked as both have an influence on each other (Dinham & Scott, 1998). While
motivation generally refers to a stimulus for human action, satisfaction is a
product of action. Teacher job satisfaction refers to “a function of the
perceived relationship between what one wants from teaching and what one
perceives it is offering to a teacher” (Zembylas & Papanastasiou, 2004, p.
359). Job satisfaction occurs when job-related needs are satisfied, while
dissatisfaction arises when such needs are not fulfilled (Evans, 1997).
Researchers have been interested in studying factors affecting ESL/EFL
teacher motivation (Erkaya, 2012). Motivational factors have been examined
through the perspective of satisfaction teachers have with their job, which
implied the interrelatedness between motivation and job satisfaction. An
early work by Hill (1986) highlighted that teacher job satisfaction should stem
from not only intrinsic factors like the inherent joy of teaching itself, scholarly
success, and creativity, but also external factors like salary, fringe benefits,
administration, and relationships with colleagues. However, several previous
empirical studies on teacher motivation and job satisfaction (e.g. Dinham &
Scott, 1998, 2000; Kassabgy et al., 2001) have highligshted the dominance of
intrinsic factors as primary sources of teacher motivation over extrinsic factors.

Nevertheless, extrinsic factors were believed to be major causes of teacher
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job dissatisfaction. The distinctions between intrinsic/extrinsic motivation and

their pivotal roles in teacher motivation were discussed in the next section.

Self-Determination Theory (SDT)

To better understand the nature of motivation and draw basic
distinctions between intrinsic and extrinsic motivation and the roles they play,
Deci and Ryan’s (1985) Self-Determination Theory (SDT), which is claimed to
be one of the most influential motivation theories (Winn, Harley, Wilcox &
Pemberton, 2006), is adopted. According to Ryan and Deci’s (2000a), intrinsic
motivation refers to “the doing of an activity for its inherent satisfactions
rather than for some separable consequence” (p. 56). It generally refers to
doing something for inherent satisfaction and joy in performing a certain thing.
It is arguably an initial push that brings teachers to the teaching career, and it
plays an important role in retaining them in the profession. Deci and Ryan
(1985) put forward that intrinsically motivated behavior is closely related to
three fundamental needs of humans: autonomy, relatedness, and
competence. Teaching is a profession that provides practitioners with
opportunities to meet these needs, especially the first two, as they usually
have a fair amount of autonomy in teaching and work intensively with
humans such as students and coworkers (Dornyei & Ushioda, 2011). Freedom
to do what they see fit to help learners achieve goals, the joy of pursuing
purposeful activities, and the love of the language are good examples of
factors contributing to increased intrinsic motivation, which could be one of
the reasons why practitioners in the teaching profession tend to forgo
financial rewards (Hastings, 2012) and be able to stay in the profession for
many years.

In contrast, extrinsic motivation occurs when one performs an activity
for a separate outcome such as tangible rewards (e.g. pay and trophies) or
psychological rewards (e.g. praise, feedback, and recognition). According to
SDT, extrinsic motivation is believed to vary greatly in terms of autonomy
(Ryan & Deci, 2000b) (see Figure 1). While intrinsic motivation is associated
closely with internal feelings, extrinsic motivation is prompted by external
stimuli. It is worth noting that although intrinsic motivation is an initial

condition for someone to engage in doing something, many activities are not
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done out of intrinsic motivation alone (Ryan & Deci, 2000b). Oftentimes,
extrinsic motivation is necessary to maintain a person’s overall motivation
when intrinsic motivation becomes weaker, for instance, when activities are

not interesting or enjoyable (Niemiec & Ryan, 2009).

Extrinsic
Motivation

| [
i [ [

Amotivation External Introjection Identification Integration Intrinsic

External Internal

i
i
i
| Regulation Motivation
i
i
|
I
! Controlled Autc us
(The process of internalization)
! |
Impersonal ! External Somewhat Somewhat Internal ! Internal
! 1

Figure 1 The self-determination continuum of human motivation (Ryan & Deci, 2000a, p. 61)

Instead of explaining motivation using the intrinsic/extrinsic dichotomy,
Deci and Ryan (1985) came up with an elaborate continuum of human
motivation and highlighted the dynamic nature of motivation. Figure 1 above
shows the continuum exhibiting various degrees of external and internal
control, ranging from amotivation (i.e. lacking an intention to act) on the left
to more active commitment and self-determination on the right. The nuances
of extrinsic motivation are captured through the concept of internalization,
which is instrumental in a shift from a more controlled to a more
autonomous form of extrinsic motivation (Deci & Ryan, 1985; Ryan & Dedi,
2000a). This process consists of four stages. External regulation is the least
autonomous form of extrinsic motivation occurring when one does something
to obtain rewards or avoid punishment. Next, introjected regulation or
introjection involves the state of being controlled by rules and regulations
and pressure to feel worthy and involved. Regulation through identification is
another stage. It is when a person has more self-determination and sense of
intentionality in engaging in an activity, for instance, memorizing lists of words
as it helps with teaching. Lastly, integration or the most autonomous, self-

determined stage of extrinsic motivation occurs when one’s behavior is fully
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internalized and becomes a part of oneself. However, this form of extrinsic
motivation is not intrinsic motivation, but they share several qualities. By and
large, studying motivational factors through the lens of SDT would provide
some useful insights into factors affecting EFL teachers’ motivation and help

draw possible methods to enhance their motivation.

Studies on ESL/EFL teacher motivation

Several studies investicated teacher motivation by looking at
motivational factors that impact job satisfaction. Pennington (1995), whose
work was probably the earliest study in the field of ESL teacher motivation,
surveyed ESL teachers teaching in secondary schools in Australia, Hong Kong,
and the United States. Attempting to identify ESL teacher satisfaction and
their working conditions, she found that high satisfaction among teachers
involved intrinsic aspects of the work itself and relationship with colleagues,
while low satisfaction resulted from extrinsic factors such as unsatisfactory
salaries and limited career prospects, which could hinder teachers’
performance and achievement. Crediting Pennington with her groundwork,
Doyle and Kim (1999) studied the motivation and satisfaction of ESL teachers
in the United States and EFL teachers in South Korea using the combination
of surveys, written answers, and interviews. They also concluded that teacher
satisfaction was mainly curbed by extrinsic factors of work, whereas the
intrinsic aspects of teaching were primary sources of teacher satisfaction.

Later, Dinham and Scott (2000) surveyed 2,000 school executives and
teachers in England, Australia and New Zealand and found that intrinsic
factors such as learners' success, positive relationships with students and
coworkers, professional development and a sense of membership at work
were the main sources of job satisfaction. Conversely, their major dissatisfiers
were extrinsic, uncontrollable matters such as increased expectation from
societies, heavy workload, and lack of institutional support. Kassabgy et al.
(2001) also conducted a survey to investigate ESL teachers in Egypt and
Hawaii and their motivation together with job satisfaction based on teachers'
views on what they considered important and their reported realities about

their jobs. They concluded that the teachers usually valued intrinsic more
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than extrinsic factors, and were intrinsically satisfied in general. However, they
were extrinsically dissatisfied with pay, fairness, and good administration.

A more recent study by Oga-Baldwin and Praver (2008) discussed
intrinsic and extrinsic motivation and explored job satisfaction of a diverse
group of EFL teachers in Japan, including Japanese and international teachers,
by looking at teachers' desired factors versus realities at work. Using a
questionnaire survey, they found that intrinsic factors and institutional
support were the major motivators and that institution-related issues were
the most dissatisfying. More recently, Syamananda (2017) investigated factors
affecting the motivation of Thai EFL teachers teaching at a tertiary level
focusing only on Thai teachers from one state university in Thailand. Using
the questionnaire adapted from Kassabgy et al.'s (2001), she found that Thai
teachers valued relationships with both students and colleagues and
opportunities to impart knowledge and improve the society highly, while
extrinsic factors such as a heavy workload and low salaries were teachers'
main demotivators.

Unlike Syamananda's (2017) study which investigated motivational
factors of only Thai EFL teachers working at a university, this study includes
both Thai and native speakers of English (NS) teaching staff from different
universities in Thailand. Considering the dynamic and nuanced nature of
motivation, the researcher chose to follow Kassabgy et al. (2001) and Oga-
Baldwin and Praver (2008) by looking at the following motivational factors:
intrinsic and  extrinsic  factors, autonomy, relationships, professional
development, and institutional support. This would facilitate the analysis of
results as the questionnaire items can be categorized in relation to these
motivational factors. The following section further describes the factors and

their related issues.

Motivational factors of interest

Intrinsic factors

Teaching is believed to be closely related to the internal needs. The
joys of teaching and having contact with the language, as well as the desire
to educate people, impart knowledge, and drive the society forward are

considered intrinsic components (Dornyei & Ushioda, 2011). According to
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Csikszentmihalyi (1982), internal rewards can come from relationships with
students, students’ development, and the learning of teacher him/herself.
The study of Kiziltepe (2008) highlighted that for university English teachers,
students could be their major motivator, but at the same time, the most

important demotivator.

Extrinsic factors

Extrinsic factors including financial incentives and fringe benefits, job
security, recognition, and flexible working hours are believed to contribute to
teachers' job satisfaction and motivation (Kassabgy et al., 2001; Oga-Baldwin &
Praver, 2008). Unrealistic workloads, stress, lack of recognition for creativity,
and conflicts in teaching strategies can potentially be detrimental to teacher
motivation. To maintain a high level of teacher motivation, Pennington (1995)
suggested that extrinsic demotivators be removed from their work
environment. Otherwise, teachers are likely to be stressed and less

motivated.

Autonomy

Autonomy is one of the vital needs that can enhance self-motivation
(Ryan & Deci, 2000b). Individuals will become more willing to work when they
have more freedom of choice to set their own goals and to adopt their own
teaching methods in the classroom. Aoki and Smith (1999) noted that with
teachers' competence, together with freedom of choice for their teaching,
teachers would become intrinsically motivated. Also, when teachers work in
an environment that allows freedom in materials design, teaching strategies,
and lesson planning, they experience flow in their jobs (Abbott, 2000),

resulting in greater self-efficacy as well as better control of their work.

Relationships

Relationships include rapport and connections with colleagues and
other staff on a personal and professional level. Barth (2006) asserted that
the quality of an institution and achievement of both students and teachers
are affected by relationships among staff members at the institution more

than anything else and that toxic relationships at work are likely to be greatly
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damaging to teachers' job satisfaction. Conversely, positive communication at
work, together with social support among colleagues can create bonds and
lead to job satisfaction (Ducharme & Martin, 2000). When there are positive
relationships among coworkers, work environment becomes trustful and

supportive, hence a great motivator for teachers.

Professional development

Professional development, including personal growth, has been
reported to be an important motivator and is associated with internal needs
(Kassabgy et al., 2001) for self-competence. Challenges in jobs and
opportunities to develop oneself improve teachers' skills and competence,
which would foster intrinsic motivation if accompanied by autonomy (Ryan &
Deci, 2000b). Praver and Oga-Baldwin (2008) also noted that teachers could
be motivated and perform more effectively if their needs for challenging but
achievable goals were met. However, the lack of development programs and
teacher training prevents teachers from developing professionally and can be

detrimental to motivation.

Institutional support

One of the most important components of teachers' lives involves the
support provided by the institution they work for. The institution-related
issues include proper teaching materials, feedback from supervisors or
institutions, fair treatment, clear guidance, and clear rules. Olsen (1993) found
that many university instructors feel that institutional support together with
good materials can raise their teaching standards. Praver and Oga-Baldwin
(2008) also underscored its significance commenting that with adequate
institutional support, teachers were more likely to believe their efforts would
earn them success. With such a belief, teachers' motivation would increase
and they are likely to prepare lessons with greater dedication and perform
better in class.

Table 1 below summarizes the aforementioned motivational factors

and examples of their related issues.
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Table 1 Motivational factors of interest and their related issues

Factors

Related issues

Intrinsic factors

Extrinsic factors

Autonomy

Relationships

Professional development

Institutional support

imparting knowledge, enjoyable careers, students’
achievement, positive relationships with students

realistic salary, fringe benefits, job security, realistic workloads,
social status, prestige

freedom to choose teaching strategies, freedom to make
choices and set goals, abilities to initiate something

positive relationships with colleagues, teamwork

personal growth, opportunities for training, career prospect

policies, fair treatment, good teaching materials, good physical

working conditions, recognition, feedback from supervisors

Methodology

Participants

Table 2 below shows the demographic information of the participants
of the study. A total of 49 teachers teaching EFL at universities in Thailand
participated in this study. Of these 49 teachers, 28 were Thais and 21 were
NSs. For Thai participants, there were five males and 23 females from state
and private universities in Thailand. Twenty-three participants held a master's
degree and the rest held a doctoral degree. Participants were divided into
four age ranges, i.e. 25-30, 31-40, 41-50, and 50 and above. Seven participants
have taught English for 1-5 years while 10 participants had 6-10 years of
teaching experience. Eleven participants were experienced teachers with

more than 10 years of experience.
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Table 2 Thai and NS participants’ demographic data

Thai (N = 28, 57.14%) NS (N = 21, 42.86%)

Number % Number %
Gender
Male 5 10.20 17 34.69
female 23 46.94 4 8.16
Age
25-30 4 8.16 1 2.04
31-40 16 32.65 10 20.41
41-50 6 12.24 5 10.20
50 and over 2 4.08 5 10.20
Academic degree
Undergraduate 0 0 6 12.24
Master’s 23 46.94 15 30.61
Doctoral 5 10.20 0 0
Teaching
experience
1-5 7 14.29 3 6.12
6-10 10 20.41 7 14.29
More than 10 11 22.45 11 22.45
Type of university
State 16 32.65 17 34.69
Private 12 24.49 4 8.16

Another group of participants consisted of 21 native English speakers
(17 males, four females) of different nationalities. All were full-time teaching
staff from state and private universities in Thailand. Six participants held a
bachelor's degree while 15 of them held a master's degree. Participants were
divided into four age ranges, i.e. 25-30, 31-40, 41-50, and 50 and above. Three
participants have taught English for 1-5 years whereas seven participants had
6-10 years of teaching experience. Eleven participants were experienced

instructors with more than ten years of experience.
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Questionnaire and data collection

This  study wused a self-completed close and open-ended
questionnaire adapted from that of Kassabgy et al. (2001) to gather
information. The original questionnaire was included in Dornyei’s (2003b)
selected list of published L2 questionnaires of teacher motivation and was
widely used by many researchers conducting research on teacher motivation.
In this study, some of the close-ended questionnaire items that were not
relevant to the context of this study were taken out (e.g. /| am employed
part-time in one educational organization and | have a good relationship
with my students’ parents). One open-ended item asking the respondents to
suggest what should be done to improve what they perceived as
demotivating factors was added to the questionnaire.

The questionnaire created on Google Form consisted of four sections.
In the first section, participants were asked to provide their demographic
information. The second section consisted of 31 close-ended statements
functioning as probes into factors important to teachers' decision to pursue
their teaching career. Participants rated from 5 to 1 (5 = very important, 4 =
somewhat important, 3 = neutral, 2 = somewhat unimportant, and 1 = not
important at all). The third section was comprised of 31 statements that
matched those in section 2, making it possible to investigate the extent to
which their current teaching job matched the desired factors. Participants
rated from 5 to 1 (5 = strongly agree, 4 = agree, 3 = no opinion/neutral, 2 =
disagree, and 1 = strongly disagree). The questionnaire ended with three
open-ended questions to add more insightful, qualitative information about
the positive and negative influences of their jobs and suggestions for
improvement.

Two experts in the field of language testing and assessment who
taught English to both undergraduate and postgraduate students at a
prestigious university in Thailand, with more than twenty years of teaching
experience were asked to validate the questionnaire. This present study
followed Kassabgy et al.'s (2001) data analysis approach by measuring the
mean scores of each statement in sections 2 and 3. Given the small number

of questionnaires, both the researcher and the second coder who was a Thai
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EFL university teacher with 10 years of teaching experience coded all the
responses from the open-ended items in section 4 to ensure that the coding
was consistent and reliable. The percentage of agreement between the two
coders was 98.18.

The questionnaire was distributed to the researcher’s colleagues who
were asked to help email the questionnaire further to their acquaintances
teaching EFL at other universities in Thailand. All the participants were
informed about the purposes of this study and were well aware that their
personal information and responses would remain confidential. In the end,
there were 49 teachers (see Table 2 for their demographic information)

responding to the questionnaire.

Results
Research question 1: What work-related aspects are regarded as
important and unimportant among the Thai and NS EFL teachers?

The responses from the questionnaire (section 2) revealed what EFL
teachers in Thai universities considered vital for their jobs. Table 3 shows that
18 out of 31 statements rated by Thai teachers received overall means of 4.0
or higher. One-third of these 18 statements were intrinsic factors with helping
my students to learn English (M = 4.68) receiving the highest mean score.
Institutional support was also important to their teaching jobs as institution-
related items took almost one-third of 18 items, followed by those under the
themes of extrinsic motivator, autonomy, professional development, and
relationships, respectively.

Among the top five items (M > 4.5), two of them were intrinsic factors
[helping my students to learn English (M = 4.68), having a job that is
enjoyable and stimulating (M = 4.57)], another two were related to
autonomy [having the freedom to do what is necessary in performing good
teaching (M = 4.64), being able to work independently and use my own
initiative (M = 4.50)], and the last one [being fairly treated in my organization

(M = 4.50)] involved institutional support.
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Table 3 Thai EFL teachers’ desired factors (high and low)

ltems Means = 4.0 (SD)
Helping my students to leamn English (Intrinsic) 4.68 (0.80)
Having the freedom to do what is necessary in performing good 4.64 (0.81)
teaching (Autonomy)
Having a job that is enjoyable and stimulating (Intrinsic) 4.57 (0.68)
Being fairly treated in my organization (Institutional support) 4.50 (0.91)
Being able to work independently and use my own initiative 4.50 (0.68)
(Autonomy)
Having a job in which | can perform to the best of my ability 4.46 (0.73)
(Intrinsic)
Having a person | report to who is responsive to suggestions and 4.46 (0.68)

grievances (Institutional support)

Having clear rules and procedures at my organization (Institutional 4.36 (0.97)
support)

Having a job in which | can learn and develop my abilities to my 4.32 (0.89)

full potential (Professional development)

Having flexible working hours (Extrinsic) 4.39 (0.98)
Having job security (Extrinsic) 4.25 (0.95)
Having a manageable workload (Extrinsic) 4.21(0.94)
Having good relationships with colleagues (Relationships) 4.18 (0.76)
Having a friendly relationship with my students (Intrinsic) 4.18 (0.85)
Having an adequate and comfortable physical working environment 4.18 (0.71)

(Institutional support)

Being evaluated positively by my students (Intrinsic) 4.11 (0.62)

Being recognized for my teaching accomplishment (Institutional 4.07 (0.92)
support)

Receiving feedback about the effectiveness of my performance 4.00 (0.89)

from my students (Intrinsic)

Items Means < 3.5 (SD)
Being included in the goal setting process at my organization 3.50(0.87)
(Autonomy)
Being promoted to a senior supervisory job at some point in my 3.21(1.08)

career (Professional development)
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None of the 31 items received mean scores of 3.0 or lower. In other

words, none of them was considered unimportant. However, being included

in the goal-setting process at my organization (M = 3.50) and promoted to a

senior supervisory job at some point in my career (M = 3.21) received the

lowest mean scores.

Table 4 NS EFL teachers’ desired factors (high and low)

ltems Means = 4.0 (SD)

Helping my students to leamn English (Intrinsic) 4.76 (0.43)

Being fairly treated in my organization (Institutional support) 4.76 (0.43)

Having the freedom to do what is necessary in performing good 4.71 (0.45)
teaching (Autonomy)

Having a job that is enjoyable and stimulating (Intrinsic) 4.62 (0.58)

Having a friendly relationship with my students (Intrinsic) 4.52 (0.50)

Having a manageable workload (Extrinsic) 4.48 (0.66)

Having a job in which | can perform to the best of my ability 4.48 (0.50)
(Intrinsic)

Being able to work independently and use my own initiative 4.38 (0.58)
(Autonomy)

Having good relationships with colleagues (Relationships) 4.29 (0.55)

Having a job in which | can learn and develop my abilities to my full 4.24 (0.68)
potential (Professional development)

Eamning a good salary (Extrinsic) 4.19 (0.58)

Having flexible working hours (Extrinsic) 4.19 (0.66)

Having job security (Extrinsic) 4.19 (0.79)

Having an adequate and comfortable physical working environment 4.19 (0.50)
(Institutional support)

Having clear rules and procedures at my organization (Institutional 4.14 (0.64)
support)

Having a person | report to who is responsive to suggestions and 4.14 (0.71)
grievances (Institutional support)

Providing service to society (Intrinsic) 4.10 (0.92)
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Items Means < 3.5 (SD)

Having fringe benefits (Extrinsic) 3.24.(0.87)

Having contact with professionals in the field of English language 3.24 (0.87)
teaching (Professional development)

Having a profession that is prestigious (Extrinsic) 2.86 (0.83)

Being promoted to a senior supervisory job at some point in my 2.29(1.12)

career (Professional development)

As can be seen from Table 4 above, 17 out of 31 items rated by NS
participants received means of 4.0 or higher. Almost one-third of these 17
statements were intrinsic factors. Statements related to extrinsic factors and
institutional support came the second and third, followed by those involved
autonomy, professional development, and relationships, respectively. Among
the top five items (M > 4.5), three of them were intrinsic factors. NS teachers
ranked helping my students to learn English (M = 4.76) the highest, alongside
being fairly treated in my organization (M = 4.76). Having the freedom to do
what is necessary in performing good teaching (M = 4.71) came the second,
followed by having a job that is enjoyable and stimulating (M = 4.62) and
having a friendly relationship with my students (M = 4.52), respectively.
Overall, the top five items of NS were relatively similar to those of Thai
teachers.

On the low-end of desired factors, NS teachers felt somewhat neutral
about having fringe benefits (M = 3.24) and having contact with professionals
in the field of English language teaching (M = 3.24). However, unlike Thai
teachers who rated every item higher than 3.0, NS teachers did not consider
having a profession that is prestigious (M = 2.86) and being promoted to a
senior supervisory job at some point in my career (M = 2.29) important as
both received mean scores lower than 3.0. In other words, these teachers
were not very keen on having a prestigious job title or advancing to a higher

position.
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Research question 2: What work-related aspects are regarded as
satisfactory and unsatisfactory in reality among the Thai and NS EFL

teachers?

The responses from the questionnaire (section 3) revealed the realities
EFL teachers in Thai universities faced and to what extent they were satisfied
with their current jobs. Overall, both Thai and NS teachers rated almost every
item in this section lower than those in section 2. In addition, none of them
was rated higher than 4.5.

Table 5 below shows that only seven out of 31 items rated by Thai
teachers appeared on the high-end (M > 4.0), which were regarded as rewards
teachers gain from their jobs (Kassabgy et al., 2001). The mean scores of
these seven reported realities and their matching desired factors in Table 4
(M > 4.0) were congruent, except for | work for a reputable organization (M =
4.07). Although the reputation of the workplace did not matter much to Thai
teachers, they agreed that they actually worked for reputable organizations.
Additionally, four out of these seven items were intrinsic rewards: / have a
friendly relationship with students (M = 4.29), | know that | am helping my
students to learn English (M = 4.21), my students evaluated me positively (M
= 4.11), and my teaching job is enjoyable and stimulating (M = 4.11). The
other three consisted of extrinsic rewards: flexible working hours (M = 4.14)
and | work for a reputable organization (M = 4.07) and autonomy: | am
allowed sufficient freedom to do what is necessary to perform good teaching
(M = 4.00). It is also important for the employer to note that none of the

institution-related items was rated higher than 4.0.
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Table 5 Thai EFL teachers’ reported realities

[tems Means =
4.0 (SD)
| have a friendly relationship with my students (Intrinsic) 4.29 (0.84)
| know that | am helping my students to learn English (Intrinsic) 4.21(0.77)
| have flexible working hours (Extrinsic) 4.14 (0.79)
My students evaluated me positively (Intrinsic) 4.11 (0.82)
My teaching job is enjoyable and stimulating (Intrinsic) 4.11 (0.86)
| work for a reputable organization (Extrinsic) 4.07 (0.70)
I am allowed sufficient freedom to do what is necessary to perform good 4.00 (0.76)
teaching (Autonomy)
[tems Means <
3.5 (SD)
| have a good relationship with the person | report to (Relationships) 3.46 (1.15)
| have an adequate and comfortable physical working environment 3.46 (1.05)
(Institutional support)
| have good job security (Extrinsic) 3.43 (0.90)
The person | report to is responsive to suggestions and grievances (Institutional ~ 3.39 (0.98)
support)
| have sufficient opportunities for contact with professionals in the field of 3.29 (0.96)
English language teaching (Professional development)
| am fairly treated in my organization (Institutional support) 3.25(1.21)
| am included in my organization’s goal setting process (Institutional support) 3.21(0.90)
| have good teamwork at my organization (Relationships) 3.21(1.01)
Teaching accomplishments are recognized at my organization (Institutional 3.21(1.01)
support)
| have a satisfactory salary (Extrinsic) 3.18 (1.04)
| have prospects for promotion (Professional development) 3.11 (1.05)
There are clear rules and procedures at my organization (Institutional 2.96 (1.15)
support)
| have good fringe benefits (Extrinsic) 2.86 (1.03)
Independence and initiatives are rewarded at my organization (Autonomy) 2.82(0.97)

72 PASAA PARITAT JOURNAL volume 34 (2019)



Thirteen statements on the low-end received group means of 3.5 or
lower, representing what teachers were not rewarded from their jobs
(Kassabgy et al,, 2001). Among these 13 statements, there are clear rules and
procedures at my organization (M = 2.96), | have good fringe benefits (M =
2.86), independence and initiatives are rewarded at my organization (M =
2.82) were rated lower than 3.0. In other words, their workplace lacked clear
rules and procedures, did not provide proper fringe benefits, and did not
place importance on independence and initiatives. None of the intrinsic items
could be found in the low-end (M < 3.5). Overall, Thai teachers mainly lacked
institutional support and extrinsic factors.

As for NS teachers' reported realities, 18 out of 31 items were rated
3.5 or lower. Only five items were rated 4.0 or higher, but none were higher
than 4.5 (see Table 6). Concerning rewards (M > 4.0), NS teachers had a good
relationship with colleagues (M = 4.19), a friendly relationship with students
(M = 4.14), and sufficient freedom to do what is necessary to perform good
teaching (M = 4.05). These high-end reported realities were congruent with
their matching desired factors (see Table 4). In addition, NS teachers also
received a positive evaluation from students (M = 4.10) and admitted that

they worked for the reputable organization (M = 4.00)

Table 6 NS EFL teachers’ reported realities

Items Means = 4.0 (SD)
| have a good relationship with colleagues (Relationships) 4.19(0.73)
| have a friendly relationship with my students (Intrinsic) 4.14 (0.71)
My students evaluated me positively (Intrinsic) 4.10 (0.61)
I am allowed sufficient freedom to do what is necessary to 4.05(0.79)

perform good teaching (Autonomy)

| work for a reputable organization (Extrinsic) 4.00 (0.76)
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Items Means < 3.5 (SD)

| have sufficient opportunities for contact with professionals in the field ~ 3.48 (0.66)

of English language teaching (Professional development)

| have a manageable workload (Extrinsic) 3.38 (0.84)
Teaching English is a prestigious profession (Extrinsic) 3.29 (1.03)
| have good teamwork at my organization (Relationships) 3.24 (1.06)
| have good job security (Extrinsic) 3.10(1.02)
| am fairly treated in my organization (Institutional support) 3.10 (1.02)

My job provides scope for me to learn and develop to my full potential 310 (1.15)
(Professional development)

| receive frequent enough feedback about the effectiveness of my 3.10 (1.02)
performance from my students (Intrinsic)

The person | report to is responsive to suggestions and grievances 3.05(1.13)

(Institutional support)

| have good fringe benefits (Extrinsic) 2.86 (0.89)

There are clear rules and procedures at my organization (Institutional 2.71 (1.08)
support)

| receive frequent enough feedback about the effectiveness of my 2.29(1.08)

performance from the person | report to (Institutional support)
Teaching accomplishments are recognized at my organization 2.24 (1.19)

(Institutional support)

Independence and initiatives are rewarded at my organization 2.14 (1.12)
(Autonomy)

I am included in my organization’s goal setting process (Institutional 1.90 (1.06)
support)

| have prospects for promotion (Professional development) 1.86 (1.04)

On the other hand, issues related to institutional support and extrinsic
factors accounted for more than half of 16 items on the low-end (M < 3.5).
Considering the items with means < 3.0, NS teachers felt the institution did
not make enough efforts to make rules and procedures clearer, provide
adequate feedback on teacher performance, and recognize their
accomplishment. It is also worth mentioning that / have prospects for
promotion (M = 1.86) and | am included in my organization’s goal setting

process (M = 1.90) were rated lower than 2.0.
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Table 7 Thai and NS EFL teachers’ mean scores (desired vs reported-reality means)

Desired means Reported-reality means Difference
Thai (n= 28) 4.06 3.54 0.52
NS (n= 21) 3.98 3.33 0.65

Table 7 shows the discrepancy between desired and reported-reality
means of both Thai and NS EFL teachers. It can be seen that the mean scores
of the desired factors were higher in both groups. This suggested that what

happened in reality were not so positive as their expectations.

Research question 3: What factors do the Thai and NS EFL teachers find
motivating and demotivating?

The first open-ended questionnaire item in section 4 revealed what
the participants considered positive influences on their jobs. Twenty-eight
Thai and 21 NS teachers responded to this item. Forty percent of the answers
of Thai teachers were intrinsic factors (4% = love of English, 36% = student-
related issues e.g. being a part of students’ achievement or helping students
to improve). This was also the case for NS teachers as student-related issues
accounted for almost 30% of their answers. Below were some of the

comments:

“Students’ faces when they learn something new from my class or
when they understand what | teach” (Thai 18)
“When | can see that they are enjoying classes and enjoy having me

as a teacher, | gain further motivation.” (NS 17)

Fourteen percent and 12% of Thai teachers’ answers referred to
flexible schedules/working hours and good relationships with colleagues
respectively as positive influences. On the other hand, healthy relationships
with colleagues/teamwork (20%) and autonomy (15%) were viewed as
positive influences by NS teachers. Other extrinsic factors such as salary and
fringe benefits were barely mentioned by either Thai or NS teachers. Some of

the comments were as follows:
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“flexible workload, supportive colleagues and supervisors” (Thai 21)
“Personal relationships; being respected; being understood; being treated

humanely; being treated as a person with a life outside of working” (NS 16)

The second open-ended item elicited negative influences of their
jobs. Twenty-seven Thai and 21 NS teachers responded to this item. The
issues related to institutional support clearly dominated the answers of both
groups. To illustrate, almost 50% of Thai teachers’ and 75% of NS teachers’
answers were institution-related. They mainly considered red tape, unclear
rules and regulations, unfairness, and ineffective management as negative
influences. Also, about one-third of the answers showed that Thai teachers
were not happy with many impractical rules set by the Ministry of Education
(MOE) and Office of the Higher Education Commission (OHEQ). In contrast, NS
teachers mainly criticized muddled communication, poor management within
the workplace, and exclusion from the organizational affairs. Interestingly,
while 20% of the comments from Thai teachers were about low salary and
inadequate fringe benefits, only approximately 3% of NS teachers’ comments
were about this issue. Lastly, it is worth mentioning that none of the Thai or
NS teachers mentioned intrinsic factors related to students as their negative
influences. Some of the negative influences mentioned in the questionnaire

were as follows:

“Not-so-practical standards set by OHEC” (Thai 9)

“Unorganized and unprepared working system” (Thai 23)

“Unfair supervisor and unprofessional management” (Thai 26)

“The institution being disorganized, with poor communication and
weak administration” (NS 8)

“Over-reliance on student feedback as the sole assessment criteria for

teaching, lack of transparency in the evaluation process” (NS 13)

Research question 4: What could be done to improve the motivation of
the Thai and NS EFL teachers?

Twenty-six Thai and 19 NS teachers shared their thoughts on what
could be done to improve their feelings about teaching EFL. Their
recommendations were mainly to tackle the aforementioned negative

influences. Approximately 50% and 65% of the recommendations from Thai
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and NS teachers respectively were on institutional issues. Fairer treatment,
better communication, better performance evaluation, and transparent
administration were suggested by both groups.

A closer look at the recommendations showed that NS teachers
placed more emphasis on receiving feedback on their performance, being
more included in terms of collaboration and other affairs in the workplace,
teaching well-organized courses with well-written materials, and seeing more
efforts from the administration to communicate with them. It can be said that
NS teachers' recommendations were mainly about internal issues. On the
other hand, among all of the suggestions made by Thai teachers, almost half
of them went beyond their workplace to third parties such as the Ministry of
Education (MOE) and Office of the Higher Education Commission (OHEC),
calling for the revision of impractical policies and regulations. It is also worth
mentioning again that while several Thai teachers wished for increased salary
and improved fringe benefits (about 16% of Thai teachers’ comments), none
of the NS teachers brought up such issues.

Below are some of the recommendations:

“I think we need a clear procedure, maybe something written e.g.
who is qualified to attend international conferences, who you
evaluate and who evaluates you, etc.” (Thai 8)

“less document work which is caused by too many assessments
designated by the ministry of education” (Thai 16)

“Being more included (foreigners are rarely consulted)” (NS 5)

“More positive feedback, constructive criticism from those with
authority, and greater consistency in the quality of courses” (NS 6)
“Openness to share ideas, less of a top-down approach to

administration” (NS 15)

Discussion and implications

As regards research question 1, the results of this present study
generally corroborate previous studies (e.g. Doyle & Kim, 1999; Kassabgy et
al., 2001; Oga-Baldwin & Praver, 2008; Syamananda, 2017) in that both groups
of EFL teachers were mainly motivated by intrinsic factors, especially the
issue related to students. The results also supported Hastings’s (2012) claim

that although teaching is not a financially rewarding career, its practitioners
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are usually paid more with intrinsic rewards. It can be seen from the results
that the EFL teachers of this study stressed the importance of the intrinsic
value of teaching such as imparting knowledge, working with students, and
developing good relationships with students. This confirms that the intrinsic
interest in helping students is a major motivating factor for teachers, and this
type of motivation is likely to remain high despite facing unpleasant situations
(Davis & Wilson, 2000).

The results also showed that generally, both Thai and NS EFL teachers
did not consider extrinsic factors such as having a prestigious job or being
promoted to a higher position as crucial factors in their teaching jobs, which is
in line with Pennington’s (1995) study. The fact that most teachers expect
intrinsic rewards from their jobs makes them readily overlook prestige and
high income (Dornyei & Ushioda, 2011). This scenario might appear positive,
but the fact that teachers tend to forgo such extrinsic rewards can be an
opportunity for many educational establishments to treat teachers unfairly,
knowing that teachers would hold onto intrinsic motivation to stay in their
career. However, the results of some previous studies (e.g. Doyle & Kim, 1999;
Kassabgy et al, 2001; Syamananda, 2017) and this present study also
revealed that unsatisfactory extrinsic rewards like salaries and career
advancement caused dissatisfaction, which can have detrimental effects on
teacher motivation and performance in the classroom in the long term.

Concerning research question 2, it was found that teachers received
intrinsic rewards, especially those related to students, leading to higher job
satisfaction. Both groups also reported having freedom and capacity for
autonomy at work, which is good for maintaining teacher motivation. Based
on Hackman’s (1991) view of work motivation, when work allows teachers to
have control over what, when, and how teaching should be done, that work
will become more motivating. Nevertheless, it is important to be aware that
although teachers can earn autonomy through their lesson planning and
teaching, teacher autonomy can be undermined by some constraints
imposed by institutions or other governmental bodies. The results of this
study showed that the respondents had relatively negative views on the

items reflecting such issues. It is important to note that teachers who lack
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autonomy are more likely to be stricter with their students and engage less in
autonomy-supportive practice (Pelletier, Séguin-Lévesque, & Legault, 2002),
which can be detrimental to learner motivation too.

On the contrary, to address rewards teachers did not receive from
their jobs, an interesting issue that deserves attention is teachers’ prospects
for promotion. Similar to Kassabgy et al.’s (2001) finding, the questionnaire
item addressing this issue did not receive very high mean scores from Thai
teachers and was rated strikingly low by NS teachers. This implied that there
was the lack of an appropriate career path, especially for NS teachers,
although it was not considered as a pressing issue for both groups of teachers
as neither Thai nor NS teachers expressed concerns over job promotion when
they responded to the open-ended items. Even so, professional
development is an important factor that should not be ignored. Pennington
(1995) pointed out that job satisfaction can occur when a person has the
outlook of his/her career, whereas dissatisfaction is likely to occur among
those without it. A lifelong career path can stimulate achievement strivings,
helping teachers gain more extrinsic rewards and enhance intrinsic motivation
as one can better identify him/herself with their professions (Dornyei &
Ushioda, 2011).

Qualitative comments from the teachers also supported that students
were teachers’ primary positive influence. However, many of the comments
revealed their needs for feedback and healthy relationships with colleagues
and supporting staff, both on a personal and professional level. The
relationship at work is a factor that deserves attention too as it reflects basic
human needs for relatedness (i.e. feeling connected to others) and
competence (i.e. feeling efficacious) through working with others and receiving
constructive feedback. Based on SDT, feelings of relatedness and
competence are considered internalization boosters that help teachers take
in the value of their work and increase employees’ motivation (Gagne & Deci,
2005).

Despite being perceived as vital for teacher motivation, institutional
support was the factor that left EFL teachers in this study deeply dissatisfied,

which was in line with previous studies (e.g. Kassabgy et al., 2001; Oga-
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Baldwin & Praver, 2008). As can be seen from the findings, unfair treatment
and unclear rules were among the most disappointing issues. Rules and
regulations that teachers are bound to comply with, be it from their
institution or external policymakers, can inhibit EFL teachers’ sense of
autonomy. Doérnyei and Ushioda (2011) conceded that education is the area
that consists of many players (e.g. governments, educational organizations,
and university boards) who impose rules and regulations that teachers are
obliged to follow. Despite good intention, being controlled by unnecessary
rules can weaken self-determination and cause teacher autonomy to decline.
Through the lens of SDT, fulfilling duties only to avoid undesirable
consequences or to follow the rules is among the most controlled forms of
extrinsic motivation that disrupts the process of internalization (see Figure 1)
and probably pulls teachers away from autonomy, but towards amotivation.
Interestingly, several Thai teachers expressed dissatisfaction with their
salaries through their comments, while NS teachers rarely did so. The results
found in this study were consistent with Syamananda’s (2017) but different
from Oga-Baldwin and Praver’s (2008). While the former study was conducted
in a Thai context, the latter was done in a Japanese context in which EFL
teachers enjoyed good remuneration. This shows that teacher motivation and
job satisfaction are context specific and can vary from one context to
another. Additionally, although salaries or other extrinsic factors like fringe
benefits are the less autonomous form of extrinsic motivator, they can be
beneficial for teachers who have to struggle with some challenges (e.g.
difficult students or monotonous lessons) that could weaken their intrinsic
motivation. When a person does not feel inherent joy or loses intrinsic
interest in their work for any reason, extrinsic motivation can come into play
and help that person to focus on a separate outcome (Ryan & Deci, 2000a).
Also, only an educated guess could be made as to why salaries were not an
issue for NS teachers. One possible explanation might be greater job
opportunities for NS teachers, for the number of university’s international
programs has been on the rise in recent years. When compared to Thai
programs, these international programs can pay teachers much higher. As

Wongsamuth (2015) argued, in Thailand, obsession with white skin and the
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standard English accent is prevalent. Many prestigious institutions in Thailand
hire only NS, preferably white candidates, to teach English in their
international programs (Wongsamuth, 2015). Nonetheless, the reason why
very few NS teachers complained about this financial issue was beyond the
scope of this paper and therefore will not be discussed further.

In terms of recommendations for improvement, basically, both groups
of teachers would like to remove the abovementioned negative factors and
have the administration improve the current situation. To support career
advancement and improve teacher competence, the provision of professional
training that provides teachers with opportunities to reflect on their
performance and to instill new pedagogical knowledge can be motivational
(Darling-Hammond & Mclaughlin, 1995). This might compensate for the lack
of prospect for promotion and help promote competence, which is one of
the cornerstones of intrinsic motivation according to SDT (Deci & Ryan, 1985).
In addition, the administration may implement some policies or hold
activities that foster collaboration among both Thai and NS teachers in order
to satisfy the need for relatedness and foster a sense of belonging among
both Thai and NS teachers, as well as support staff. Also, educational
authorities should guarantee sufficient teacher autonomy, weed out
unnecessarily strict rules, and invite teachers to participate in decision-making,
especially in the issues that matter to their jobs. Lastly, the administration
should realize that despite their needs for institutional support, both groups
of teachers are not in identical situations and customized approaches may be

required to deal with different issues of different groups of teachers.

Conclusion

This research studies factors affecting the motivation of Thai and NS
EFL teachers in Thai universities by identifying what they considered desired
factors for their jobs as well as their job satisfaction through reported realities.
The key findings indicated the belief that the primary source of EFL teacher
motivation lays in intrinsic factors, especially those involving students. These
findings support Kassabgy et al.’s (2001) belief that teachers are primarily

altruistic and intrinsically motivated to become teachers. Nevertheless, EFL
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teacher motivation can be undermined mainly due to the issues involving the
institutions. Thai teachers were mainly dissatisfied with unfair evaluation,
unclear rules, unsatisfactory salaries and benefits, and unnecessary
paperwork. In contrast, insufficient support, lack of feedback, muddled
communication, and exclusion from oreanizational affairs were considered
troublesome for NS teachers.

One of the ways to improve the situation might be through the
support of administrators and policymakers. As Dérnyei and Ushioda (2011)
noted, there has been an increase in evidence that teacher motivation has a
positive impact on learner motivation. Therefore, a better understanding of
motivational factors and their roles in teacher motivation is crucial. It is also
important to understand that the issues the EFL teachers in this study
addressed are manageable. The stakeholders should take these issues
seriously and revise certain policies to enhance teacher motivation, for highly
motivated teachers can pass on their infectious enthusiasm to their students
and make a positive difference to both their teaching and the learning of their

students.

Limitations of the study

This present study is an attempt to conduct institutional research.
However, it can be considered a preliminary study instead of a full-scale one
due to some limitations. First, the researcher used only questionnaires as a
data collection tool. Although the open-ended questions in the
questionnaire allowed the researcher to go beyond numerical data to elicit
participants’ thoughts and feelings, these qualitative data might yield some
insights in relation to teacher motivation and job satisfaction only to a certain
extent. This is because questionnaires, by their nature, do not provide the
researcher with the opportunity to follow up respondents’ ideas and clarify
certain issues. In terms of representativeness, as the sample size of this study
was small, it could impact generalizability. However, the goal of this study is
not the generalizability of the results but a deeper understanding of teacher

motivation and job satisfaction in a specific context.

82 PASAA PARITAT JOURNAL volume 34 (2019)



Suggestions for future research

Future research on teacher motivation can be conducted in various
ways. As this present study explored teacher motivation in a particular
context, it would be interesting for future research to be conducted in a
different context and recruit participants with different backerounds or
cultures. Another interesting option is to conduct motivation research based
on novice and experienced teachers or teachers with different academic
backgrounds. Also, a longitudinal study to assess levels of teacher motivation
and job satisfaction over time would be interesting. It might also be
interesting to observe highly motivated teachers and see how they fare in the
classroom and how learners react to their teaching. Finally, to make the
findings more generalizable, the number of respondents should be larger, and
a variety of data collection methods such as an interview, a group discussion,
and a classroom observation might be adopted in order for the researcher to

probe further into respondents’ thoughts and feelings.
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Abstract

This study was conducted to investigate how metacognition training
could facilitate students’ writing skills development using a mixed research
approach. The participants were university students from two Business
Communication in English classes; one class was selected to be experimental
and the other control. The metacognition training was served as a treatment.
Four students from the experimental group were selected based on their
pretest scores to represent two high and two low proficient writers for
retrospective interviews. Quantitative data from the pretest and posttest
writing scores were analyzed to find the significant difference between groups
in the three component scores which include relevance and adequacy of
content, compositional organization, and cohesion. Qualitative data from
retrospective interviews before, during, and after metacognition training with
the high and low proficient writers were analyzed to find the development of
person, task, and strategic knowledge. The results showed that the significant
difference between the groups exists only in the posttests’ mean of the
content scores. The retrospective interviews also revealed that both high
and low proficient students could develop metacognition to a certain extent.

However, the high proficient writers could develop better.

Keywords: metacognitive knowledge, metacognitive strategies, learning

strategies, writing skills
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Introduction

Writing is a skill that can hardly be acquired naturally but it has to be
taught and learned especially when writing in a foreign language. Joézsef
(2001) notes that “writing is among the most complex human activities
because it involves the development of a design idea, the capture of mental
representations of knowledge, and of experience with subjects” (p.5).
Accordingly, it can be assumed that becoming an efficient writer requires the
ability to integrate such complicated skills as generating ideas, planning and
monitoring writing processes, and evaluating and revising writing works. To be

successful in writing, Ahmed (2010) also points out that students should be
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trained to demonstrate awareness of their communicative goals or purposes
of writing, the readers, and the writing context. Having awareness of such
writing related issues means that learners are equipped with metacognition
which helps them to plan, implement, and evaluate their writing tasks
effectively. Furthermore, it is believed that students possessing
metacognition could overcome their writing difficulties (Ruan, 2005; Wu, 2008;
Xinghua, 2010). However, few studies have been conducted to investigate
the improvement of students’ writing ability after they have been trained
with metacognition. In addition, most related studies (e.g., Lv & Chen, 2010;
Lu, 2014; Zeleke, 2015) only explored the development of students’ writing
skills after receiving the metacognition training treatment in quantified results
comparing experimental and control groups. This present study therefore
applied both quantitative and qualitative approaches to investigate the effect
of metacognition training on EFL tertiary students’ business writing skills. The
main objective is to investigate, through an experiment, the EFL tertiary
students’ business writing skill development as a consequence of
metacognition training.  Moreover, the development of metacognitive
knowledge of self, task, and strategy were explored through the retrospective

interviews.

Theories of Metacognition

Metacognitive knowledge refers to the knowledge that helps to
control the cognitive processes. There are three variables, including
knowledge of person, task, and strategy (Flavell, 1979; Wenden 1998). Person
knowledge is the belief about oneself as a learner who deals with his or her
ability in achieving the effectiveness of his or her learning. Task knowledge is
the learners’ knowledge about the purpose, the demands, and the nature of
learning tasks; for example, learners tend to understand what the tasks
require them to do and how they should do to accomplish the task.
Strategic knowledge is the knowledge about when and how the learners
should employ strategies in dealing with their learning. Schraw and Moshman
(1995) also described that metacognitive knowledge is what learners know

about their own cognitive processes. To them, metacognitive knowledge is
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categorized in declarative, procedural and conditional domains. For
declarative knowledge, it refers to learners’ ability to talk about what they
know about how they learn and what factors influence their performance.
Procedural knowledge is the learners’ knowledge about different learning and
memory strategies or procedures that work best for them. Conditional
knowledge is the knowledge the learners have about the conditions under
which they can implement various cognitive strategies. Although
metacognitive knowledge has been categorized in slightly different ways by
different theorists, the sub-categories share quite similar characteristics of the
knowledge that help ones manage and control what they are doins.
According to Oxford (1990), “metacognitive strategies allow learners to
control their own cognition using three sets of metacognitive strategies which
are: (1) centering your learning, (2) arranging and planning your learning, and
(3) evaluating your learning. The first set deals with how learners are
prepared with the upcoming language tasks by overviewing key concepts and
associating them with what is already known, paying either directed or
selective attention according to the requirement of the task, and delaying
speech production to focus on listening comprehension. The second set
helps learners to organize and plan the language tasks as learners are
capable of setting goals and objectives, knowing the task’s purpose,
identifying the focus of the task, and getting more involved in group work
activities in order to seek for more practice opportunities. The last set of
metacognitive strategies assists learners to become aware of what they are
going to do by self-monitoring and self-evaluating. They are called indirect
strategies because they support and manage language learning without
directly involving the target language.” (p. 135). She stated that learners
should always be conscious when they are learning. By that, it means they
should rely on their metacognitive strategies that help them to deal with the
learning difficulties effectively. At times, learners are overwhelmed with the
novelty of unfamiliar language features such as vocabulary, erammar, and
writing processes that distract them, but they can regain the focus when they

pay attention or apply metacognition to manage the learning tasks.
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Previous Studies on Metacognition Training

Many authors claimed that metacognition training facilitates L2
learning. Oz (2005) stated that guiding L2 leamers through the thinking
process can assist developing their learning skills as they think through a
problem, make decisions, or attempt to understand a situation or text. He
suggested that students who are trained with metacognition will be confident
in their abilities to learn. They are considered autonomous learners who can
assess why they are successful in performing a task or think critically about
the mistakes they made when failing to do the task. Since the students are
able to reflect and adjust themselves to cope with new situations, Oz
categorized them as continual learners and thinkers. According to Wenden
(1998), metacognitive knowledge is considered crucial to successful learning
of a second or foreign language because it enables learners to reflect their
own belief and knowledge about learning. The three components of
metacognitive knowledge include person, task, and strategic. Learners having
person knowledge believe that they have general ability to achieve specific
learning goals because they have proficiency in a certain area; learners
possessing task knowledge know about a task’s demands and the skills
needed to complete the particular task; and learners who have strategic
knowledge are able to use different kinds of strategies to successfully deal
with a language task. Moreover, Schraw (1998) added that metacognition is
essential to successful learning as it allows students to better manage their
learning because students have to think about how to perform the language
skill.  In addition, Victori and Lockhart (1995) suggested that learner’s
metacognitive knowledge training in the form of counseling sessions is useful
for L2 learners since it equips them with a self-directed learning approach.
They also believe that students who are trained with metacognition, i.e.
knowledge and strategies related to language learning, will approach learning
autonomy with less effort than those who are not trained.

For writing skill development, Zimmerman & Bandura (1994) claimed
that effective strategy instruction could improve learners’ writing outcomes
and performance. In order to have positive learning outcomes, students

should possess self-regulatory efficacy which means “the capability to
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mobilize, direct, and sustain one’s instructional efforts” (p. 846). The authors
suggested that students need to be taught skills and strategies to have such
self-regulatory efficacy which can be directly linked to their perceived need in
succeeding in the writing task and consequently receiving good grades.
Moreover, Ching (2002) suggested that strategy and self-regulation instruction
has equipped engineering students with the knowledge of how to plan and
revise their essays. Engineering students were selected to be the participants
in this study because the author was interested to find out whether self-
regulation instruction could be extended to other ESP settings. Moreover, the
study intended to correct those students’ misconceptions about writing as
they think that English writing may not be necessary in their future career.
Xiao (2007) suggested that a need exists to integrate metacognition as
part of EFL writing instruction, for example, coaching in brainstorming
strategies and implementing a training program on the development of self-
monitoring in student writing. She added that interactive and reflective
writing activities, including learning journals and self-editing tasks, may be also
applied to enhance learners’ metacognitive knowledge and overall writing
effectiveness. Maftoon, Birjandi, and Farahian (2014) also proposed that EFL
writing courses should implement metacognition so that teachers can
develop students’ metacognitive knowledge. Based on the results of their
study, the authors suggested that declarative, procedural, and conditional
knowledge should be implemented in EFL courses so that students have a
positive self-concept toward their own abilities, know how to deal with a
particular goal, and also know when and why to use particular strategies. To
do so, the students should be trained to plan, draft, consider the audience’s

needs, checking the content, evaluate, and revise their writing tasks.

Studies on Writing Instruction in the Thai Context

Even though metacognition training is found to be useful in helping
students to develop writing strategies and cope with writing difficulties,
relatively few studies were conducted in the Thai context and mostly applied
the quantitative approach using Strategy Inventory for Language Learning

(SILL), a survey questionnaire designed by Oxford (1990), to only investigate
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English language problems. For example, Pawapatcharaudom (2007) pointed
out in her study that the most problematic skill for Thai undergraduate
students studying in an international program at a public university was
writing.  She reported the results gathered from SILL and the results showed
that metacognitive strategies were not used sufficiently even though it
appeared these were the strategies that students tried to use the most.
However, there were no reasons found in her studies as to why students did
not use metacognitive strategies sufficiently. Moreover, Tangpermpoon (2008)
discussed the benefits and drawbacks of using the integration of genre,
product, and process approaches in the writing classroom. She suggested
that the writing teachers in the Thai context should incorporate these three
approaches in teaching writing to the university students. However, she did
not mention writing strategies training even though it should be used in the
process approach. In addition, Ka-kan-dee and Kaur (2014) applied think
aloud protocols in their study to only identify students’ argumentative writing
problems and the results indicated that several difficulties students faced
deal with the lack of metacognitive knowledge and strategies such as
incapability to think while writing, to understand the task requirement, and to
evaluate own writing tasks. The findings also reported that students even
expected their teacher to provide regular feedback, process-based teaching,
and pre-discussion of the writing task. Therefore, it is suggested that writing
teachers should consider students’ writing difficulties and consider
appropriate teaching strategies to help students develop writing skills. In
sum, writing strategy instruction is still limited and neglected in the Thai

educational context.

Challenges in Writing Strategy Instruction

Based on the notion of strategy instruction, it is assumed that writing
strategy instruction can help writing teachers develop students’ writing skills
because useful strategies are implicitly and explicitly introduced to them.
However, training students with different English proficiency to improve
writing skills remains challenging. Sasaki (2000) found in her study that both

high and low proficiency students consume considerable time to develop
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writing skills yet the quality and fluency of their writing were still not
improved. In addition, even though Ching’s (2002) study discussed several
practicalities of the strategy and self-regulation instruction, it was suggested
that the writing teachers need to improve the course implementation by not
focusing on the writing frequency. In so doing, the suitable quantity of writing
tasks should be assigned at the appropriate time otherwise they increase
workload from the students’ core course writing tasks. Then, the students
feel pressured and do not develop writing strategies effectively. Similar to
Ching’s (2002) study, De Silva (2015) reported the positive results of the
strategy training; however, she suggested that strategy instruction program
should be appropriately designed to suit the particular needs of the learners.
For example, she used the writing tasks beginning from less demanding to
more demanding (e.g. from describing object to writing argumentative essay)
to gradually develop students’ writing strategies. Therefore, writing teachers
should take into consideration that training writing strategies to EFL students
requires considerable time, appropriate quantity of the assigned writing tasks,

and well-designed writing tasks.

Research Methodology

This present study was conducted at Business English department,
Assumption University where all the offered courses are taught in English.
The approximate number of students in each class is between 25 and 30
depending on the course complexity and the skills taught.  Business
Commination in English Il (EN3211) is the major required course for the third
year students. EN3211 concentrates on both business writing skills and
business communication skills such as working in team, conducting meetings,

and making business presentations.

Participants

The student participants comprised groups of third year students
majoring in Business English, Faculty of Arts, Assumption University. Two
Business Communication in English Il classes were administered as a control
group (N=24) and an experimental group (N=28). The students are mostly

Thai and some international students are from Korea and China. Their ages
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ranged from 21 to 25 years old and there are more females than males.
Based on the pretest results, four students from the experimental group who
received the highest (H1, H2) and lowest scores (L1, L2) were chosen for

further interviews.

Metacognition Training for Business Writing Skills Development

For metacognition training, the researcher of this current study (as the
trainer) applied Cohen’s (1998) strategies-based instruction (SBI) to implicitly
and explicitly integrate metacognitive strategies training into a normal
business English classroom. The aim of the metacognition training is to help
students learn to write business correspondence and develop metacognitive
knowledge for the writing tasks. Researcher-designed activities for
metacognition training and writing development were administered in the
course lessons. The activities for the metacognition training applied three
strategy sets introduced by Oxford (1990) which are centering, planning, and
monitoring and evaluating strategies. Centering refers to the technique of
linking the prior knowledge to perform a present task; planning refers to the
strategy to identify the goal and know what specific requirements are needed
to perform the task; monitoring and evaluating refers to the ways students
consciously monitor their own errors and evaluate their own actions. To train
with metacognition, each course lesson was divided into two sessions of
lecture-based teaching and metacognition training as shown in Appendix 3.
During the lecture-based session, when the regular course content from the
textbook discussed some relevant writing strategies such as analyzing
problem, defining purpose, and revising ideas, the researcher explicitly
explained the usefulness of those strategies so that students could consider
using them in other writing tasks. After the lecture-based session, the teacher
distributed the metacognition training tasks that support each of the lecture
topic. The instructions were explained clearly to the students for them to
work by themselves individually, in pairs, or sometimes in groups while the
control group was administered with the writing drills without metacognition
discussions. The researcher then observed how the students did the task;
moreover, she explicitly suggested appropriate metacognitive strategies for

the assigned writing activity and encouraged them to use.
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Data collection

The pretest and posttest, adapted from the writing assignments of the
prerequisite course, Business Communication in English |, were used to
measure changes in the students’ business correspondence writing ability
resulting from the metacognition training as an intervention (See Appendix 1).
Before administering these pretest and posttest, the three evaluators as
experts were requested to rate the tests’ difficulty and the results showed
that the level of difficulty was similar. Before the metacognition training,
both the control and the experimental groups were administered with the
pretest. Whereas the students in experimental group were exposed to writing
tasks and metacognition training activities, the regular Business
Communication in English Il course’s writing tasks were administered to the
control group only to introduce the business writing concepts and strategies
from the textbook. After the training was completely finished, the students
from both groups were administered with the posttest in which the content
was similar to the pretest. Both pretest and posttest were evaluated by
three nonnative instructors, from the Business English Department at
Assumption University, who have more than 5 years of experience teaching
business English courses where writing skills are in focus, using the Test in
English for Educational Purposes (TEEP) developed by Weir (1988), as cited in
Weigle (2002). TEEP scheme consists of seven scales: (1) relevance and
adequacy of content; (2) compositional organization; (3) cohesion; (4)
adequacy of vocabulary for purpose; (5) grammar; (6) mechanical accuracy |
(punctuation) and (7) mechanical accuracy Il (spelling). However, only the
first three scales were employed in this study because they assessed
behaviors/practices which could be improved by using metacognitive
strategies and knowledge, while the rest were rather related to the language
knowledge. To ensure the reliability of the pretest and posttest scores, there
was a discussion with the three evaluators regarding the criteria for assessing
those tests.

To investigate how high and low proficient writers (H1, H2 and L1, L2)
use and develop metacognitive knowledge and strategies, retrospective

interviews were conducted before, during, and after metacognition training. In
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each interview, the students were given a writing task, and after they finished
the task, they were asked questions about metacognitive knowledge and

strategies (See Appendix 2).

Data analysis

The pretest and posttest scores collected from both control and
experimental groups were analyzed using Statistical Package for the Social
Sciences (SPSS) through the inferential statistics, Independent Sample t-test,
to measure the students’ writing abilities before and after the metacognition
training. The qualitative data from the student interviewees’ retrospective
interviews were interpreted and coded according to the set themes of

person, task, and strategic knowledge (Wenden, 1998).

Results

This section reports the results from the pretest and posttest scores
of both groups. The descriptive statistics and Independent Samples t-test
analysis of students’ pretest scores of both groups are presented in Table 2
and Table 3 presents descriptive statistics and Independent Samples T-Test

analysis of both groups’ posttest scores.

Table 2 Pretest scores for the writing tasks of both groups

Max. Control group (N=24) Experimental group | Sig. (2-
scores (N=28) tailed)
M SD M SD
Content 3 2.07 0.25 2.02 0.34 0.595
Organization 3 1.58 0.50 1.61 0.45 0.837
Cohesion 3 1.63 0.34 1.53 0.42 0.388

*p=<.05

As can be seen in Table 2, the mean scores for the relevance and
adequacy of content are 2.07 for the control group and 2.02 for the
experimental group; the mean scores for the compositional organization are
1.58 for the control group and 1.61 for the experimental group; and the mean

scores for the cohesion are 1.63 for the control group and 1.53 for the
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experimental group. When comparing the mean scores, an Independent
Sample T-test shows that there is no statistically significant difference in the
three component pretest scores between control and experimental groups.
This indicates that the level of writing competency of students from both

groups is statistically homogeneous

Table 3 Posttest scores for the writing tasks of both groups

Max. Control group (N=24) Experimental group | Sig. (2-
scores (N=28) tailed)
M SD M SD
Content 3 2.38 0.33 2.59 0.28 0.021*
Organization 3 1.93 0.48 2.12 0.26 0.082
Cohesion 3 1.77 0.33 1.92 0.26 0.073

*o = < .05

Table 3 shows the posttest mean scores of both groups. The mean
scores for the relevance and adequacy of content are 2.38 for the control
group and 2.59 for the experimental group; the mean scores for the
compositional organization are 1.93 for the control group and 2.12 for the
experimental group; and the mean scores for the cohesion are 1.77 for the
control group and 1.92 for the experimental group. The Independent Sample
T-test shows that there is a statistically significant difference in the posttests’
mean of the content scores (p = 0.021) between control and experimental
groups. Even though there is no statistical difference in the posttests’ mean
scores of the compositional organization and cohesion, these two component
scores of experimental group are considerably higher. This can be concluded
that the experimental group could outperform the control group on writing
performances after receiving the metacognition training.

For the qualitative data of the student interviewees’ retrospective
interviews, findings revealed that high and low proficient writers were
considerably different in terms of person knowledge development. High
proficient writers described more of their writing progress and abilities than
the difficulties, while low proficient writers mostly viewed themselves

negatively as poor writers. However, it is shown that metacognition training
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helps the low proficient writers talk about weaknesses in more details. The
ability to disclose their weaknesses may help them to find the right ways to
develop writing skills. Their responses after the metacognition training are

shown below.

H1: “I can write well because | put myself into the situation. | can write
better and | can put more details. | know how to organize the

message.”

HZ2: “I think | can write better than the previous task. | can write more
analytically and the thinking process is more organized. | think the

progress is from the way | think.”

L1: “It is very difficult for me because | am not good at persuading

other people to follow my ideas.”

L2: “It is still difficult for me because | have to figsure out how to ask

for the reader’s cooperation politely.”

In developing positive attitude towards themselves, L1 stated “/ think
my writing is improved because | know the patterns for writing different types
of message” and L2 said “I think | have a progress because | practice and |
know more about the patterns for writing different types of messages.”

For the task knowledge, all participants had no difficulties in
identifying the intended readers; however, indicating the task purpose was
somewhat challenging for them. For example, instead of giving bad news to
the hotel guests that the outdoor pool was out of service, H1 stated that she
had to persuade the customers to use the service in their next visit.
Nevertheless, all students could develop the task knowledge of this aspect
after the metacognition training. The high proficient writers could develop
their knowledge of task requirement even before they were trained. The pre-
training interview results showed that they focused on discussing the

cognitive and language requirements. Their responses are shown below.
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H1: “..I need to realize the problem. Why the company failed to
include the product when delivering and what caused the

problem?”

H2: “I should know what word to use to make customer feel

satisfied and purchase from us again next time.”

H1 emphasized thinking of what to write in the content based on the
given situation. H2 focused on using appropriate language to better
communicate with the readers. Even though the low proficient writers’ initial
responses related only to objective requirement of the task, (e.g. L1: “The
customer didn’t receive the product she ordered. | have to do something to
let the customer know it’s the company’s mistake.”; L2: “This letter requires
me to solve problem to meet customer’s satisfaction. | have to write in a
polite way.”) they were able to describe a more subjective form of the task
requirement (e.g. cognitive and language requirements) after the

metacognition training. Their responses are shown below.

L1: “This writing task requires me to plan to persuade the readers.”

L2: “This task requires me to avoid using the forcing tone and ask

politely for the cooperation from the readers.”

The metacognition training helped all participants to be aware of the
necessities of particular writing strategies such as outlining, understanding
context and situation, and the appropriate use of word choice. Their

responses relating to the strategies use are demonstrated below.

H1: “For planning, it is quite clear for me from the given situation
that we have to face with this problem. For the evaluation, as | said,
| emphasized details and solution. | monitor by asking myself
questions if | am ok with the provided solution.”

H2: “I plan to write the reasons to support the idea so that the
reader takes certain actions.”
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L1: “Planning for me is to think about how to write each paragraph
to make it clear to the readers. | try to monitor myself but | cannot
fisure out what to monitor. | evaluate my writing that it is still not
ok.”

L2: “I plan what to write in each paragraph. | do not monitor. |

evaluate that the message should make sense.”

For the writing process, the students focused mostly on the content
organization and they considered planning the main points as their first step
in the writing process. For the strategy use, in terms of goal and objective
setting, the high proficient writers could develop this strategy better than the
low proficient writers. H1 said she set writing goal and objective every time
before she wrote; H2 said he focused on the reader’s responses as he set
goal and objective for his writing, while L1 and L2 stated that they did not set
any writing goal and objective. Although participants did not provide detailed
explanation of how planning, monitoring, and evaluating strategies were used,
their answers showed that the metacognition training could help them to be

aware that they had to use these particular strategies for the writing tasks.

Discussion

The experimental group students outperformed the control group
students in terms of relevance and adequacy of content. A possible
explanation for this would be because the students’ task knowledge was
developed. They were trained to identify the task’s purposes, requirements,
and the intended readers; therefore, they were able to write relevant and
appropriate content of the message. However, there is no significant
difference between the two groups in the aspects of organization and
cohesion of writing. This is contrasting to most research studies (e.g. Bacha,
2001; De Silva, 2015; Gustilo, 2016; Lee, 2006) as those studies reported
students’ writing skills improvement regarding these two aspects. In general
writing courses, measuring the writing improvement on content, organization,
and cohesion is mundane as De Silva (2015) stated that she paid attention to

organization and cohesion in her intervention because students are usually
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weak in these aspects. However, with the business writing genre, students are
generally discussed with the different patterns in writing different types of
business correspondence. For example, if a student has to write a negative
message, he or she will begin writing the reason for refusal before offering
other alternatives to satisfy the readers’ needs. Therefore, it could be
justified that gauging the scores of organization and cohesion might not be
applicable to see effect of the metacognition training as the students are
already equipped with frameworks to organize the coherent message.
However, metacognition training could still help students to indirectly
improve the way they organized the message in a coherent way through the
thinking of how to provide adequate and relevant content.

Comparing between high and low proficient writers, the former used
and developed more of person, task, strategic knowledge in all aspects. For
the person knowledge, high proficient writers have more self-confidence in
their writing than the less proficient writers. According to Oz’s (2005)
suggestion, students who are trained with metacognition will be confident in
their abilities to learn; however, this present study’s finding showed that
skilled writers possess this quality even before the training whereas low
skilled writers who perceived themselves as poor writers and did not have
confidence when writing could be developed slightly through metacognition
training. For the task knowledge, the findings indicate that high and low
proficient writers are different in terms of the way they evaluate tasks and
how to communicate effectively. To the proficient writers, they emphasized
understanding the readers’ needs, using appropriate language, as well as
considering to write appropriate type of message. However, the low
proficient writers focused on the objective requirement of the tasks such as
accepting mistake, solving problem, and considering special offer. To simply
identify tasks’ requirement is not sufficient in business writing. The students
usually discussed that maintaining goodwill with the customers is vital. To do
so, they should initially identify the purpose accurately in order to write the
correct type of message using the suggested pattern. Moreover, the language
use can also help them to remain courteous when communicating with the

customers. These characteristics refer to the effective communication in
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business context. Therefore, this indicates that high proficient writers have a
higher level of critical thinking skills that could help to develop better
message for effective communication. The finding correlates with Kasper’s
(1997) study which states that good writing requires adequate content with
the clear communication that makes the readers understand the message
well.  For the strategic knowledge, high proficient writers are aware that
writing requires strategic thinking which help them to adjust their writing to
the given situation, the purpose, and the target reader. Based on Victori’s
(1999) study, skilled writers tend to be more aware of content development
than less skilled writers; therefore, the findings from this research is in line
with this.

Although several training sessions enhanced students to develop
person knowledge which helped them to be aware of their writing progress,
abilities, and difficulties, some writing tasks required considerable time to
proceed; therefore, they caused the low proficient writers to feel
demotivated. Thus, the focus should be on training the low proficient
students by giving them easier writing tasks or arranging a pre-discussion of
the assigned task with the teacher before they perform the task. The course
content and the training sessions introduced several types of readers in the
business context and the main purposes in business communication. As a
result, students were able to develop task knowledge of these aspects.
However, time allotment was not sufficient in the training sessions that
trained students to be aware of the task requirement. Then, some poor
writers did not know what the task required them to do and could not
continue writing resulting in not developing the task knowledge. Training
strategic knowledge could be considered the most challenging. The training
sessions seemed to emphasize training planning strategy, but not monitoring
and evaluating strategies. Similar to the limitations for training person and
task knowledge, the time constraint was the major problem for the teacher
to manage the metacognition training.

In summary, the research findings contribute to the knowledge on
conducting the metacognition training to develop the metacognitive

knowledge and strategies for EFL tertiary students, both high and low
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proficient, in the business writing classroom or the similar context. However,
there are additional pedagogical implications suggested to the writing
teachers who desire to teach the writing course using the approach of
embedded strategies-based instruction.

The study raised the learners’ awareness that, even though it was
justified that students in the business writing course have already been
equipped with the frameworks to organize the coherent message based on
the quantitative results, the statistically difference does not exist in the mean
scores of compositional organization and cohesion. These two component
scores could not be exempted from the metacognition training as they were
still used in most general writing studies (e.g. Lee, 2006; Bacha, 2001; De Silva,
2015; Gustilo, 2016) to show the writing skills development.

Furthermore, when training students with metacognition, the pre-
designed writing tasks should not be too difficult to perform because when
the students are able to understand the instructions of the task, they
(particularly high proficient students) are able to discuss and share strategies
they find useful with other friends. This indication helps promote scaffolding
concept and benefits low proficient students. Moreover, the writing tasks
that are not too difficult also facilitate metacognition development and
writing abilities. With the matter of time restriction, it is obviously shown that
high and low proficient students require different length of time to develop
metacognition; therefore, each pre-designed writing task should not contain
too many strategies to be trained. It is suggested that teachers should also
consider dealing differently with students who have different writing abilities.
In addition, it might be very practical if a group of low proficient students are
arranged with the “how to learn” course before participating in the
metacognition training.

Since training strategic knowledge and strategy use is difficult and
challenging, it is suggested that the needs analysis should be conducted
before administering the metacognition training so that the appropriate writing
strategies can be established and categorized prior to the metacognition
training. Consequently, the students can orchestrate suitable strategies to be

used in a certain writing task. Furthermore, the metacognition training should
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acknowledge the students with the concept of the self-oriented feedback
loop which “entails a cyclic process in which students monitor the
effectiveness of their learning methods or strategies and react to this
feedback in a variety of ways, ranging from covert changes in self-perception
to overt changes in behavior such as altering the use of a learning strategy”
(Zimmerman, 1990, p. 5) so that they are able to develop monitoring
strategy. With the evaluating strategy, the interview results showed that
students were more concerned with their English language ability; therefore, it
is suggested that providing additional training sessions to the students with
the linguistic structure could help them to develop evaluating strategy as
they are able to use the knowledge to evaluate their own work by revising

and editing the message content.

Conclusion

This study investigated how metacognition training helps students
develop better business writing skills and the findings revealed that high and
low proficient students could develop metacognition to a certain extent.
Based on the findings, it is suggested that business writing course should
employ particular writing activities in training students to be equipped with
person, task, and strategic knowledge (Wenden, 1998). However, those
writing activities should be adjusted to suit students who have different
writing abilities so that they are able to fully develop metacognition. In so
doing, writing teachers have to consider the level of task’s difficulty and the
appropriate length of time provided in the training. For further research, this
study can be replicated or expanded in other contexts such as universities
which provide either regular or international educational programs and offer
similar business writing or other content subject courses, to explore the
extent to which metacognition training could improve EFL students’” ‘writing
skills.
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Appendix 1: Pretest and Posttest Writing Tasks

Pretest Instructions (Type of message: informative)

Your company has just launched a new product which is a multifunction
printer. A key customer is interested to buy in quantity to replace all the old
printers. Write a letter to provide specific information to your customer giving
good news that you will offer special discount. Write at least 200 words using
full-block format. Make up necessary information such as the customer’s

name and company, products’ details, terms and conditions, etc.

Posttest Instructions (Type of message: informative)

You work at a well-known fitness center as a manager. Your corporate
customer writes a letter to ask for more details about the membership and
the special price since the company has decided to provide more employee
benefits in using the service at your fitness center. Reply with a positive
message offering additional privilege. In the letter, provide all details of your
fitness center’s services. Write at least 200 words using full-block format.
Make up necessary information regarding the special offer and the fitness
center’s facilities such as swimming pools, aerobic classes, weight machines,

etc.

Appendix 2: Retrospective Interview Questions

Person Knowledge

® How do you explain about the overall progress of your writing task?
® How do you see yourself as effective writer of this business letter?

® \What difficulties you had while writing this business letter.

Task Knowledge

® \Who is the reader of this business letter?
® \What do you think this writing requires from you?

® \What skills do you need to complete writing this business letter?
Strategic Knowledge

® \What strategies did you use to succeed in this writing task?

® How did you write this business letter? briefly explain step by step.
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Appendix 3: Examples of Metacognition Training Tasks

Lecture Session
(45-60 minutes)

Metacognition Training Tasks
(30-45 minutes)

Trained
Metacognitive
Knowledge

Business
Communication,
Management,

and Success

Connecting with what already known

Spend 10 minutes of nonstop writing telling what you
can remember about the business writing you have
learnt from EN3210 Business Communication in English
l. You may list relevant vocabulary or expressions that
should be used in writing good news, bad news, and

persuasive messages.

Person and task

knowledge

Adapting Your
Message to Your

Audience

Analyzing audiences

Brainstorm with your friends in a group of 3-4 students
a range of specific language functions and structures
you will be using in your writing for different contexts
such as asking questions, describing and explaining the
company’s products in order to deal with five different
types of audiences: primary, secondary, initial,
gatekeeper, and watchdog. Examples of specific
language functions and structures include using past,
present, future tenses, or conditional. You should also
consider the tone of your message. Information from

Module 14-16 can be useful to your group discussion.

Task knowledge

Planning,
Writing, and

Revising

Applying writing strategies

Write a letter to a hotel to book a room for three
nights. Make up more details on your own. Apply the
strategies of planning, writing, and revising discussed in
this module. Exchange your letter with your partner.
Read your partner’s letter and point out the errors he
or she has made. Use the information from Module
14-16 for identifying the writing errors in spelling,
punctuation, vocabulary, organization, content, and
tone. Ask your partner to reflect on his or her strategies

used in writing this letter.

Person and
strategic

knowledge
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Cross-Cultural Differences in Language Learning Strategies:

A Comparative Study of Thai and Japanese University Students
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Abstract

Studies in language education have paid attention to the effect of
individual and cultural features of language learners’ learning strategy use.
The present study aims to compare the language learning strategy choice of
students from two different cultures: Thai and Japanese university students
studying English as a foreign language in their native countries. To have an
insightful picture and understanding, the use of a multi-data collection
method was employed to gather both quantitative and qualitative data
through the questionnaire of Oxford (1990) and semi-structured interviews
designed by the researchers. The Strategy Inventory for Language Learning
(SILL) Version 7.0 for EFL/ESL (50 items) was designed for non-native English
speaking students who use English as a second or foreign language. It
comprised 50 questions divided into six parts: memory, cognitive,
compensation, meta-cognitive, affective, and social strategies. Students
answered each item statement using a five-point Likert-scale ranged from 1
(never or almost never use) through 5 (always or almost always use).
Interview question items were written based on the purpose of the study and
related to the questionnaire items, textbooks, and journals. The interview
question form consisted of two main sections: background information and
open-ended questions regarding language learning strategy use together with
information of factors affecting individual language learning. To investigate the
differences in language learning strategy choice and learners’ individual
factors, learning strategy use as reported by 20 Thai and 4 Japanese university
students was compared. The quantitative results will be reported and further
discussed using support from qualitative data. The implications for learning
and teaching are insightfully discussed in this paper.

Keywords: Cross-cultural differences, language learning strategies, Strategy
Inventory for Language Learning (SILL)
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Introduction

Previous studies in the areas of language education have paid
attention to the effect of individual and cultural features of foreign language
learners’ learning strategy use. Such an issue necessarily needs to be
addressed because, as Stern (1983) contended, language learners’ uses of
language learning strategies (LLSs) are largely manipulated by different
factors, including learners’ individual characteristics, social contexts, and
teachers’ characteristics. Agreeing with Stern (1983), Cohen (1992) called for
more studies dealing with the relationship between language learners’ uses
of LLSs and individual learner-related variables. Consequently, numerous
research studies have tried to identify LLSs adopted by successful language
learners together with learners’ related variables such as motivation, gender,
levels of proficiency, different cultures and contexts that may associate with
differences in LLS use among EFL learners. Their results have shown that LLS
use is related to both individual differences (Altan, 2003; Bruen, 200; Ehrman,
Leaver, & Oxford, 2003) and the contexts in which learners acquire the
language (Garcia, 2005; Hong-Nam & Leavell, 2017; Parks & Raymond, 2005;
Takeuchi, 2003; Wharton, 2000). Since language is socially mediated and
context dependent, it would follow that learners’ use of language learning
strategies could vary with the environment; for example, in Wharton’s study
(2000), it was found that bilingual Singaporean students preferred to use
social strategies in studying a foreign language. In 2003, Takeuchi (2003) used
biographies to identify characteristics of good language learners in Japan and
found that Japanese EFL learners would create opportunities to practice
English, apply specific strategies for different tasks, and use different kinds of
memory and cognitive strategies to help with their internalization and
practical use of the language. More recently, LLS uses of monolingual Korean
and bilingual Korean-Chinese university students were investigated and
compared by Hong-Nam and Leavell (2017). They reported that learners’ use
of language learning strategies varies with the environment. Monolinguals and
bilinguals employed preferred LLSs to learn English variously.

In terms of cultural background differences in relation to strategy use,

in the contexts of Thailand and Japan, the results of some studies showed

ArwUSTAaY adudl 34 (2562) 115



that learners of different ethnicity demonstrated preferred use of LLSs (e.g.
Takeuchi, 2003; Lengkanawati, 2004). From these studies, culture is,
nevertheless, too broad a term with too many factors involved; therefore,
caution should be taken when any generalization is to be drawn in terms of
ethnically preferred LLSs. The current study thus aims at examining LLSs
commonly employed by language learners in EFL contexts like Japan and
Thailand. Through the identification of EFL learners’ LLSs, and how they have
applied these strategies in the process of English learning, some
understandings, useful suggestions, and tips may be drawn in helping other
EFL learners improve their strategy use and consequently advance their
English language proficiency. That would invariably provide insights to
facilitate pedagosical implications for instruction and curriculum development

to some extent.

Research Methodology

The purposes of the study were to examine LLSs commonly
employed by Japanese and Thai students and to clarify how the variables
(nationality and levels of English language proficiency) relate to their use of
LLSs. Based on the research purposes, this study is directed at testing the
following null hypotheses:

HO 1: There is no significant difference in the use of LLSs between Thai

and Japanese students.

HO 2: There is no significant relationship between the use of overall LLSs

and the variables (nationality and levels of language proficiency).

Participants

There were two groups of participants in this study: Japanese
university students and Thai university students. They were all undergraduate
students. In the first group, four students volunteered among 25 Japanese
students of a private university located in the southern-central region of
Japan's main island. In the second group, 20 Thai students out of 24 students

were volunteer participants whose university is located in the lower northern
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part of Thailand. Both groups of participants were students majoring various
disciplines (e.g. Graphic Design, Mass Media, Social Sciences, Humanities,
Sciences). They ranged in age from 20 to 22. At the time of the study, it was
in Semester 1/2017. Both Japanese and Thai students were similarly required
to enroll and complete the English Foundation Programs in their universities. It
is important to note that the number of the participants was small as the
researchers recruited the participants based upon a voluntary basis, with
research ethics in mind. Although only a few students participated in this
study, it could be said that the data collected were valid as they were derived
from those who agreed to take part in this research, thus providing true
information about their strategy use.

For one purpose of the study, TOEIC scores were used and classified
students’ levels of English language proficiency under three levels: advanced
(above 655), intermediate (405-650), and elementary (10-400) according to
TOEIC scores (Rogers, 2003:5).

Data collection

To have an insightful picture and understanding, the use of a multi-
data collection method was employed to gather both quantitative and
qualitative data through the questionnaire of Oxford (1990) and semi-
structured interviews designed by the researchers. The data were collected as
follows.

1. The Strategy Inventory for Language Learning (SILL) Version 7.0 for
EFL/ESL (50 items) was designed for non-native English speaking students who
use English as a second or foreign language. LLSs were classified into direct
strategies and indirect strategies. For direct strategies, the three categories
were: 1) memory strategies, 2) cognitive strategies, and 3) compensation
strategies. As for indirect strategies, they included: 1) metacognitive strategies,
2) affective strategies, and 3) social strategies. The questionnaire comprised 50
questions divided into six parts: memory, cognitive, compensation,
metacognitive, affective, and social strategies. Students answered each item
statement using a five-point Likert-scale ranged from 1 (never or almost never

use) through 5 (always or almost always use). For reliability and validity of

ArwUSTAaY adudl 34 (2562) 117



SILL, Cronbach’s alpha coefficient was computed to determine an internal
consistency reliability of the SILL (50 items) for each group. The reliability for
Japanese students was .82 on 10 cases, and for Thai students, it was .85 on
30 cases.

The responses were categorized based on the following reporting
scale designed by Oxford (1990) to inform students which groups of strategies
they used the most in learning English:

1) High Usage
Always Used with a mean of 4.5-5.0 or
Usually Used with a mean of 3.5-4.4,
2) Medium Usage
Sometimes Used with a mean of 2.5-3.4); and
3) Low Usage
Generally Not Used with a mean of 1.5-2.4 or
Never Used with a mean of 1.0-1.40.

2. In order to assist with interpretation of the results, interview
question items were written based on the purpose of the study and related
to the questionnaire items, textbooks, and journals. The interview question
form consisted of two main sections: background information and open-
ended questions regarding language learning strategy used together with
information of factors affecting individual language learning. The validity of
the interview questions in this structure were also checked by experts, then
piloted. With comments from those participating in pilot interviews and with a
discussion with the experts, the interview questions were then re-worded and

re-arranged before their actual use.

Data Analysis

The Statistical Package for the Social Science (SPSS) for Microsoft
Windows 11.5 was used to analyze the quantitative data:

1. To examine the use of LLSs, descriptive statistics including

frequencies, percentages, means, and standard deviations
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2. To evaluate the differences in the use of LLSs between Thai and
Japanese students, t-test was used
3. To investigate the effect of LLSs on students’ nationality and

levels of language proficiency, chi-square was employed

Regarding the interview data analysis, the researchers went through
this with an assistance of experts who had experiences in this type of
qualitative data analysis. As Robson (2002) states, in qualitative data analysis,
the experienced people like professional lecturers in the same field can help
the researcher analyze this type of qualitative data. To increase the reliability
and validity of the interview transcripts, three strategies were used: 1)
comparing researcher’s handwritten notes with tape transcripts; 2) repeatedly
listening and transcribing the tape records; and 3) equating the literal
meanings of transcripts through careful back-translations with the co-
researcher who is now teaching English in Japan in order to check the

researcher’s translated data by doing Japanese-English translations.

Results

The results displayed are for hypothesis testing. The study fails to
reject two null hypotheses. As illustrated in the following tables, there is no
difference in the overall strategy and strategy class between Japanese and
Thai students, and there is no significant relationship between the use of
overall LLSs and the two variables (nationality and levels of language

proficiency).

Table 1: Differences in the overall strategy and strategy class

Japanese Thai
Strategy Class - - t-test df P-Value
X SD X SD
Direct 3.38 42 3.14 .35 1.23 22 232
Indirect 3.47 52 3.12 43 1.46 22 .16
Overall strategy 3.43 .38 3.13 .34 1.59 22 127
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Table 1 shows that there is no significant difference in the use of
overall LLSs between Japanese and Thai students. The findings indicate that

Japanese students used overall LLSs more frequently than Thai students.

Table 2: Differences in the language learning strategy (LLS) group use

Japanese Thai
Strategy Class - - t-test df  P-Value
X SD X SD
Memory 3.28 .35 3.02 .33 1.40 22 176
Cognitive 3.54 .63 3.11 .48 1.55 22 136
Compensation 3.33 .41 3.29 .54 144 22 .886
Meta-cognitive 3.67 .86 3.24 .39 1.605 22 123
Affective 3.08 75 3.08 .67 .000 22 1.000
Social 3.67 1.06 3.03 .62 1.686 22 .106

The information in Table 2 illustrates the differences in the LLS group
between Japanese and Thai students. There is no significant difference. The
findings indicate that Japanese students used most of LLS groups more
frequently than Thai students.

Table 3: Rank order of strategy group use

Strategy Group -

Frequency Rank X SD
Direct Indirect

1 Metacognitive 3.31 .50

Medium Use 2 Compensation 3.30 52
3 Cognitive 3.18 52

4 Social 3.13 72

5 Affective 3.08 67

6 Memory 3.06 34

Table 3 shows the most frequent used strategies by Japanese and
Thai students. All six specific strategies, of which the mean values are
between 2.5 and 3.4, fall into the medium-use range. The data indicate that

direct strategies were used as frequently as indirect ones.
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Table 4: Rank order of the most frequency of specific use

Strategy Group Specific Strategy -
Rank X SD
Direct Indirect

1 Social 45. If | do not understand 4  1.06
something in English, | ask the
other persons to slow down or
say it again.

2 Cognitive 12. | practice the sounds of 383 .70
English.

3 Affective 40. | encourage myself to speak 383 1.01

English even when | am afraid of

making a mistake.

4 Compensation 29. If | can’t think of an English 379 .83
word, | use a word or phrase that

means the same thing.

5 Metacognitive  33. | try to find out ho 379 72
w to be a better learner of
English.

6 Compensation 24. To understand unfamiliar 375 .85

English words, | make guesses.

7 Compensation 25. When | can’t think of aword 371 .86
during a conversation in English, |

use gestures.

8 Cognitive 18. I first skim an English passage ~ 3.67 .82
(read over the passage quickly)

then go back and read carefully.

9 Metacognitive  32. | pay attention when 3.67 .96
someone is speaking English.

10 Affective 39. | try to relax whenever | feel 363 .86
afraid of using English.

11 Metacognitive  30. | try to find as many ways as | 354 .72

can to use my English.

12 Metacognitive  31. | notice my English mistakes 354 .59
and use that information to help

me do better.

13 Cognitive 11. I try to talk like native English 3.5  1.02

speakers.
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Table 4 shows the most frequent used strategies by Japanese and
Thai students. Among all fifty strategies in six LLS groups, thirteen specific
strategies, of which the mean values are 3.5-4.4, fall into the often-use range.
There are three cognitive, three compensation strategies in direct strategy
group and four metacognitive, two affective, and one social strategy in
indirect strategy group.

Table 5: Rank order of the least frequency of specific use

Strategy Group Specific Strategy -
Rank x  SD
Direct Indirect

50 Metacognitive  34. | plan my schedule, so | will have 238 .82
enough time to study English.

The results from Table 5 indicate the least frequently used strategies,
of which the mean values are between 1.0-2.4, fall into the low strategy use
level. Only one strategy in the metacognitive strategy group is used with the
least frequency. It is item 34, “I plan my schedule, so | will have enough time
to study English.” (x = 2.38, SD = .82)

Relationship between students’ use of LLSs and two variables

Chi-square tests were performed to determine the relationships
between the students’ use of LLSs and two variables: nationality (Japanese
and Thai) and levels of English language proficiency (advanced, intermediate,
and elementary). In illustrating the results of data analysis, the students’ use
of overall LLSs was examined to ascertain whether these variables had the

effect on the use of LLSs by Japanese and Thai university students.

Table 6: Relationship between the overall LLS use and nationality

Nationality N Overall LLS use xz P
High Medium Low Value
Japanese 4 2 2 1.600 206
(8.33%) (8.33%)
Thai 20 4 15 1

(16.67%) (62.5%) (4.17%)
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Table 7: Relationship between the overall LLS use and levels of English proficiency

Level of English N Overall LLS use x2 P Value
Proficiency High Medium Low
Elementary 16 3 12 1 3.381 .1.84
(12.5%) (50%) (4.17%)
Intermediate 7 2 5
(8.33%)  (20.83%)
Advanced 1 1
(4.17%)

From Table 6 and Table 7, the results show that there is no significant

relationship between the overall LLS use and the two independent variables.

Findings and Discussions

The purposes of the study were to examine LLSs commonly
employed by Japanese and Thai students and to clarify how the variables
(nationality and levels of English language proficiency) relate to their use of
LLSs. The findings and discussions are summarized as follows:

1. Japanese students used overall LLSs more frequently than Thai
students. In terms of strategy group, the results reveal that Japanese
students employed cognitive, metacognitive and social strategies at a high
level, while memory, compensation, and affective strategies were at a
medium level. LLSs used by Thai university students were compensation and
metacognitive language learning strategies that were employed more
frequently than other strategies. The results support previous studies in Japan
and Thailand (e.g. Grainger,1997; Tirabulkul, 2005; Sootsuwan, 2005;
Sumamarnkul, 2006; Pawapatcharaudom, 2007).

2. The most frequently used specific strategies by Japanese and Thai
students involved asking for clarification, self-practice, and self-
encouragement. These findings were in line with the findings of Tirabulkul
(2005), Sootsuwan (2005), and Yutaka (1996). It could be explained that this
strategy was highly used by non-native speakers of English (Japanese and Thai
students) to support and continue their English language learning both inside

and outside the classrooms.
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From the main findings above, the study displayed that the learners’
levels of English language proficiency and nationalities do seem not to
influence the frequency of strategy use of Thai and Japanese learners. The
data from students’ strategy interviews of the study provided a much more
detailed and comprehensive picture of what was being explored by the
strategy questionnaire. Based on the interview results of the study, LLS uses
of Japanese and Thai students could be attributed to some influential
factors. First, it dealt with learner-related factors influencing the success at
learning English. Japanese and Thai students reported their individual learner
differences. For example, Japanese students seemed to be more self-
regulated and active. Most of them said that they pushed themselves hard to
improve their English competence both inside and outside the classroom,
while Thai students relied on classroom-based learning, such as teachers’
instructions, textbooks, and classroom activities. Moreover, more than half of
Thai student participants mentioned that their success in learning English was
mainly from following teachers’ lectures intentionally in class, and most
thought that learning English in class was enough for them. However, both
Japanese and Thai students shared common characteristics as social
(interpersonal) learners. They reported that teachers and classmates helped
enhance their learning motivation significantly. They liked interactions with
their teachers and classmates in the classes. For example, interactive
classroom activities such as group work and prepared presentations were
their preferred classroom activities. In addition, both groups reflected their
positive thoughts regarding being corrected and interrupted right away when
they make errors, provided that the correction was offered with politeness
and sensitivity. Interestingly, they both reported that they would continue to
practise their English further independently after graduation.

Pedagogical Implications

Based upon the results of this study, the following practical
implications are offered.

Firstly, learners of English as a foreign language should learn to

recognize the strategies they are using and be advised to select more
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appropriate techniques for the instructional environment. Advanced language
learners may serve as informants for other students who are experiencing less
success in language learning regarding strategies, techniques, and study skills.
Through monitoring each other, students can take an active part in not only
learning but also teaching.

Secondly, teachers should become more aware of the learner
strategies that their students are (and are not) using so that teachers can
develop their teaching styles and strategies to serve their students' ways of
learning.

Thirdly, language curricula, materials and instructional approaches
should incorporate diversified activities to accommodate the various
characteristics of the individual learners found in the foreign language
classroom. Moreover, the use of appropriate learning strategies can enable
students to take responsibility for their own learning by enhancing learner
autonomy, independence, and self-direction (Dickinson, 1987). These factors
are important because learners need to keep on learning when they are no

longer in a formal classroom setting (Oxford, Crookall, & Lavine, 1989).

Limitations of the Study

In this study, there are certain limitations as follows.

Firstly, the main problem that the researchers faced in carrying out
the study was the short period of time (one month) for data collection in
Japan, so it would be more reliable and have more Japanese participants if it
was done during a longer period of time.

Secondly, it would be more useful if more students are recruited from
other universities in Japan and Thailand or other contexts, then compared
their choices of LLSs.

Finally, a variety of data collection methods: surveys, classroom
observations, diaries, think-aloud data or other means should be conducted
to find out more in-depth data of language learning strategy use, so as to
increase the reliability of the research and validity of the data. For example,

LLS use and levels of English language proficiency can change over time;
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therefore, longitudinal case studies should be continuously carried out to

determine the reasons for their choices of LLS use.
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Appendices

Consent Form for Online Survey

You are invited to participate in an online survey on Cross-Cultural Differences in
Language Learning Strategies: A Comparative Study. The study focuses on investigating
language learning strategy use of Thai and Japanese university students engaged in
learning English as a foreign language. This is a research project being conducted by
Nisakorn Prakongchati, Thai visiting scholar at Otemae University. It should take
approximately 15 minutes to complete.

Your participation in this survey is voluntary. You may refuse to take part in the
research or exit the survey at any time without penalty. You are free to decline to
answer any particular questions you do not wish to answer for any reasons.

You will receive no direct benefits from participating in this research
study. However, your responses may help us learn more about how Thai and Japanese
university students use their language learning strategies in learning English.

Your survey answers will be sent to me directly, and the data will be stored in a
password protected electronic format. The data do not collect identifying information
such as your name, email address, or IP address. Therefore, your responses will remain
anonymous. No one will be able to identify you or your answers, and no one will know
whether or not you participated in the study.

At the end of the survey you will be asked if you are interested in participating
in an additional interview by email. If you choose to provide contact information such as
your phone number or email address, your survey responses may no longer
be anonymous to the researcher. However, no names or identifying information would
be included in any publications or presentations based on these data, and your
responses to this survey will remain confidential.

If you have questions at any time about the study or the procedures, you may
contact me via email at nprakongchati@yahoo.com.

Please select your choice below. You may print a copy of this consent form for

your records. Clicking on the “Agree” button indicates that

® You have read the above information

® You voluntarily agree to participate

O Agree
O Disagree

THANK YOU!
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Strategy Inventory for Language Learning (SILL)
The Strategy Inventory for Language Learning (SILL) version 7.0 developed by
Oxford (1990). In this study, the SILL is used as a research instrument to have subjects
identify students’ language learning strategies.
There are 50 statements in this questionnaire, please read each statement and
choose the response (5, 4, 3, 2, or 1) that tells how true the statement is in terms of

what you actually do when you are learning English. The criteria for the response are as

follows:
1 = Never true of me or Almost never true of me
2 = Generally not true of me
3 = Somewhat true of me
4 = Generally true of me
5 = Always true of me or Almost always true of me

Please answer in terms of how well the statements describe you. There are no

right or wrong answers to these statements.
Part I: General Background Information
1. Gender: [] Male [] Female

2. Age:

3. Your e-mail address:

4. Self-rated English Proficiency: [ ] Beginning [ ] Intermediate [ ] Advanced
5. Years of English Study:
6. Experiences Taking English Proficiency Test:
[]TOEIC [ ] TOEFL [TIELTS [] Others (Please specify):
How much scores do you get?
7. Experiences Living/Visiting English Speaking Country and Visited Countries:
[1Yes[]No
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1. | think of relationships between what |
already know and new things | learn in 1 2 4 5
English.
2. | use new English words in a sentence, so | . ) . :
can remember them.
3. | connect the sound of a new English
word and an image or picture of the word to 1 2 4 5
help me remember the word.
4. | remember a new English word by making
a mental picture of a situation in which the 1 2 4 5
word might be used.
5.1 use rhymes to remember new English
1 2 4 5
words.
6. I use flashcards to remember new English . ) . :
words.
7. | physically act out new English words. 1 2 5
8. | review English lessons often. 1 2 5
9. | remember new English words or phrases
by remembering their location on the page, 1 2 il 5
on the board, or on a screen sign.
10. I say or write new English words several
_ 1 2 a4 5
times.
11. I try to talk like native English speakers. 1 5
12. | practice the sounds of English. 1 5
13. | use the English words | know in
) 1 2 a4 5
different ways.
14. | start conversations in English. 1 2 4 5
15. I watch English language TV shows
spoken in English or to go to movies spoken 1 2 4 5
in English.
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16. | read for pleasure in Ensglish. 1 2 4 5
17. | write notes, messages, letters, or
1 2 4 5
reports in English.
18. | first skim an English passage (read over
the passage quickly) then go back and read 1 2 4 5
carefully.
19. I look for words in my own language that . 5 : s
are similar to new words in English.
20. | try to find patterns in English. 1 2 4 5
21. | find the meaning of an English word by . 5 : s
dividing it into parts that | understand.
22. | try not to translate word-for-word. 1 2 4 5
23. | make summaries of information that |
hear or read in English. ! 2 ¢ >
24. To understand unfamiliar English words, | . ) . :
make guesses.
25. When | can’t think of a word during a . ) . :
conversation in English, | use gestures.
26. | make up new words if | do not know . ) . :
the right ones in English.
27. | read English without looking up every . ) . c
new word.
28. | try to guess what the other persons will . ) . :
say next in English.
29. If | can’t think of an English word, | use a . ) . :
word or phrase that means the same thing.
30. | try to find as many ways as | can to use . 5 a 5
my English.
31. | notice my English mistakes and use that . 5 a s
information to help me do better.
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32. | pay attention when someone is
) 1 2 a4 5
speaking English.
33. | try to find out how to be a better
1 2 a4 5
learner of English.
34. | plan my schedule, so | will have . ) . :
enough time to study English.
35. | look for people who | can talk to in
1 2 4 5
English.
36. | look for opportunities to read as much . ) . s
as possible in English.
37. I have clear goals for improving m
) i s P sy 1 2 4 5
English skills.
38. | think about my progress in learnin
. y Pros g 1 9 a 5
English.
39. | try to relax whenever | feel afraid of
) i 1 2 4 5
using English.
40. | encourage myself to speak English even . ) . s
when | am afraid of making a mistake.
41. | give myself a reward or treat when | do . ) . :
well in English.
42. | notice if | am tense or nervous when | 1 2 a4 5
am studying or using English.
43, | write my own feelings in a language
. . y 8 guag 1 5 q 5
learning diary.
44. | talk to someone else about how | feel . ) . :
when learning English.
45. If | do not understand something in
English, | ask the other persons to slow 1 2 4 5
down or say it again.
46. | ask English speakers to correct me
1 2 4 5
when | talk.
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47. | practice English with other students. 1 3 5
48. | ask for help from English speakers. 1 3
49. | ask questions in English to other
. . 1 2 3 q 5
students or native speakers of English.
50. I try to learn about the culture of English
1 2 3 a4 5
speakers.

Interview Questions

Part | - Background & Previous Knowledge

1) Birthplace

2) Areas of study

3) Do you consider yourself to be :

a. a high language learner
b. a moderate language learner
c. a low language learner

4) When did you start and how long did you learn English?

5)  When you learn English, what did you study? Grammar? Speaking?

6) What kinds of text-books you used e.g. commercial books, or teacher-made
handouts if any?

7) Did the teacher speak in English most of the time?

8) Do you remember what kind of homework you had to do?

9) Did you have any contact outside the classroom/your home with English native
speakers?

10) Did you listen to the radio or watch films, TV, YouTube, or any media (s) in
English?

11) Do you think that your success at learning English is due to the teacher? Or did
it have something to do with the environment? Or would you say that you
developed some special study habits? Or do you have some particular personal
learning techniques that helped you in learning?
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Part Il - Language Learning Strategies

1. How often do you study English at university?

2. According to 1., do you think it is enough for you?

3. What have you been doing in your class last semester?

4. Do you do anything to help yourself understand the English lessons better
(before/during/after the class)?

5. What do you do to improve your English in general (inside/outside the
classroom)?
How do you think you get along with your teacher and the other students?
How does the atmosphere in the English class compare with that of other
classes?

8. Which classroom activities do you most like or dislike? Why?
Which classroom activities do you consider to be the most or the least effect
and useful? Why?

10. In your opinion, should the teacher speak English only while teaching?

11. Could you please tell me which aspects of learning English are easy or difficult
for you? Why?

12. What do you do when you get stuck while responding in English?

13. When you make an error, would you prefer to be interrupted right away or
would you rather finish your response?

14. Do you mind being corrected? Why?

15. Do you have any other comments about your language learning experiences?

THANK YOU!
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Fostering EFL students’ global mindedness
at the undergraduate level through the use of

literature teaching activity based on a Reader-Response theory

Sukanya Kaowiwattanakul

School of Liberal Arts, University of Phayao
Abstract

This article attempts to discuss the potentiality of using literature
teaching activity based on a Reader-Response theory to enhance EFL
students’ global mindedness at the undergraduate level. The background of
a Reader-Response theory and the essence of global mindedness will be
examined first. This is followed by the procedures of using literature teaching
activity based on a Reader-Response theory to develop the students’ global
mindedness. Finally, the suggested activities in a developmental model of a
reader-response approach in a global mindedness process to L2 literature

teaching will be provided.

Keywords: Global mindedness, Reader-response theory, Literature teaching

activity, EFL students

136 PASAA PARITAT JOURNAL volume 34 (2019)



nsimunIndiinainavedisouniwdaingumiuniwisisssinalusgeu
W aelagldNaNTTUNTADUITIUARA IV BN TN UAUBIVDINB 1Y

[

gneuayT 113NN

v v 9
a

AMZAAUAIENT UMNINUIBBNLLYN
UNANELD

unAnuiiingUuarasdiftetiauadnonmusanmslifanssunisaouassnnd
aumgufnisnevausswesisuiionmuindrinanavesgiSountusinguiy
AU AlusEAUNNINETRE Laeaziin15e5u1efamnguln13nouaLDIvel
forunazuAndifgyvosdndrdnanadusuduusn sudenisinauetunoy
NIEUINTADITIUATIAMA BN ImeUALR RS UiieWANIndTdnanna uaz
finsuuzthnedsguuuuresianssuiiegldaeuissuninaumguinmsnevaues
vossruiteiaudndinannadususugaine

ARy IndlnaIng, NqEYNITRBUALDIVDIFEY, AINTIUNTABUITIUAR,

Do

a

Assunwdingulunivisinsssme

ArwUSTAaY adudl 34 (2562) 137



Unin

luvsunveslangalaniAdni aandugaufnyilunaieUssinalainis
Uduiasuuumalunisuimsuagiaunaniuvesmulisluganuduananie
wd Taefgauluiidudomisnmsanudiiuatowssduaiuaudilaly
Fauusssuiuaning salufamsianmninensuyedfiddu (Gacel-Avila, 2005) lng
Lmeﬂumiﬁwmﬂ’msﬂmaqu,m'azamﬁ’whﬂﬁmmﬁwﬁzgﬁ’uLﬁammmié’m
Jnisfiaenadestunudeinsvamainussnuislussdfuussmaag seduaing
viouuwd og1dlsfiniy auautRvestudinifiesrasdfiazaiuisanouaussse

n1sidsuwdasadlanlugarnissei 21 latu wenainaudauiginisluanan

Y

a =

FWTNANIEVRINULST §andTaTAeilvinuen1siSeusa udunsieatuayuli

Jaudinaunsannseinegludenulanfniianunainvatgniaiausssuls a1y

U v

AmwsiAgatuNsAeanssenineTamsssuanuiuiinveusedeay audilauay
asgmiindalamanaludiaulan wdeBendnegimilsin msiidndrdinaina (Global
mindedness)  sauluisnaidnlufdandnluussifunadsausiluss fugugy
Useina uasuud audnvasmailnesdondt auausivesnndunadios
1an (Global citizenship) (Hunter et al., 2006; Perry et al.,, 2013; Thanosawan,
2012)

Aaty niNvesantdugauAnuidalaiiusiiean1sunaueIvIANsN

o v A

ugssialiUuAnaun1sAnw lULaIa1u150UsEN U TNLAMUNAIAN TUVINTY B

]

dAynUsensnilsinsiSeunisaeuseRuanuAnwIAIsIzResduasumuaiuluiv

14
= o &

Fnsndndeiunde Ugniliwasimunuanvuzvasnnudunadedan lnawanz

o =¢ ' |

981989 M3ilandniinanna (Global mindedness) nionsiiandiindodrusuuass
aufuiinveusmiulugiugussrinsionaiiesvedlan fftosdnisgiualnle
fanunidefieiuazuitivesanitugaudnuilunuini 1 vesdunasies
anduganAnuivedlangaanisseil 21 1391 aandugaudnuniiniiilunisude

9 9

Uudinndauninuaziinnusuinvounodinulun Ui wioNniduasunIsAny)

9

aa =~ Yo a a v v Y U o a c{'
NADAYIN LW@IV‘U@U%W@Jﬂ?quﬁqmqﬁﬂﬁLUﬂqiﬂiUmﬁLEU']ﬂUaQﬂiJWZJﬂ”IiLUaEJULLUaQ

o & IS a v a 1 o = ¥
panalial sanvudunallioswesdanifianusuiaveunediay daudnlawas

138 PASAA PARITAT JOURNAL volume 34 (2019)



v =

A3 NUNIUUMIAII)TINIATUABSTIN TAIUSTTU LaZEIAN AADAIUANNITOLERI

o

=

mmﬁmﬁmwauﬁlm{]cwwhmLwéwﬁu (UNESCO, 1998)
Fevimilunsinutudinvesssdnsgiualni fnruaonedosiuuuma
lun1sdnnisfinwsedvanufnwivesinenunseuskugaudnwssezeny 15 U ady
7l 2 (n.7.2551-2565) Iagnsensrsdnudnislemmunnsoudiamaazuuinianis
faungaudnwivesineifielszuugandnvndusinguiid dgyuazaduayunis
fmuUssmalugidmmnedifiaszasdsely Samuunumssniiunusszenilds
mMsnsenindenansenuiienivulng Wndinwilne wazdadinlueuian Foundoydu
\Hlosnainnisidsunvasvesanindsaulugandsgnaimnssunazanuviuar
(Post-industrial/ Post-modern) salugiaannuldaonadasiu (Mismatch) 531319
nMsfnwLaginureInifisUszasdlueuian uanainAudImglanizaans
101 TNveIALLED ANuansatd A liBmdeuasifeniu fnwenisdeans nns
vhaudunganue msufdam nmsfuanudes nseenuuuuazaLaiIeassA

ANUTURAYRURBAULBtLAZABNaU UBNa Nt gauAnwIATaseAunTeuliiy

v A i

JaudisiiverUalanvieiluanisglandinusuniviuas ausssy Ineduasulvidude
SuaviiunneIvesnyinusssy (Commission on Higher Education, 2008)
wa v a A sav Yo Ay o & ¥ o

nAuandivesiudinniislszasantanimualiluidevinduazninnves
anfugauAnwivetasinisgiualnuazuimelunisdnnisfinuseaugaudnyives
IngarunsevuiugauAneiszere1d 15 U aduil 2 (w.A.2551-2565) Lag
N3ENT1AENE13113 naalidn nMsimudsdrdnainavesiadindulunisluniang
anrduganfnuinisazlianuddglddesluniinisasramnuudaunsimieinu

WINTANLS LURsREEUIN

'
[y 1 a

msianddinannaiimnudfyeddsienisisadinlulantagtudadulan
wdgagnamnssuLayauiuay deaulanldnatsundudsauilinsuau
weluladnisdeansasielmianunsadenlosnuduiusvesdauliinulnddaiu
1Nt vy ‘ﬂzy;m@mﬂﬁLﬁ@%ﬂuqﬁmwﬁwaﬂaﬂ ﬂuiuﬁﬂgﬁmwﬁaﬁ
mmsm%mﬁlé’u%aLLﬁLLoﬂ'awwlﬁ%’uNaﬂiwmmm&;maaﬁw%aﬁmmﬁ?mié’

1 = L o v = a g L s dl o v g
Wiy n1snseiveseululangatagiuddanuduiusivenlosiulunun Ay

Ay adudl 34 (2562) 139

and
=e

A1¥1Y



faudalienaazisdineglaglfnualauifivsiaionringu udasazdosiinig
asgvindannuiuiaveusetyminerludseusmslus s dunaideswedanaunil

TuuSunvesine e mi‘ﬁwm%méwﬁﬂmﬂamamﬂﬂaﬂgummsaﬂiw‘hléf
TnsmstansGeumsaeuseinlundngasliiidemiaonunsnanufifieatuaa
mannvatevnaiaus el videtaueUsuiudymiiistulugianadisvedani
mefufasssu Sausssy daen nsiles uazdaandon iethlugnisaiisanu
nspvindanisildudalunmsudledgmuazainnuddndueniiulagdulugiug
uvsznslanmiloudu laesodvmildundngasiadmansdadinaiviiv

awdangy Afldnsanlunistrsdaasulidis sudniswauidndrdnainanae

Y

a

518391735UAR LRBtanIv8951839192IN 15U AU UTHUUTZNNGNY) LYY 1509
du wrtiee NIUNUS LazuNazATIY F9UTsuLAazUTzinnasiiiolson
= < = i « a ] o Y a veg
nanvangaziiusslauvsanAuveusoanuand19iu Tnediseuaslafd nwanuves
UNAEUIINVIRAN DT TRUTTTUNAI AR ITUNTBUANANAUAU T UTTTUVDIH LT
= & A ! 1 = [ k% 1 Yy k%
o4 Baluiiniseddasdiulngiaziinisaeaunsniseiaudynisuiieq igisoula
a ¢ [ [ [ I [ = [ & a
a1z L1y Ussiiunieniudeny auusssudeuiausssy WWeayia
dundeu Iermaasiasinalulad 1Wswgna LaznN15:led It WaNa1519Tn
55TUMAEMIRITIEIVITINAR LU NgRSAAUMansUMAIna U3y A1 w1 8eneg il
wa2 aziulainnisiSeunsaeuneivilezaunsatisduaiunasimundnddn
annaveaiseuladiduegned
adlsfinn NMsdnnisieunisasusedvnssauaisingulusziugaudnw
vosUsznAlnglutagiudmunnasdunvuiiudaewduddy Tnenidaeuaziluiiey
detoyalviilTeuwigaatnusien (Anurit, 2016) nd1ide fasudiulngdansddisnis

ADULUVUTTHNTUTUITNNTADULUUALAL F9912221TUNANINNTDINAAVDITIUIY

= A % ] ada

Assuireudannsevilvieniey Useneuiuduiugdasuluagissuniniegees
e fedufanssunsiseunisaeuluiosaziiuluiinisusseneilunan Tneazyautduy
TinsiinnulvinswnuingUszasdvesdidou waznsesuieillomasiluselo
! a 3 < ! « =t IS a Y Y a 4 (%
sonTiazUsziauseluzes Feenalinsidalenalyigiseulalanaulasdnan

v 3 & N dl vy a Y a & v a _a ¢
U UJUU9ATY LL@%?QL?@WIUﬂWiWQ%I‘V]QLiﬂu‘lm@ﬂﬂﬁqEJV?E]HSV]@UQ@'JWW’]SM

140 PASAA PARITAT JOURNAL volume 34 (2019)



Ngafudszaunsalkarauidnadieanniseunulisueiavilalivesasein
(Kaowiwattanakul, 2009)

°o Y w 1 1

fedesfadnandmalinsaouissuailutagiuliamsadeliiFou
Anmsimunsiindinainaldediedivssamsamminfisasunanuiiainaue
wwImInsiaudndrinanavedisouniwdingumiuaiwdaussnelagly
NANTTUNTADUITTUARAINNG YA NITNDUANBIVBIELEU (Reader-response theory)
fagiunisnszfuliieuldfinisniinesiuagefumefeszifulgmsnag i
Usngeglunudeuanidni@eusdsingg laglvanuddgiuaudeu g81u uae
UfAzenangeru Ssunumvesieruaziinnuddyiunisiaialuizesiieny uay
Uffsenangeuusazauitinuuansaiulusuussaunisel undn anuide uas
anuaulavesudazyana tnevquiiozusenssuiuniseruindunssuiunisd
wdeulmlallivgaiiasuanunsaiariiiugiusasdsraunsaivosusazauunld

TunsanuSesiienuld (ser, 1978; Jauss, 1981; Klarer, 1998: Rosenblatt, 1938)

= Y
NOUNN1INDUAUDIYDINDIU (Reader-response theory)

Nuin1sReUALeIYBe U (Reader-response  theory) 1unguifieglu
av1Y0sIUNTINIATal Alkanudrdgiuunuinvesgsiu lasinsinaue
wnAEARTRIiud LAY nguiuniansal (New criticism) AfunAnlunsuossm
Fouwvuidunans lithersualmwiddnvesierudmiieatos nguinsnouauss
vosferunstiuiiusraumsalauniszeeadruiiiniuainiss iy uaztesn1sey

a0 & ¢ v P - ~ = ) v
1370AAINUUYTZAUNITUNNATUAUNIZZNINNIITUINLNDNITANYIAUAT

= ¥

(Klarer, 1998) wanani dutiuanudAgyvesnudeu gou wazUfisenanygeu

a

ununvesdeulunguinisnevaussressuaziinislisuwdasnnudiiudy

= Y ' al 1 v J P a1 o w [ 1
LWUQQiUﬁWi@BTu@SﬁlﬂLﬂUNNﬁﬁu53MIUﬂW3@7u Q@WUNﬁ?UﬁW@QﬂUU@UWQNWﬂIU

Y

£

NITUIUNTEN NSAAINVDINBUILYNNTEAULALUTTAUNTUAIUAIVD I DTS
azaudaliiviloududuaninlugnisfianuivainvaieveasesyionu geuaeiinis
Aanvansalatamtiveniieedluvugiiou uazluudazdunaureiniseny

91993801592 AUANAMUNNIBVOUTIBTUAUINITAIUAIVDILAATYAAS

Ay adudl 34 (2562) 141

and
=e

A1¥1Y



ﬂixmumiLamLﬁmmmumsﬁuaamiémﬁ%uagiﬁ’uﬂﬁ]%’wmE]Lsu'u 918 NTANYT LIF
Woud wavanndinuvaseuusiazau (ser, 1978)

TunszuIun1souTY §e1ue1avzinsAInmvansalalavinveilioes
Ipngagnienialignsieails AuaIaniwesieu (Horizon of expectation)ay
Qﬂsumaaaﬂlﬂa&mhi?mqﬂ (Jauss, 1981) MUBUIAAUBY Jauss DI UTg UL

2 - ~ 1 , o < % & ~ o v MY
sluanungnilisuiuunlug wisgalsinny deyailionvesiudeuiuaflylady
[ a" 1 1 Y a I~ % a o'J =l 1 a dy 1Y
Tayailniod19uaze 819z ludeyainlaevialuiisaudgnideutuinivdaig
sULuUvsenagnsNsWisuisnteantuwitiy dauganuisaunsadieUssaunisal

| P ¥ X A o A | PR I
nseulueAnvesmuiildainn s nsalluiesesdagdunnueula Fee1aasilu
msmamIteyaiediuilielses wiwses wiefmazas LA warn1smawmIlnauIsn
Wasuwlaslaaudszaunisalluudazdneng@invaayana

Tuuiuneesnisissunisdeuntwsinguwdnsudiseudunivifas sy

U
a

dseuazaunsovensruamaniililaefigaeulideyandndulunsianudila

d’lj d' 1 k4 d' [ d' L% A U 4‘ dll Y a Y v

bUBDLIBDY YU ﬂa%aLﬂﬂ’JﬂUIﬂiﬂLi@ﬂ PIATAT AT LLNULIDN LN@E&L?BUI@i‘U%@%a
A ! Yy v o8 v v & 4 A ya ! %

L‘Mmumum\‘mu’lLme\wa”laJ’liml’ﬂW‘U’ﬂf\]L‘uaLia\ﬂ/lE]’lublﬂﬂm’lmﬂm%iwmayja%‘]

a

aiiae Anuaanistandunisesendeyaarmiliiufisewneiulaseies

Y
¥ 2
a = (%

FarAT LazWNULTDY ﬂi%‘U’JUﬂ’ﬁ‘U@Qﬂ’ﬁﬂ’]ﬂL@]’]Galaﬂ,luaﬁ FAAYUARDAVUANBUVBINT

a0

srudlrtligidouianudilaieatudesiiewldftu nsadenrunianisil
GudsiiAndulfioslassssunddudFounsiiludvesniviuasfiouiizen
awdanguiduntniiass ognslsfinu TeaziBenveinsmamdeyasiavziinig
uansnafuthadosnaniteivesiivsyiiumeTausssy vuusssuion mnadeves
druunsegsigSouiBounwdingquiununisesdanutileflimiloutugiFou
Adudrvesnte Jsdsualsinsaaandoyaiiniuunndneiu Wy 8199xiin1san
wnlasasessenouauves3osliviiouiu daaouenvveiinisduaiuligSouls
YggvaUIATaINIAAATlElae BNy n1dsudeny aavne vietudin
Usganiudiuda (Langer, 1992)
FaouanunsntmdnnisuazuuAnifeaiuauainniavesieru (Jauss,
1981)wazn1stiuANAIUMIne(Iser, 1978) lﬂﬂizqﬂm“l%’a%’wqﬁaﬂiimmiémﬁﬁmh8

=

WawTigisewludeluaauni (Ideal reader w3 Implied reader)iser (1978) et

142 PASAA PARITAT JOURNAL volume 34 (2019)



asueienunievetdeulugauailiin vaneds gerunaiunsaviianuilan

Y

Ay a v a

dmnegraifidouseinsazdomumneld Jadudenuvimedmsuagdasuin

Y
a

IssunanzdLasUlviSeuvemulaeanie

a

A a [ [d =
b EJ‘LWILiEJUﬂ']H’]@QﬂQHLﬂUﬂ’TH’W]ﬁBQ

Ignwnueandudfevlugauailivazidiofeliimunuduienlugaunfud,

Y

- R e

(%
a o = ¥ =

wwildulumsiaundndrinainavesgeumaniavaiunsavinlanungsdu Wesin

[ '
a

deuliaudilaiosesisuauds guassadiunisiaudiladesesiazan
% = a < Y va a & Ao A A

Wosasll sl dululaingdiseuazaiunsovansnnudniunideiiosoiuay
Usziaudgnidng q faenunsnegluundiulafswu lneanigeg1egianiy
ATEMINDIUTELAUIS 09709ANNSURATEU AINNAINUANEISTAIUETTN ALLTRI
Tupuanunsavesnu nsuedlandugudnans waznisiwenles@iunaziu dulu

AuauURveINsiIndlinang

!

v a

wUIAANEINUINEIUNEINE (Global mindedness)

Indtinana (Global mindedness) MuNgDSlanyiFINsI Bk UIAUAALNLITU
lanlagfiyanalzuesinuediauvenlesivdiadlanuaziinusui aveusialan
Tuguziduasndnaunilavedan Tne9zlanioanveaIuAn AT LazngRngsu
YayAna (Hett, 1993)uananildndridnanageazianudnlauazeiugaioTausssy
d‘ a Y I I~ ] r-ﬂl a I
Mnannaedaunsevinienudusgresuanaduluginiaieguedan sauly
faflmnudnsuRareunazUiulndinanuduegvesypramaliu (Hansen, 2010)
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warn1siypraniidndrdnanaszanunsauiulsmseiauanuluegveiynnadu
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NsHAMUANIIRTIEIINTAl ANUIAuTaYaTIEshasinalulad Taulufinue
AuNIsEeaswarUINiudukarANaINsatunsIulamenuleLaL
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Usumlidnfuaaunsaifitianuuanaiamnsmusssuls (DeMello, 2011)
Audnwnzvesindiinanatulsenoudae 5 dw fedl 1) enufuliaveu
Hunisnszmiindsyaradulugiiniadiisqueslanuaziianuidnsuiaveufiazinmn
mnuusgvesyaradulusiusineg 2) anuvainvatemsiwusssy Aeanuidn
gruddlunrunnsiswasiamssalulanuas fandanmavesudas Tausssy Tns
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fi3suiinusufinveudetlgmiiiatuluniiniaderlulanlugugwaidieslanay
wils Tnefdunounsaeussdeluil
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2.2 a%mﬂﬁé’uﬁuﬁ‘ (live and feel through narrator, characters, situations,
settings, and actions) feuiiujduiusivuneiu ddusauiugian
S04 fazas d01un15al A1N waYNISNITANITeIIELAS

2.3 RaUAUDILaEAAY (what they feel and think toward the text)
;ﬁf’%smmauauaaﬁiawémuazammL‘%'aﬁié'm

2.4 FumuaniUdsy (change point of view by looking at text from
multiple perspectives) @L’%ﬂuLLaﬂLﬂﬁEJumwaJiﬁﬂﬁﬁsiawémLLaz
ofuTInsAeuAULBY

2.5 WigulsunagUseldiuA1  (dea and ideology/ building more
thoughtful interpretation) fiSsuiUSsuiisunisiiniuvesmunazdu
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FUNIIAAUN AN83U"Y nanssuuuz Ay
(Stages of (Descriptions) (Suggested activities) (Main focus)
development)
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G
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(Literature circles)
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97U

actions)
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(Reflecting emotions) | BMULATIAY ANUIAN 97/ WanIgunses
Fanuvaneune i lumseu
QREGREPRIIGE HiTeuaiuTeuay P Jugaunuvise wWhguyamadluns
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TAIUGTI
A1w1UsVaY adudl 34 (2562) 147




Juimilafe n1siasuasianIuInugIu (Building  schema  knowledge)
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horizon of expectation) Insmsiifaeuinauedeyafisniudenshenudlae
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Fauss3u (Culture Collector) waziazviounuAniuilavnilees (Reflector)
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