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Course Evaluation: Allied Health Sciences Students’

Perspectives on the Listening and Speaking Skills Course

Karuna Naphon
Chulalongkorn University Language Institute

Abstract

This study explores the opinions of Allied Health Sciences
undergraduate students toward the Listening and Speaking for Allied Health
Sciences course. The 157 students who registered for the course in semester 2,
academic year 2015, were asked to complete questionnaires adapted from
Watanapokakul’s (2013) study. The students were encouraged to answer
open-ended questions in the questionnaire and six students participated in a
focus-group interview. The results show students’ positive attitudes toward the
course content and exercises, the speaking assessments, the teaching method
and materials, and the course evaluation and grading. However, it is suggested
that the course book and supplementary audio be improved, and that feedback
from the instructors is needed. Research findings and implications are
discussed.

Keywords: course evaluation, ESP, English for Allied Health Sciences
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Introduction
Background of the course and motivation of the study

Listening and Speaking for Allied Health Sciences is an English course
provided by the language institute at a university in Thailand for sophomores
from the Faculty of Allied Health Sciences. There are six instructors teaching
six sections, scheduled on the same date and time of the week, of second-year
students, mixed departments in each section. The course book of this subject is
an in-house material. It has been compiled and adjusted by the course
instructors. This course has been offered for more than 10 years and evaluated
each semester using a questionnaire formatted to be applied for all the classes
in the university. This questionnaire focuses primarily on the course outcomes
and overall teaching ability of the instructors, which allow limited room for
specific course adjustments. Throughout the years, there have been some
course revisions and adjustments based primarily on the course instructors’
experience and, about six years ago, there was once a course revision based on
a discussion between the course instructors and the instructors from the
Faculty of Allied Health Sciences. While research studies have pointed out the
importance of students’ opinions as part of course evaluation (Gainey, 2007;
Mohamed et al, 2015; Tokmak, Baturay & Fadde, 2013; Watanapokakul,
2013), the opinions of the students studying this course have never been taken
into consideration before. Therefore, the researcher conducted this course
evaluation from the students’ perspectives.

Literature review

Course evaluation is a process to systematically collect data from
sources to study the strengths and weaknesses of the course (Nation &
Macalister, 2010; Zohrabi, 2012). The main objective of course evaluation is
to ensure that the students have acquired knowledge and skills, the teaching
strategies are useful, the specific content-related materials are relevant and
interesting, and the resources are adequate (Zohrabi, 2012). Course evaluation
has been done for a long time and in various approaches, beginning with
merely evaluations that were quantitative in nature and changing over time to

AuUsSYaYd avud 33 (2561) 3



be more qualitative in nature (Zohrabi, 2012). Descriptive research using
descriptive statistics can be one approach for course evaluation (Wongsothorn
et al., 1980). The use of descriptive statistics with quantitative and qualitative
data, including interviews, learner diaries, post-lesson comment sheets, open-
ended questions, etc., is another choice (Blair & Noel, 2014; Ozer &
Kahramanoglu, 2012; Tutkun, Erdogan & Demirtas, 2014). There have also
been some other evaluation approaches for course evaluation. For example,
Stufflebeam et al.’s (2002) CIPP model, which focused on Context, Input,
Process, and Product, was widely used (Gainey, 2007; Mohamed, Asmawi, Ab
Hamid, & bin Mustafa, 2015; Tokmak, Baturay & Fadde, 2013). The results
from all the studies mentioned above, no matter what design/approach used,
generally pointed to great benefits in conducting course evaluation. However,
it can be up to the individual curriculum coordinators or teachers to take into
account all relevant factors and decide what part of the course to evaluate,
when to do it, and for what purposes (Zohrabi, 2012).

Among the approaches of course evaluation, Watanapokakul’s (2013)
self-developed questionnaire investigating 110 veterinary students’ opinions
on the content, teaching methods and materials, and course assessment and
evaluation of the English for Veterinary Profession I course, which focuses on
listening and speaking skills, was well developed to cover all the relevant
aspects of the course. In the study, Watanapokakul used multiple-choice items
in the questionnaire and performed a focus-group interview with 12 students
to express what they liked and did not like about the course. The data from the
questionnaire was analyzed using percentages and the interview results were
grouped by content and described. The results of the study showed the details
of the course’s strengths and aspects to be improved. As Watanapokakul’s
study was on a similar course (an ESP listening and speaking course) as in this
study and her questionnaire was designed to cover all the aspects in the
course, the researcher, therefore, conducted this study by adapting
Watanapokakul’s (2013) questionnaire to be context-specific for the course for

Allied Health Sciences students in order to explore the students’ opinions in
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four major areas: the course content; the speaking assessments; the teaching
methods; and the course evaluation (midterm and final listening exams) and
grading, as part of the course adjustment in the future.

Theoretically, this study is important as the course evaluation is a
critical part for the course administrator/designer/instructor to assess whether
the course works (Dudley-Evans & St. John, 1998). Practically, the results in
the four specific areas from this study would be further beneficial for the
course instructors to adjust and improve the course contents, the
administration or format of the speaking assessments, the teaching methods,
and the course evaluation and grading.

Methodology

In order to investigate the opinions of Allied Health Sciences
sophomores in the second semester of academic year 2015 toward the
Listening and Speaking for Allied Health Sciences course in four major areas:
the course content; the speaking assessments; the teaching methods; and the
course evaluation and grading, the research methodology was designed as
follows:

Participants of the study and basic assumptions

This study was conducted on the total population of 157 second-year
students who enrolled in the Listening and Speaking for Allied Health
Sciences course in semester two, academic year 2015 and attended the class
regularly. Two weeks before the last week of the course, all the six course
instructors were informed about the course evaluation research. Then, on the
last day of class, they were given the consent forms (Appendix 1) and the
questionnaires (Appendix 2) for the students in their section. After the
students finished the final listening exam on that day, the section instructor
asked the students to read the consent form and, if they agreed to participate in
the research study, complete the questionnaire. The course consisted of five
units: 1) Pronunciation Practice; 2) Listening Strategies; 3) Oral Presentation
Skills; 4) Healthy Eating; and 5) Physiotherapy. Midterm and final exams
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were both listening exams. Four speaking assessments were done during the
semester: 1) a 2-minute pair presentation; 2) an 8-to-10-minute group
presentation; 3) a 6-to-8-minute group role-play (physiotherapy); and 4) a 6-
to-8-minute final group role-play (integrated knowledge). The students signed
the consent form and answered the paper-based questionnaire anonymously
and voluntarily. It was stated clearly in the consent form that there would be
no other effect on their learning progress or outcome and the results of the
study would be for the benefit of the course in the future.

Data collection

Questionnaire and a focus-group interview were used in this study. The
detail of each tool is as follows:

Questionnaire

The questionnaire (Appendix 2) used in this study was adapted from
the self-developed questionnaire by Watanapokakul (2013) whose study was
on the students’ opinions on the English for Veterinary Profession I course,
which shares the same basic objectives of listening and speaking skills as the
course in this study. The self-developed questionnaire was well designed to
cover all the relevant aspects of the course including the content, the teaching
method and materials, and the assessment and evaluation. The researcher
reviewed the self-developed questionnaire and decided to maintain all the
parts but adjusted the details to be in line with the course for Allied Health
Sciences. For example; instead of asking for opinion on the content as a
whole, each unit of the course in the current study was evaluated individually;
three different departments of the students were also considered (no different
fields of study for veterinary students); or the course book in the current study
was not evaluated whether it was ‘beautifully designed’, but whether it was
motivating the learners and whether the illustrations were sufficient. Three
experts then evaluated the questionnaire items with 0.7-1.00 of the Index of
Item-Objective Congruence (IOC). The questionnaire was in Thai in order to
avoid any language barriers. In addition, three students who were taking the
course were asked to read the questionnaire to make sure that the questions

6 PASAA PARITAT JOURNAL volume 33(2018)



and statements were clear. Based on the suggestions from the experts and the
students, the researcher finally adjusted some items (e.g. adding more
description for each assessment so that the students could remember which
was which, changing some multiple-choice items to be semantic differential
items for the expressions toward each speaking assessment).

The questionnaire was divided into five parts as follows:

— General background information and opinions toward
English language learning included gender, age, GPAX, department,
Experiential English I (a pre-requisite basic English course prior to the course
in the study) grade, the respondents’ preferences of the English language
learning methods, the most important English skill perceived necessary for a
career in the field, and the respondent’s belief in how to learn English.
Multiple choices were used for all the questions.

—  Course content focused on the benefits and practicality of
the content, the benefits of the exercises, and the level of difficulty of each
unit. Semantic differential items, multiple choice questions, and open-ended
questions were used in this part.

—  Course speaking assessments referred to pair presentation,
group presentation, role-play (physiotherapy), and final project role-play.
Semantic differential items and open-ended questions were used in this part.

— Teaching methods and materials included the benefits of
the activities used in class, the format of the course book, and the
supplementary audio files. Semantic differential items, multiple choice
questions, and open-ended questions were used in this part.

— Course evaluation and grading explored students’
opinions on the listening exams, the speaking assessments’ feedback from the
assessors, and the grading and assessing policy. Semantic differential items,
multiple choice questions, and open-ended questions were used in this part.

The criteria for the semantic differential items used in all the parts
were:

AuUsSYaYd avud 33 (2561) 7



strongly difficult somewhat difficult ~ somewhat easy  strongly easy

difficult 1 2 _3 4  easy
(1-1.5) (1.51-2.5) (251-35) (3.51-4)
strongly interesting somewhat interesting ~ somewhat boring  strongly boring
interesting 1 2 3 __ 4 boring
(1-15) (151-25) (251-35) (351-4)

Figure 1: Arithmetic mean values for semantic differential item interpretation and
examples of interpretation

The arithmetic mean values as shown above were used in interpreting
the qualities of all the aspects evaluated.

The questionnaires were distributed to 157 students right after they
finished the final listening exam. The students consented to be respondents of
the study and signed a consent form before answering the questionnaire. All of
the 157 questionnaires were returned.

Focus-group interview

Six students from the researcher’s section (two from each of the three
departments: the Department of Medical Technology (MT); the Department of
Physical Therapy (PT); and the Department of Nutrition and Dietetics (ND)
volunteered to join a focus-group interview. These six students then gathered
for the interview at the language institute two weeks after the students
completed the questionnaire. The interview questions were generally based on
the course components assessed in the questionnaire (i.e. What do you think
about the course content? What do you think about the use of Blackboard?
What do you think about the assessments (in terms of topics / grouping
policy)? What do you think about the listening exams?), a question was raised
from an informal discussion with other instructors during the semester (i.e. a
point of concern that the score may not reflect the true language ability of the
students and whether we should add some impromptu elements to the tasks),

and some immediate questions were based on the students’ answers during the

8 PASAA PARITAT JOURNAL volume 33(2018)



interview. The interview, with all the six students at the same time, was
recorded and analyzed by the researcher.

Data analysis

For the returned 157 paper-based questionnaires, the data was coded
and processed using the Statistical Package for the Social Sciences (SPSS
22.0) program. Arithmetic means and standard deviations were used to
analyze the data from the semantic differential items (see the arithmetic means
detail for interpretation in the Questionnaire section above), percentages were
used to present the data from multiple-choice items, and content analysis was
used for the answers from the open-ended questions. The results from the
focus-group interview with six student volunteers were categorized using
content analysis and described.

Results

Results from the questionnaire

The results from each part of the questionnaire are presented as
follows:

General background information and opinions toward English
language learning

Table 1: Background information of the students

Topic  Description N  Percent Topic Description N  Percent

Gender Male 38 24.2 | Department Nutrition 30 19.1
and

Dietetics

(ND)

Female 118 75.2 Physical 48 30.6
Therapy
(PT)

Missing 1 0.6 Medical 79 50.3
Technology
(MT)

Total 157 100.0 Total 157 100.0
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Age 17-20 119 75.8 | Exp Engll A 5 3.2
more than 21 37 23.5 | grade B+ 14 8.9
Missing 1 0.6 B 33 21.0
Total 157 100.0 C+ 43 27.4

GPAX 1.51-2.00 3 1.9 C 45 28.7
2.01-2.50 16 10.2 D+ 10 6.4
2.51-3.00 68 43.3 D 5 3.2
3.01-3.50 60 38.2 Missing 2 1.2
3.51-4.00 10 6.4 Total 157 100.0
Total 157 100.0

All of the students were Thai. From Table 1 above, female students
were about 75% of the total population. Most students were 17-20 years old
(75.8%). They were from MT, PT, and ND at 50.3%, 30.6% and 19.1%,
respectively. About 80% of the total had a GPAX of 2.51-3.50, while more
than half of the students (56%) got C and C+ grades for Experiential English
I, a pre-requisite basic English course focusing on the four English skills that
they studied in the previous semester. This suggested that they were at an
intermediate level of English proficiency.

For the multiple-choice questions asking for the students’ perceptions
about their English skill competency and the importance of English (questions
no. 6-8, Appendix 2), listening was perceived by 40% of the students to be the
skill that needs improvement most, followed by writing, speaking, and reading
at 31%, 27%, and 18%, respectively. Approximately 92% of the students felt
that English is necessary for their job, especially speaking and listening skills,
and 36% of the total thought that English should be a compulsory course for
12 credits (four courses) for their degree.

As for their opinions toward English language learning (multiple-
choice questions no. 9-11, Appendix 2), 75% of the students like learning
English because they think it is useful for their future career, they would like
to contact with foreigners, and they like practicing speaking skills. On the
other hand, 25% of the students who do not like studying English said that it is
because they still cannot get good grades no matter how hard they try. These
students do not like learning grammar and writing, nor do they like learning
listening skills, and they did not like their high school English teachers. The
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students think that their English skills can be better if they have more
opportunities to use the language in real-life situations, listen to English songs
and watch English movies, and read novels/magazines/articles/journals in
English. In class, they would learn English better if they realize that the
content is practical, get feedback immediately from the instructors, and ask
questions when they do not understand.

Course content

The questions were on the qualities of the course content and exercises
in general, the level of difficulty of each unit and opinions of the students on
what is good and what should be improved in each unit.

Results from the semantic differential and multiple-choice items

Table 2: The overall qualities of the course contents and exercises

Qualities of the contents Means S.D. Interpretation
Interesting 1.90 .696  somewhat interesting
Various 2.13 .680  somewhat various
Easy to understand 505 696 somewhat easy to
understand
Practical 1.69 765  somewhat practical
Beneficial for future career 168 202 somewhat beneficial
for future career
Qualities of the exercises Means S.D. Interpretation
Interesting 2.27 748  somewhat interesting
Fun 2.24 .788  somewhat fun
Various 2.24 754  somewhat various
Easy to understand 216 1 somewhat easy to
understand
Helping practicing English somewhat helping
speaking skill 2.03 780  practicing English
speaking skill
Helping practicing English somewhat helping
listening skill 2.05 .846  practicing English
listening skill
Promoting the learner’s self-study somewhat promoting
2.18 .783  the learner’s self-
study
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According to Table 2, the students perceived that the overall contents
were somewhat interesting, various, easy to understand, practical, and
beneficial for their future career. In terms of the exercises, they perceived
them as somewhat interesting, fun, various, easy to understand, helping

practicing speaking and listening skills, and promoting the learner’s self-study.

From the multiple-choice items to rate the level of difficulty of the
content in each unit, more than 87% of the students thought that they were all
at an appropriate level.

Results from the open-ended questions

The answers from the open-ended questions, not compulsory, on what
the students liked and other comments for each unit are described as follows:

Unit 1 - Pronunciation Practice: Out of 130 students who wrote
comments, 82% said that they liked the practical aspect of the unit where they
could practice enunciating the sounds in class with the instructors. Some
others said that, once they knew how to pronounce English sounds more
clearly, they could be more confident in speaking and could further improve
their listening skills as well. However, about half of 31 students who
responded to what should be improved said that they still needed more
exercises with a variety of accents.

Unit 2 - Listening Strategies: There were 99 students who expressed
their opinions on what was good in the unit. Sixty-two percent said that they
liked the practical aspect of the unit and 16% said that the dialogues were fun,
various, and related to real situations in their working life. However, 14 out of
33 students who wrote comments on what should be improved said that they
needed more exercises and 6 students felt that the speakers spoke too fast.

Unit 3 - Presentation Skills: Eighty percent of 116 students who
responded said that they liked the practical part of the unit where they had
opportunities to practice giving presentations and get feedback from the
instructors. The content was very useful. About 9% said that this helped boost
their confidence in giving presentations as well. Eight students out of 14 who
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shared what they would like to improve, however, thought that they needed
even more time to practice as there were a couple of presentations throughout
the course and they felt that some parts of the presentation were too patterned;
students should have had more room for creativity in terms of the style of
presentations.

Unit 4 - Healthy Eating: Half of 86 students who responded said that
the content about super food was interesting and useful. Twenty-three percent
said the exercise where they had to search for information and give a
presentation in groups was interesting, fun, and promoted self-study skills.
Students also stated they learned a lot of new vocabulary (8%). However, with
only one super food article in this unit, nine students out of 16 who wrote
some suggestions thought that there should have been more articles, examples,
and information.

Unit 5 - Physiotherapy: Forty-two percent of 98 students who wrote
the answer said that they learned a lot of vocabulary from this unit. Twenty-
one percent said that the content was practical and could be applied to their
work. Fourteen percent learned something more about physiotherapy as they
were from different departments. On the other hand, more than half of 28
students who commented on what should be adjusted said that the content was
difficult to understand because they had no background knowledge on
physiotherapy at all.

Speaking assessments

Eight qualities in semantic differential items and an open-ended
question were rated for each of the four speaking assessments. The results are
presented below.
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Results from the semantic differential items

Table 3: Qualities of the four speaking assessments

1) Pair presentation

2) Group presentation

Qualities - ;
Means S.D. Interpretation | Means S.D. Interpretation
Interesting 205 687 .somew}.lat 196 754 §0mew}}at
interesting interesting
Difficult 554 712 somewhat v 43 744 s9mewhat
easy difficult
Fun 2.19 788 somewhat fun 2.00 .832 somewhat fun
Practical 197 740 someyvhat 198 878 some‘what
practical practical
Promoting somewhat somewhat
team-. 168 700 promotlng. 159 707 promotmg_
working team-working team-working
skills skills skills
Promoting somewhat somewhat
the use of 1.67 .711 promoting the 1.64 708 promoting the
English use of English use of English
Promoting somewhat somewhat
self-study 1.60  .669 promoting self- 1.56 .654 promoting
study self-study
Allowing the somewhat somewhat
learners to allowing the allowing the
apply learners to learners to
knowledge 174 673 PPV 173 o4 PP
from other knowledge knowledge
subjects to from other from other

the project

subjects to the
project

subjects to the
project

3) Role-play (physiotherapy)

4) Final role-play

Qualities . .
Means S.D. Interpretation | Means S.D. Interpretation
I i h h
nteresting 182 223 §omew : at 206 872 §omew : at
interesting interesting
Difficult somewhat somewhat
2.35 726 2.1 .802
3 ’ difficult ! difficult
Fun 1.82 815 somewhat fun 2.06 915 somewhat fun
Practical h h
ractica 181 804 some'w at | 84 873 someyv at
practical practical

14
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Promoting somewhat somewhat
team- 155 713 Prometing 171 870 Promoting.
working team-working team-working
skills skills skills
Promoting somewhat somewhat
the use of 1.53  .637 promoting the 1.55 .654 promoting the
English use of English use of English
Promoting somewhat somewhat
self-study 1.51 .606  promoting self- 1.53  .636 promoting
study self-study
Allowing the somewhat somewhat
learners to allowing the allowing the
apply learners to learners to
knowledge 1.57  .644 apply 1.55  .644 apply
from other knowledge knowledge
subjects to from other from other
the project subjects to the subjects to the
project project

From Table 3, the students thought that all of the speaking assessments

in the course were somewhat interesting, difficult, fun, practical, promoting
team-working skills, promoting the use of English, promoting self-study, and
allowing the learners to apply knowledge from other subjects in preparing for
the assessments. Only the pair presentation was rated as somewhat of an

‘easy’ task.
Results from the open-ended questions

The students also made comments and suggestions on each speaking
assessment. Three students commented on the pair presentation on a
medical/technological breakthrough. One from PT said that the topic was not
that interesting, a second one from ND expressed that the 2-minute
presentation was too short, while the third student from ND felt that the
limited time made him/her feel excited and fun.

Although most students rated the group presentation on a super food as
somewhat promoting team-working skills (see Table 3), a few students from
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MT commented that working in groups was problematic in delegating tasks
equally to all the group members.

For the role-play (physiotherapy) on the causes, symptoms, treatments,
and preventive measures of the given condition, four (two from ND and two
from PT) out of ten students who gave comments said that the topic was too
difficult. A few students from PT and MT said that they found some problems
in managing everyone to have an equal role.

The last assessment, the final role-play on two given conditions,
seemed to be the most problematic, according to the students. Although the
qualities of the assessment were perceived as good as presented in Table 3, 15
(one from ND, two from PT, and 12 from MT) out of 38 students who wrote
comments said that time management was a significant issue in preparation for
this assessment. This is because the students had to work with other students
from different departments and that was difficult for them to see each other for
the project. Moreover, because of the unequal number of students from each
department, some students needed to work with more than one group. Hence,
12 students (two from ND and 10 from PT) found the assessment unfair to
students from ND as they needed to role play more than once, in a different
role each time, and it was unfair to the students from PT as they needed to
play the same role three times.

Teaching method and materials

Table 4: Qualities of the teaching method and materials

Qualities of the teaching methods Means  S.D. Interpretation

Motivating the learners 1.97 707  somewhat motivating
the learners

Fun 1.92 751  somewhat fun

Various 1.98 .747  somewhat various

Easy to understand 2.03 .625  somewhat easy to
understand

Promoting the learners’ speaking skill 1.78 703 somewhat promoting
the learners’ speaking
skill
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Promoting the learners’ listening skill 1.85 .741  somewhat promoting
the learners’ listening

skill
Promoting necessary skills for the 1.73 701  somewhat promoting
learners’ future career necessary skills for the
learners’ future career
Format of the course book Means  S.D. Interpretation
Motivating the learners’ interest 2.69 759 strongly
demotivating
Sufficient illustrations 2.67 .866 strongly insufficient
Qualities of the audio supplementary Means  S.D. Interpretation
Appropriate for the objectives of the 1.80 582 somewhat
course appropriate for the
objectives of the
course
Appropriate for the learners’ 1.89 588  somewhat
proficiency level appropriate for the
learners’ proficiency
level
Sufficient 2.15 .841 somewhat sufficient

The students rated the teaching methods as somewhat motivating the
learners, fun, various, easy to understand, and promoting the learners’
speaking and listening skills as well as skills necessary for the learners’ future
career. Activities or what they liked best in class were online pronunciation
games, group work, practicing speaking, listening, giving presentations in
class, and the instructors who are supportive. However, some students
commented that more feedback was needed from the instructors. They also
suggested that more exercises and content for other departments besides
Physical Therapy be added.

For the format of the course book, students found it strongly
demotivating and insufficient in illustrations (see an example of a page from
the course book in Appendix 3). Some comments on this point were that the
course book should be in color with clearer illustrations and that it should be
better formatted. It was also noted that more content for all the departments
should be added.
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The students found the supplementary audio on Blackboard
appropriate for the objectives of the course and their proficiency level. Also,
the quantity of the supplementary audio was sufficient. However, 58% of the
students said that they listened to some of the files provided, only 22%
listened to all the files, and 20% did not practice listening using the
supplementary audio at all.

Course assessments and grading

Table 5: Perceptions on the midterm and final listening exams

Midterm listening Final listening exam
Perception exam Perception

N Percent N Percent
Difficult 23 14.6 | Difficult 68 433
Quite difficult 75 47.8 | Quite difficult 53 33.8
Appropriate 54 34.4 | Appropriate 31 19.7
Quite easy 2 1.3 | Quite easy 3 1.9
Easy 2 1.3 | Easy 1 .6
Missing 1 .6 | Missing 1 .6
Total 157 100 | Total 157 100
. Listening time(s) . Speed of the speakers

Perception Perception

N Percent N Percent
Once 3 1.9 | Too fast 65 41.4
Twice 82 52.2 | Appropriate 87 55.4
More than twice 69 43.9 | Too slow 3 1.9
Missing 2 1.3 | Missing 2 1.3
Total 157 100 | Total 157 100

Frequency of the
Perception Length of the exams Perception assessor’s feedback
N Percent N Percent
Appropriate 103 65.6 | Always 40 25.5
Too short 53 33.8 | Sometimes 114 72.6
Missing 1 .6 | Never 2 1.3
Total 157 100 | Missing 1 .6
Total 157 100
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From the multiple-choice item results in Table 5, about 48% of the students
felt that the midterm listening exam was somewhat difficult, while 34% thought it
was appropriate. On the other hand, 43% and 34% of the students thought that the
final listening exam was difficult and somewhat difficult respectively, with only 20%
saying it was appropriate. The fact that the students got to listen to the audio tracks
twice for the exam was considered appropriate by 52% of the students. However,
44% of them thought listening twice was not enough and 41% said they should get to
listen to the tracks for three times for some parts of the exam. In terms of the speed,
55% of the students thought that the speakers in the exam spoke at the right pace as in
daily life conversations, while 41% of the students thought that they spoke too fast.
The length of the exams, which was 30-45 minutes, was considered appropriate
(66%). When asked about the students’ opinions on feedback from the speaking
assessors, 73% of the students said they got feedback sometimes while 26% got
feedback for all the speaking assessments. Almost all the students (96%) said that

they would like to get feedback from the assessors.

Table 6: Qualities of the feedback

Qualities of the feedback Means  S.D. Interpretation
Beneficial 1.31 S19 strongly beneficial
Practical 1.34 S15 strongly practical

Agree with the assessors 1.38 .526  strongly agree with the assessors

From Table 6, the students strongly agreed that feedback from the
assessors was beneficial and practical, and strongly agreed with what the
assessors told them.

Table 7: Assessment criteria, score components, and teacher swapping policy
for assessments

Did you study the criteria for each assessment? N Percent
Always 90 57.3
Sometimes 58 36.9
Never 8 5.1
Missing 1 0.6
Total 157 100
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Did you understand the assessment criteria? N Percent

I understood it very well. 67 42.7

I understood some points. 83 52.9

I understood a few points. 4 2.5

I did not care. 2 1.3
Missing 1 0.6
Total 157 100
How did you find the score components and N Percent
grading system?

Appropriate 138 87.9
Inappropriate 18 11.5
Missing 1 0.6
Total 157 100
How did you find the policy to swap teachers N Percent
for the assessments?

Appropriate 141 89.8
Inappropriate 11 7
Missing 5 3.1
Total 157 100

From Table 7, in preparing for the assessments, 57% of the students
said they studied the assessment criteria every time while 37% said they did so
sometimes. Fifty-three percent of the students stated that they understood
some parts of the criteria described while 43% fully understood the criteria.
Eighty-eight percent of the students thought that the score components and
grading system of the course were appropriate. Only 12% said that they would
like to adjust some parts, for example, they would like the midterm and final
exams to be for both listening and speaking skills, and not just listening only.
Ninety-five percent of the students said that swapping the teacher to assess
each speaking assessment was an appropriate policy. However, three students
stated that they were concerned with whether or not the instructors had the
same standards.

Results from the focus-group interview

Six student volunteers, two from each department, joined the focus-
group interview. Five of them were female. Half of them got a C+ grade for
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the basic English course, one got a B grade, and two got a B+ grade. They can
be considered intermediate to upper-intermediate Thai EFL learners. Some
interview questions were in line with the questionnaire in general, some arose
from the questionnaire results, and some were produced based on the students’
answers during the interview. The interview was conducted in Thai to avoid
any language barriers. The results from each question are presented below.

Table 8: Questions and answers from the focus-group interview
Remark: The answers from the students presented here were
translated by the researcher.

Question 1: What do you think | - It’s more directly related to daily life and work

about the content of the compared to the two fundamental English
Listening and Speaking for courses we studied in year 1. (6 students, 100%)
Allied Health Sciences course? - In the future, speaking and listening skills,

which are the focus of the course, will be more
useful than writing and reading. (5 students [2
ND, 2 PT, 1 MT], 83.33%)

- The content was more focused on PT and ND;
it should focus on MT as well. The role of MT
students assigned in the role-play was as the
patient only, which did not seem to use any
knowledge in the MT field. Therefore, the
course should add something about MT, e.g.,
how to interact with the patients when asking
for blood tests or how to report blood test
results. (4 students [1 MT, 2 PT, 1 ND]
66.67%)

- The PT ‘lay-term’ vocabulary words (e.g.
saying ‘grip the weight and lift your arm in
front of you so that it is horizontal” instead of
saying ‘perform a resisted anterior glide to the
glenohumeral joint’) were appropriate. Students
from other departments could understand them
too. (1 PT student, 16.67%)
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- In real life, those who work in ND field need
to ask for background information, e.g., daily
routines and eating habits from the patients.
Questions related to these aspects should be
added. (2 ND students, 33.33%)

Q1 Interpretation: Overall they saw the benefits of the course content. However,

more MT-related content and how to ask for patient’s background information may

be added.

Question 2: We post all the
audio tracks on the course
Blackboard (BB) site for
students to listen to. Do you
think this works? Do you need
the answer key for the exercises
as well? Do you need anything

more on BB?

- For the answer key, it doesn’t matter because
we practiced listening and got the answers in
class already, but on second thought, posting
the answer key online would be good, too. (6
students, 100%)

- For the audio tracks on BB, it’s a good idea (4
students [2 MT, 2 PT], 66.67%), but I don’t
think everyone would listen to them. (1 PT
student, 16.67%)

- For more materials on BB, please no. It’s
difficult to use. No notifications for updates.
Sometimes the BB app is broken, too. (6
students, 100%) | found a problem when
submitting my work through BB in another
course; my work was gone! (1 MT student,
16.67%)

Q2 Interpretation: The use of BB for the course audio tracks and answer key was
a good idea. More functions of BB in the course may not be necessary.

Question 3: What do you think
about the speaking assessment
rubrics included in the course
book?

- Overall they are OK. We know what we are to
be assessed on. (6 students, 100%)

- | like it. It was not too stressful when doing
the assessments. [Researcher follow-up
question: It was not too stressful because of the
rubric? Was it too easy?] ...Well, no. Maybe
because we were comfortable working in
groups. The rubric was appropriate. (2 students
[1PT, 1 MT], 33.33%)
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- | like it when the instructors gave comments
after each assessment. (2 students [1 PT, 1 MT],
33.33%)

Q3 Interpretation: The students thought it was a good idea to let the students
know the rubrics so that they could be prepared.

Question 4: What do you think
about the given topics for the
role-plays?

- The topics should be well selected so that
students from all departments can really apply
what they learn to show in the role-plays. (6
students, 100%) To me, I found “post-
operational heart’ difficult as I haven’t studied
about it yet. (1 PT student, 16.67%)
Alzheimer’s was difficult for me to apply the
PT knowledge to. (2 PT students, 33.33%)

- Talking about the final role-play, it was unfair
for some students who needed to perform more
than once. It was hard to work with people from
other departments as the class schedules were
all different. (6 students, 100%)

Q4 Interpretation: Some topics (diseases/conditions) were difficult for the
students as they had not studied about them yet.

Question 5: About the final role-
play, our intention was to
integrate the content knowledge
from all the fields. That is why
we group three students from
each department together. But
from the questionnaire and your
answer earlier, it seemed to be
problematic. What if you could
group yourselves freely — it
doesn’t have to be people from
all the departments in one group
— but you still need to put in the
information from all the fields of
study, do you think it will be

- We are not sure. It must be good that we can
get to work with whom we want but we are not
sure if we can find the correct information
related to other fields of study. ...\We now
understand the ‘integration’ goal of yours, but
we found the grouping problematic. ...We can’t
think of any suggestion right now. (6 students,
100%)

- The grouping can be even more problematic
next year since we will have a new department;
Radiological Technology (RT). (1 MT student,
16.67%)
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better?

Q5 Interpretation: The students understood the purpose of the instructors for the

final role-play’s grouping policy. However, whether to group freely or as assigned,
or in other patterns, should be considered carefully and the most suitable grouping

pattern has not been suggested yet.

Question 6: After talking to
some instructors, we sometimes
feel that the scores do not reflect
the students’ real proficiency
level. For example, the scores of
students in a group were about
16-18 out of 20, which were
pretty high, but when | gave
comments at the end, some
students who did a good job in
the role-play didn’t seem to
understand what | said. | needed
to repeat and finally spoke in
Thai. It clearly showed that the
students were very well-
prepared, but might not be able
to do the task in real life without
preparation. So, would you agree
if we add an impromptu task to
somehow prove the real
proficiency level?

- Umm. We see your point. And yes, we think it
should be OK to add something impromptu. (6
students, 100%)

Q6 Interpretation: They understood the point of concern raised and seemed to
agree with the idea of adding an impromptu element to the task.

Question 7: Any
comments/suggestions on the
midterm and final listening
exams?

- The difficulty level was appropriate; not too
difficult or too easy. (4 students [2 PT, 1 MT, 1
ND], 66.67%)

- The time allowed for midterm was too short.
(6 students, 100%) Maybe we felt that way
because we didn’t know clearly how much time
we had before taking the exam. For the final,
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we felt better because we learned something
from the midterm so we were mentally prepared
for that. So, the instructors may tell the students
clearly before the exam how much time the
students will have. (3 students [1 PT, 1 MT, 1
ND], 50%) [Researcher interrupting: You had a
bit more time for the final as we could see the
problem from the midterm.] Well, then you can
set the time allowed just like the one for the
final exam and let the students know. (6
students, 100%)

- The audio equipment in class was good. (6
students, 100%)

- | get used to American accent more. British
accent is more difficult for me. (1 MT student,
16.67%)

Q7 Interpretation: Overall level of difficulty was appropriate. However, the
students thought that the time given for each part in the exams should have been
communicated to students more clearly.

Question 8: Other comments, if
any.

- Ideally, 1 would like English class to be
separated for each department so that we can
focus more on technical content. (1 PT student,
16.67%)

- The language institute may work
cooperatively with the faculty about what the
students have learned so far so that the topic for
the assessments can be matched with what the
students know. (2 students [1 PT, 1 MT],
33.33%)

- | like studying dialogue/conversation. | know
it may not be related, but I would love to learn
some idioms used in daily life conversation as
well. (1 PT student, 16.67%)
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Discussion and Implications

The results of the study with the 2015 second-semester, second-year
students from the Faculty of Allied Health Sciences showed a number of
strengths of and concerns about the Listening and Speaking for Allied Health
Sciences course.

The most important finding was that the course was perceived as
beneficial for the students. They felt that the content and exercises were
somewhat appropriate and useful for them and that all the content units were
practical and could be applied in their future careers. This was confirmed in
the open-ended questions as the majority of the students wrote that they liked
the practical aspect of each unit where they had opportunities to practice the
skills with the instructors in class. Also, in the focus-group interview, the
students noted the benefits and relevance of the subject content to their field of
study. The usefulness and relevance of the course content to their field of
study were also noted in previous studies (Gainey, 2007; Watanapokakul,
2013). Secondly, the students’ opinions toward the speaking assessments from
the questionnaire were positive in that all assessments promoted the use of
English, team working skills, and self-study skills. It was also perceived, as
expressed in the focus-group interview, that knowledge in the students’ field
of study can be applied to the assessments. Moreover, in terms of teaching
methods, the students were rather positive. They felt that what the instructors
did in class promoted the skills needed for their future career and motivated
them to learn. This was in line with their opinions from the background
knowledge section that said they would learn best if they saw the importance
and relevance of the subject to their lives. With these points, the task-based
assessment applied in the course can be considered an appropriate approach.
However, the course coordinator may consider applying other approaches, for
example, project-based or problem-based, in the course as well. These
approaches allow the students to apply their content knowledge in completing

projects or solving problems. The learners’ experience in their field of study,
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in this case their content knowledge, can be enhanced and integrated as crucial
elements in classroom learning (Nunan, 2004).

Swapping instructors for the speaking assessments was another issue
with which most students agreed. From both the questionnaire and the focus-
group interview, the students strongly perceived the benefits and needed
feedback from the assessors. Therefore, the course coordinator can point this
out and encourage all the course instructors to give constructive feedback to
students in all assessments. The idea of swapping instructors for assessments
is also applied in an English course for Veterinary Sciences students.
Evaluations from this course showed that the students were positive about it
and valued the feedback from the assessors as well (Watanapokagul, 2013).

However, some weaknesses and concerns arose from the results. Some
students still needed additional exercises and examples to practice listening.
Moreover, from the focus-group interview, it was suggested that the course
coordinator work cooperatively with the content instructors from the Faculty
of Allied Health Sciences in order to add or adjust some content and
assessment topics so that the course will be more suitable and better serve the

students’ needs.

In terms of the assessments, a few students wrote in the open-ended
question that the role-play (physiotherapy) and the final project role-play were
quite similar. In addition, the results from both the questionnaire and the
focus-group interview showed that the grouping for the final project role-play
seemed to be the most problematic. The course instructors would like to
integrate knowledge from all three departments so three students from
different departments could be grouped randomly to work together. With the
unequal number of students from each department, however, some students
from PT and ND needed to work with two to three different groups and the
highest score given would be used for them. A number of students openly
expressed that this grouping arrangement made it difficult for everyone to see
each other as they had different learning schedules and was unfair for students
who needed to work with different groups and perform the task more than
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once. The course coordinator, therefore, should find ways to balance between
the course learning objectives and the practical management of the course. In
addition, from the interview, the course coordinator may consider adding
some ‘impromptu’ tasks to the assessment to see the actual language
proficiency, especially in terms of fluency of the students (Nation &
Macalister, 2010). From an informal discussion with the course coordinator
and one instructor after the interview, an impromptu element of an assessment
can be when the students can be prepared for the roles in the role-play but do
not know exactly what role they will need to perform in the assessment and
who they will be working with in the group. The role and the group members
will be assigned on the assessment date, for example.

Although swapping the instructors in assessments was preferable, one
point of concern raised by some students is whether the instructors have the
same standard in assessing the students. The current version of speaking
assessment rubrics is numerical rating scales (Luoma, 2004) where the criteria
and score levels for each criteria are listed, but no detailed descriptors of each
score level are described (Appendix 4). Currently, the course coordinator
reviews each assessment’ scores given by all the assessors and investigates
further by discussing with the assessor when there is any outstanding,
especially too low, point. There has not been an assessment training before.
Regarding this, a teacher training on how to assess the students’ performances
should be conducted as different instructors may interpret the rubric
differently and the training can reduce rating variability (Davis, 2016; Fulcher,
2015; Joe, Kitchen, Chen & Feng, 2015).

For the course book, the students strongly showed that the format of
the book was not motivating at all and the illustrations were unclear.
Therefore, if possible, it is advisable that the book should be in color with
clearer illustrations.

In addition, almost half of the students found the exams difficult for
them as the recorded speakers spoke too fast, not enough time was given to
answer the questions, and listening to the audio tracks twice was not enough.
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However, the speakers in the exams were asked to speak at the speed as if they
were to discuss the allied health sciences issues in the situations in the
dialogues, for example, colleague-to-colleague discussion, physiotherapist-to-
patient conversation, a talk given at a conference, etc. This could be implied
that the students might not be exposed to enough listening practices. Asking
the speakers to speak more slowly for the exam just to help the students will
not be an option. To help the students, the instructors may find more
supplementary listening or suggest resources/websites (such as www.ted.com,
which is a source of video clips used in class and a great website to see a
number of professional presentations, www.bangkokpost.com/learning, or
www.bbc.co.uk), and encourage students to practice English listening skills
more outside the classroom (such as joining activities at the Self-Access
Learning Center at the language institute). This can work quite well as the
students realized that, based on the questionnaire results in part one, in order
to be better, they need to practice not only on materials the instructors use in
class. Also, based on the interview, exam specifications should clearly state
the time policy so that students can be prepared. In terms of the number of
times in listening to the exam tracks, from an informal discussion about this,
the course coordinator and some instructors perceived that listening for two
times was a standard for them as it is what all the courses in the language
institute have been doing. However, theories and related studies about
listening exam administration can be studied more and the listening exams can
be analyzed in order to investigate whether the exams were actually too
difficult to understand or get the details from listening twice.

One interesting point from the focus-group interview was about the use
of Blackboard for supplementary audio. All the interview participants found
that Blackboard was not that user-friendly for them and they have encountered
some technical issues in other courses. Similar issues were also found in
previous studies (Kasim & Khalid, 2016; Little-Wiles & Naimi, 2011).
Nowadays, there are a variety of Learning Management System (LMS) and
applications for course management and learning objectives. The course
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coordinator and instructors may ask for opinions from more students, consider
the institute’s information technology support, and study more about
Blackboard or other LMSs in order to fully understand the system and any
challenges that may occur so as to apply the system properly and to its full
potential.

Conclusion

The students’ opinions toward the Listening and Speaking for Allied
Health Sciences course were positive in terms of the course content and
exercises, speaking assessment, teaching method, and course evaluation and
grading. However, the students had strong opinions that the course book
should be more motivating for the students to learn from and that the more
supplementary audio should be added. Also, they realized the virtue of
feedback and would like to get it from the instructors after all the assessments.
The results of the study should be communicated to the course coordinator and
instructors so that some effective adjustments to the course will be made.

Limitations and recommendations for further research

This study was conducted on a voluntary basis, which is beneficial in
that the students could express their opinions freely and anonymously,
ensuring honest opinions. However, the focus-group interview in future
studies should take into account the possibility that students from different
departments/interests/background may not be willing/confident to express
honest opinions when they are together. Moreover, it would be better if we
could use judgmental sampling when selecting respondents for the interview.
For example, a student who raises some interesting points can be invited to an
interview for more detail. Apart from that, some interesting answers/concerns
from the questionnaire are worth further examining and managing, for
example, how to administer the final group role-play to seem fair for students
from all the departments, and how to identify ‘best practice’ of teaching
methods and incorporate the methods from different instructors in each unit.
It is also important that students representing all English proficiency levels
from all the sections can be invited to join the interview.
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This study mainly focused on the students’ opinions toward the course.
Apart from some suggestions and concerns as discussed above, it would be
better if, in future studies, some needs analyses with all stakeholders in the
field, e.g. doctors, nutritionists, physiotherapists, radiologists, patients, etc. can
be conducted in order that speaking and listening courses for Allied Health
Sciences students will be designed and/or updated to better serve the
stakeholders. Further research may also include a follow-up study on the
course after some adjustments suggested in this study have been made. Other
types of data collection methods, e.g., learner diaries, post-lesson comment
sheets, reflecting dialogues between students and educators/teachers (Freeman
& Dobbins, 2013) or conducting a focus-group interview with more
participants. Course evaluation studies for other subjects provided by the
language institute should also be conducted on a regular basis and in cyclical
process (Zohrabi, 2012).
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Appendix |

Appendix 3

Verbs used in instructions

Example of a page with illustrations from the course book

bend down

put your head down
put out your tongue

breathe in
breathe out

r:lose your eyes

\j:url up

raise your leg .

roll onto your back
/front

do this

sit
sit up

slide your hand
down your side

Follow my fingertip
with your eyes

take off your coat

keep your knee
straight

let your wrist go
limp

——e—
— T

stand straight
stand up

take off your shirt

lie on your side/back
lie down on the couch

tilt your head back

look straight ahead

touch your shoulder
with your chin

open your mouth

point to the finger that
moves

turn your head to the left
turn on your side

pull my hand/arm as
hard as you can

push against my hand
as hard as you can
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Appendix 4

Listening and Speaking for Allied Health Sciences
Assessment Rubric - Final Project (8-10 mins)

Group: Section:
Topic:
1. Group performance (5 points)
Equal role for all members (2) + smoothness (1) 3 points
Time of presentation 2 points
(6-7.59 mins or 10.01-11.00 mins: deduct 1 point)
{5.00-5.59 mins or 11.01 mins onwards: deduct 2 points)
Total score for group performance = /5
2. Individual performance (15 points)
—~| & ()
| = e | o B
5 o se | 2 = ge!
Speaker 2 = - o -3 = ke o) =
€ 8 o g | o =a o e
st| 5z | 32|32 |[F8| S | 25
5| 8 | 25| %_|es| T |39
85| & | S5 | a2 | S6E & G 9
Assessor:
Date:
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Thailand — (FRELE-TH) Based on the CEFR:
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Abstract

This article introduces the Framework of Reference for English
Language Education in Thailand — (FRELE-TH), which is based on the CEFR
(Council of Europe, 2001) to be a shared basis for reflection and
communication among the different partners and practitioners in English
language education in Thailand, including curriculum or syllabus planning,
and textbook and course materials development. The student’s significant
involvement in the process is particularly emphasized. Some suggested
activities and examples of the possible use of the FRELE-TH are also
included.

Keywords: language reference framework, CEFR, educational reform,

English language education
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Introduction

It has been a great challenge for the FRELE-TH, which is an
adaptation of the CEFR with plus (+) levels (A1, Al+, A2, A2+, B1, B1+, B2,
B2+, C1, C2) to encourage the partners, practitioners and also stakeholders
and in particular learners in English language education to reflect on the actual
use of English in communication in real life situations for the design of
curricula, textbooks, course materials, tests and teacher education, not to
mention the development of English standards for professionals, which can be
benchmarked according to regional and international standards.

The FRELE-TH was developed based on the CEFR (Council of
Europe, 2001) by the team members from the Chulalongkorn University
Language Institute and the Language Institute of Thammasat University. The
project was given a grant by the Thailand Professional Qualifications Institute
TPQI) as part of the establishment of professional standards for Thailand,
which will be benchmarked with reference to regional and international
standards, particularly regarding AEC integration and international
communication, with the growing size of a flow workforce across national
borders. The rationale behind the development of the FRELE-TH lies in the
principle of CEFR’s inception in 2001 that the CEFR does not offer ready-
made solutions but must always be adapted to the requirements of particular
contexts (Council of Europe, 2001).

Given these fundamental aims, the Council encourages all those
concerned with the organization of language learning to base their work on the
needs, motivations, characteristics, and resources of learners.

In order to meet these objectives, the development of the ten-level
reference framework of the CEFR was a result of the adaptation of the CEFR
to make it relevant to English use in local and international communication in
Thailand. It is a fact that English is one of the two working languages in the
ASEAN Economic Community (AEC), and it has also become the key to
success, not only in education but for job applications and work promotion,
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according to Pitsuwan (2014). However, the majority of ASEAN people,
including Thai people, do not have satisfactory proficiency in English. More
importantly, despite the number of years that Thai students spend on English
learning in formal education, they are not able to use English in
communication. They can guess the meaning of unknown words using
contextual clues but rarely use compensation strategies, such as gestures,
when they cannot figure out a word during a conversation in English
(Pawapatcharaudom, 2007). Even after at least eight or nine years of studying
English, Thai tertiary students do not seem to be able to communicate
effectively in English (Thonginkam, 2003). A study of Thai learners’
performance on English standard tests has shown that their performance is not
satisfactory (Prapphal, 2003). This low proficiency of Thai users and learners
of English has been reviewed in the EF Proficiency Index (2015), in which
Thailand is ranked 62 out of 70 countries (EPI score of 45.35).

In fact, the stipulation of the CEFR to be used for schools as the main
principles of enacting English language teaching and learning as part of the
English language reform policy in Thailand (Ministry of Education, 2014) was
announced in 2014. It sets forth using the CEFR in the design of language
curricula, the stating of learning goals, the development of teaching and
learning, the testing and assessment of learning outcomes, as well as the
development of the teaching profession. Additionally, the framework was used
by the Ministry of Education for setting English proficiency targets for
students; for example, by the end of the primary level, students should have
level Al proficiency. The results of the reform policy however have not
proven that the students can meet the targets. It has been found that the
students cannot use English in communication, not to mention its use as a tool
for knowledge research (Prasongporn, ONEC 2017). Furthermore, the success
of English language education requires the collaboration of all stakeholders,
and teachers and students as the key agents should realize their important
roles. They should not be thought of as empty glasses to be filled with
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theoretical frameworks and skills. Students are actually the masters of their
learning, and they should be empowered to be responsible for their own
learning as part of lifelong learning.

Some of the factors affecting the failure of English teaching and
learning are unqualified and poorly trained-teachers, poorly-motivated
students, and rare opportunities for student exposure to English outside of
class time (Dhanasobhon, 2006, ONEC 2017). Some other problems involve
the lack of opportunities for students to use English in their daily lives and
unchallenging English lessons (Wiriyachitra, 2002). Most of the teachers in a
study of English teaching problems in Thailand (Noom-ura, 2013) were
reported to rate at a moderate level the problems of their teaching and to rate
at a high level the problems involving students. This study shows that teachers
are concerned about problems connected with their strategies regarding the
teaching of listening and speaking, and writing and with the assessment of
these skills, and they would need professional development related to the
teaching and assessment of these skills. More importantly, teachers’
perceptions have revealed that students’ lack of patience practicing English
and their minimal exposure to English outside the class and lack of
responsibility for their own learning (Wiriyachitra, 2002) are crucial causes of
their failure in English.

In order to meet the needs of the Thai learners and users of English, it
is necessary to make the framework comprehensible and applicable to the
audience. Additionally, the framework needs to address not only the functions
and forms but also the strategies of language use. The FRELE-TH based on
the CEFR (2001), the derived framework, maintains the structure and three
components of the CEFR: communicative activities, communication strategies
and communicative linguistic competence with their sub-components as
shown in Figure 1.

AuUsSYaYd avud 33 (2561) 55



Figure 1: Structure and components of the FRELE-TH

. Listening
Reception :
Reading
Communicative i Speaking
I Interaction —
activities Writing
Speakin
Production p” g
Writing
Reception Identifying clues and making inferences
Turn-taking
o Interaction Cooperating
Communication i .
. Asking for clarification
strategies _
Planning
Production Compensating
Monitoring and repair
Vocabulary
Range .
General linguistic
. Grammatical accuracy
Linguistic
o Vocabulary
Communicative Control -
Phonological
language X
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Sociolinguistic
Precision
Pragmatic Coherence
Fluency

Structure and Components of the FRELE-TH
The FRELE-TH, similar to the CEFR, offers two scale types to
describe English proficiency levels: global and illustrative scales, and their

descriptors. It begins with the global scales (see Appendix A), in which an

overview of the language proficiency at all levels is presented. This is

followed by illustrative scales (see an example in Figures 3.1 and 3.2), which

consist of three aspects represented in separate tables: communicative

activities, communication strategies, and communicative language competence.
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Communicative activities or ‘Can Do’ descriptors cover reception,
interaction, and production. Reception involves listening comprehension and
reading comprehension. Interaction involves spoken interaction and written
interaction, and production involves spoken production and written production.

Communication strategies include the strategies that Thai users of
English can apply as they perform communicative activities. These
communication strategies include reception strategies in identifying clues and
making inferences; interaction strategies in turn-taking, cooperating, and
asking for clarification; and production strategies in planning, compensating,
and monitoring and repair.

Communicative language competence refers to the knowledge that
Thai users of English need to have in order to perform communicative
activities. This involves linguistic competence, sociolinguistic competence,
and pragmatic competence. Linguistic competence covers “range” (linguistic
and vocabulary) and “control” (grammatical accuracy, vocabulary control,
phonological control, and orthographic control). Sociolinguistic competence
refers to the knowledge and skills needed to cope with the social dimension of
language use. Pragmatic competence, on the other hand, is concerned with the
language user’s knowledge of how messages are organized, structured, and
arranged. It also focuses on the user’s knowledge of the functional use of
linguistic resources. Pragmatic competence in this framework includes
precision, coherence, and fluency. The FRELE-TH can be useful for a model
of English and English use and English learning and can be influential in
English language education, as it is based on the CEFR, which incorporates
scales that “have obvious value in measuring and assessing learning and
achievement” (Alderson & Banerjee, 2002, p. 81).

Moreover, in order to help Thai learners and users to better understand
the framework, the FRELE-TH adopted and adapted more exponents from the
EAQUALS (North, 2007, 2008), the Threshold Level (Trim & Trim, 1980;
van Ek & Trim, 1990), the Core Inventory of General English (North, Ortega,
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& Sheehan, 2010), the English Profile Program (Salamoura & Saville, 2010),
and the Word Family Framework (West, 2015). The FRELE-TH also offers
examples of language functions, discourse markers, topics, vocabulary range,
and grammar and some exponents and micro-skills, all of which are
appropriate to English use in the local, regional and international context of
Thai communication. (see an example of Level Al exponents in Appendix B).
A word family list based on the Word Family Framework (West, 2015),
classified according to the FRELE-TH 10 levels, is provided in a separate
appendix (see an example of the Word Family List in Appendix 3.)

FRELE-TH Equivalency

The FRELE-TH follows the CEFR using the plus (+) levels from the
Swiss Project (Goullier, 2007) to make sure that Levels A (Basic User) and B
(Independent User) in the derived framework are not too high for Thai
learners and users to achieve in their performance. Figure 2 shows the
equivalency of the CEFR and the FRELE-TH. The FRELE-TH standard levels
are equivalent to the CEFR and the CEFR with the plus levels.

Figure 2: FRELE-TH Equivalency

CEFR
. CEFR
FRELE-TH Proficiency Level . Standard Level
. Proficiency Level
(with plus levels)
Al Al
Al
Al+ Al+ .
Basic user
A2 A2
A2
A2+ A2+
B1 B1
B1
Bi+ Bi+
Independent user
B2 B2
B2
Ba+ B2+
Ci Ci Ci o
Proficient user
C2 C2 C2
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This adaptation would seem to violate the expectation of some people
with the belief that all of the CEFR descriptors at a particular level need to
apply to everybody at the level concerned. This belief is prone to criticism
because of the fact that the CEFR encourages “users to adopt activities,
competences and proficiency stepping stones that are appropriate to their
particular context, yet can be related to the common scheme and thus
communicated more easily to colleagues in other educational institutes and to
other stakeholders” (North, 2004, p.10). He gives an illustration of the Swiss
adaptation by having both A1 and A2 sub-divided into four sub-levels, stating
that finer levels can make sense for pedagogical reasons (North, 2004, p.48) to
show that the CEFR is a flexible framework allowing levels and categories to
be merged or sub-divided as appropriate. A similar practice is seen in the
CEFR-J descriptors for listening where Level A splits into three: A1.1, Al.2,
and Al.3 to make the framework fit the context of English use in Japan
(Negishi et al, 2013, p.156-163).

The FRELE-TH framework yet maintains the salient and criterion
features of all the overall CEFR descriptors. These overall FRELE-TH
descriptors were reviewed and improved to make them more comprehensible
and relevant to Thai learners and users of English (see Appendix A). This can
be seen in the following sample of global descriptors for Al, B2 and B2+. Al
is the lowest level of basic users (A1, Al+, A2, and A2+). The FRELE-TH
description at the Al level has taken into consideration the fact that Thai
learners and users of English at this level begin with words, phrases, and
simple expressions with ‘Can Do’ statements’ on familiar topics and
immediate surroundings. The other exemplification levels are B2 and B2+
(known as Vantage) with ‘Can Do’ statements specified for independent users.
B2 and B2+ illustrate distinguishing characteristics that are useful for
pedagogical purposes. Moreover, for practical purposes, the FRELE-TH
global scale itself can be used for the design of the specifications of the high-
stakes standardized tests of English proficiency, the results of which can be
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benchmarked with those of the international standards. In this way, students’
or users’ performance and progress can be measured and tracked to be
calibrated with other international standards for educational or professional
purposes. The development of standardized English proficiency tests based on
the FRELE-TH for local use and calibrating the results with the CEFR levels
and international standards can be done using a number of methods, which are
the focus of examination institutions, but is not the main aim here, which is for
enhancing the teacher’s ability in designing effective classroom activities and
evaluations.

For pedagogical purposes, an example of the FRELE-TH illustrative
scales of communicative activities is given in Figure 3.1 Speaking
(Interaction) and 3.2 Speaking (Production). The example shows the
descriptors for Level Al with ‘Can Do’ statements that can be used for
curriculum/syllabus  design, course materials development, and test
specifications so that learners are given relevant tasks to meet their needs. As
you can see at Level Al, the lowest level, learners and users can engage in
several speaking interaction activities. They use simple expressions, including
basic greeting and leave-taking expressions, as well as asking simple questions
about well-being in conversation. In the information exchange and
transactions, learners and users at this level ask basic questions about familiar
concrete things and answer simple questions, with some pictures or visual
supports; they can understand simple numbers in prices or telephone numbers
and use simple isolated words and phrases sometimes with gestures such as
pointing to items when they are making a purchase. As regards speaking
production activities, learners or users of English at this level can provide
basic personal information about themselves, their family, and their living
place, using short, simple words, isolated phrases, and basic short sentences.
It is expected that Al learners or users will not be able to engage in

discussion.
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Figure 3.1: The FRELE-TH Illustrative Scales, Speaking (Interaction) Level Al

SPEAKING (INTERACTION)

Overall Conversation | Discussion | Information | Transaction | Telephoning Interview
Speaking Exchange
(Interaction)
Can Can use basic Can ask for Canuseand | Cangive Can
understand greeting and information understand his/her name answer
and respond leave taking about simple when very
to very expressions. familiar numbers in answering the | basic,
simple concrete prices or phone. familiar
expressions Can ask how objects using | telephone questions
delivered people are very basic numbers in Can using
very clearly doing. questions everyday understand short,
and slowly using conversations.| and answer simple
with some Can ask and isolated very short isolated
repetition and | answer basic words and Can buy basic words or
rephrasing on | personal phrases. things in telephone phrases.
a predictable | questions shops where | expressions as
topic. about Can answer | pointing or well as very
personal short basic other simple

Can details using questions gestures can | questions.
understand isolated which are support what
and respond words or short delivered is said.
to very phrases if the clearly and
simple direct | other person slowly using
questions speaks very some simple
about slowly and isolated
personal clearly. words and
details. phrases.
Can Can produce
understand, short, simple
follow, and answers

respond to responding
very short, to short,
basic, and simple
clear questions

instructions. based on

pictures

Can telling a
understand short story.
and repeat
very simple
phrases.
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Figure 3.2: The FRELE-TH Illustrative Scales, Speaking (Production) Level Al

SPEAKING (PRODUCTION)

Description Arguing a Case | Presentations | Summarizing

Can give basic personal information
about himself/herself in short,
simple words, phrases or basic
sentences.

Can describe himself/herself and
his/her family using short, simple
words, phrases or sentences.

Can give a simple description of
where he/she lives.

Can use simple words or isolated
phrases for very familiar objects.

In curriculum, syllabus and course design, these ‘Can Do’ descriptors
are beneficial in defining outcomes and course specifications and course
objectives. They help course designers and teachers to relate the content of the
curriculum, syllabus, and course to the real-world needs through context-
appropriate adaptation (North, 2014, 10). Based on a needs analysis of
learners and users, for example, young learners in their use of English at
home, at school, or in their surroundings are likely to yield the tasks and
activities provided in the ‘Can Do’ descriptors. To illustrate, according to the
Basic Education Core Curriculum A.D. 2008 (OBEC, 2008), primary school
students need to correctly and appropriately use English for creating
interpersonal relationships, exchanging information, and expressing feelings
and opinions, and also for seeking knowledge and to broaden their worldviews
and to appreciate socio-cultural diversity and values and to develop positive
attitudes. In order to meet the requirements of the OBEC curriculum, based on

the ‘Can Do’ descriptors, an example of the specification of units 1 and 4 in a
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grade 2 coursebook called “Small World" is presented in Figure 4: Small

World Grade 2, Units 1 and 4. In these units, the main tasks are derived from

the ‘Can Do’ statements relevant to Level Al: greeting, giving information

about oneself, and describing one’s living place and situation are made more

specific for the young learners’ or students’ context. The functions,

vocabulary, and key expressions are based on the exponents of Level Al (see
Appendix B).

Figure 4: Small World Grade 2 Specifications of Course Materials

Units Lessons Functions Vocabulary | Key Expressions Games and
Activities
1. Let’s Lesson 1: e Greeting and e Good e How are you? 1. Game
meet up Good asking about well- morning | e I’m great. ‘Introducing
morning being e Good e Nice to meet you. yourself.’

e Giving instructions afternoon e Who’s she/he? 2. Sing “Nice to
about parts of the e Good e Thisis ...... meet you.’
body evening | o He'smy friend. | o Drawa

e Friend picture of
e Father your friend.
e Mother
e Teacher
Lesson 2: e Asking aboutage, | ¢ Number e What’s your 1. Write your
Getting to phone number and (1-10) telephone telephone
know you living place number? number.
e My te]ephone 2. Point the
number is ... picture and
e How old are you? ask about
e I'm ... years old. age.
e Where is your 3. Game: Hot
house? ball
e My houseis ....
e Where do you
live?
e [livein ...
4. Lesson 1: e Asking for and Sofa Where is 1. Listen, read
Welcome to | What a giving information | Spoon the......... ? and match
my house lovely about location of fork It’s inv on/ things in the
house! things around the | knife under........ house
house glass 2. Listen, draw
plate and write
small, things
bottle students hear
box 3. Guessing
big game
round 4. Listen, point
square and say about
the location
5. Sing
6. Say and write
A1w1UsiAU adud 33 (2561) 63




Units Lessons Functions Vocabulary | Key Expressions Games and
Activities
Lesson 2: e Identifying things | Bookcase What’s this? 1. Listen, point
Home sweet around the house Lamp What’s that? and talk more
home Television This about the
Bed IS, things in the
Chair Thatis.........ceneene. house
Table 2. Pictionary
Rug game
Wardrobe 3.Sing
Lesson 3: e Identifying rooms Bedroom Where 1. Listen, point
My dream in the house Bathroom 1S eieiieieieiaeans ? and say about
house Kitchen She/He is in rooms in the
dining room | the........... house
living room 2. Matching
game
3. House project

Additionally, the employment of the exponents (see Appendix B) of
the functions/communicative tasks and activities, the discourse markers, the
related topics and sub-topics as well as grammar and the vocabulary range is
also specified. The course material specification is obviously useful to
teachers and course materials designers as it contains functions (from ‘Can
Do’ statements) and vocabulary that are appropriate to the Thai context of
English use at the 10 levels of the FRELE-TH. This vocabulary range plays an
integral part in the FRELE-TH collating a word family list (see an example in
Appendix C.) which serves as a collection of word families in alphabetical
order for English language learning suitable for the Thai situation. For
example, Thai beginners of English should know the word “ant” and be able
to derive the noun “anger” from the adjective “angry,” and the adjective
“friendly” from the noun “friend,” which are quite common and relevant to
their everyday life. For teachers, the topics and related vocabulary can be
provided to students at the beginning of the course in order to give priority to
what they are interested in learning and doing in class activities.

Micro-skills are also useful as a self-assessment checklist, both in Thai
or in English (see an English version in Figure 5) to make learners aware of
the skills to be acquired in the completion of the tasks and activities. Learners

are also geared towards self-regulation and goal setting and monitoring, which
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are beneficial in language learning. For this reason, it is crucial to provide
learners with opportunities for self-evaluation and reflection, as this will help
them to work towards goal setting which is an effective strategy for learning
(Stern, 1992)

Figure 5: Self-monitoring/ Self-assessment Checklist Level Al
“Can Do” Statement Speaking Interaction Level Al

Name of student: Teacher :

Language Skills: Speaking Interaction/Production I can do I need more
it. study.

I can use basic greeting and leave-taking expressions.

I can ask how people are doing.

I can ask and answer basic personal questions about
personal details.

I can describe myself and my family using short simple
words, phrases or sentences.

| can describe where | live.

I can use and understand simple numbers in prices or
telephone numbers in everyday conversations.

I can buy things in shops where pointing or other gestures
can support what is said.

I can produce short simple answers responding to short
simple questions based on pictures telling a short story.

Apart from the communicative activities, communication strategies are
also important in the design of course materials specification. For instance, in
these units, young learners are required to use gestures such as pointing to
things and asking questions or making statements to accompany their verbal
communication in playing games and doing activities. The use of these
gestures reflects the communication strategies in the FRELE-TH descriptors,
an example of which can be seen in Figure 6, and this will be discussed in

greater detail.
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Figure 6: Communication Strategies Level Al

LEVEL | RECEPTION INTERACTION PRODUCTION
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Al Can understand | Can Can sometimes | Can use Canonly
frequently-used | occasionally | use gesturesto | mostly use gestures
routines and start a very indicate when gestures to such as
patterns spoken | simple he/she is signal if pointing to
or written in dialog using | following a he/she identify
simple words, only short conversation. cannot familiar
phrases, short memorized follow a everyday
sentences,and | expressions conversation. objects.
instructions in in familiar
very specific specific
and familiar situations.
situations.

It is noticeable that the CEFR (Council of Europe, 2001) had no
descriptors for communication strategies level Al until the recent issue of the
Companion Volume with new descriptors (Council of Europe, 2017), which
has included the descriptors of the new level, Level Pre-A for Compensating,
and Monitoring and Repair. The FRELE-TH, as can be seen in Figure 5, at the
outset, incorporated descriptors for the communication strategies that learners
and users at Level Al can employ to do the activities or tasks in their
reception, interaction, and also in production. In reception, learners and users
can understand frequently-used routines and patterns spoken or written using
simple words, phrases, short sentences, and instructions in very specific and
familiar situations. In their interaction with another party in familiar situations,
they can use short memorized isolated words or expressions to begin a simple
dialog. Sometimes in order to show that they are still listening, they use
gestures to indicate that they are following the conversation. If they are lost,
they use some gestures such as shaking their head to show that they are not

following the conversation. In production, they can use gestures in situational
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contexts, including pointing to identify familiar objects, for example, when

they want to buy something and cannot think of the words. These

communication strategies are useful and necessary for curriculum and course

design. The inclusion of communication strategies at this level, probably

reflects the common view of the significance of 21% century skills in lifelong

learning (Nomnian, 2013), stating that teachers of English need to not only

develop learners’ English proficiency, but also train learners in learning

strategies and life skills for the 21% century in order to enhance learner

autonomy and develop learners to be legitimate global citizens.

Figure 7: Communicative Linguistic Competence Level Al
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phrasés and very short phrases a_nd_ phrases way using a dealing with
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personal errors. greeting, effort to be
information saying understood.

L farewell, as
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situations. concrete

situations and
requiring effort to
be understood.

Orthographical:

Can spell mostly
short, simple
words and
phrases dealing
with everyday
objects or write
one-word
answers with
spelling mistakes.

Figure 7 shows the communicative linguistic competence that learners
and users need to have in order to do the tasks or activities mentioned earlier
and also to be able to use the strategies appropriate to Level 1. These FRELE-
TH linguistic components serve as a point of orientation for the assessment
criteria for developing bands or scales which are refined to be appropriate to
the situations for the rating performances of particular groups of learners or
users.

Normally, the whole range of the FRELE-TH descriptor scales for
Communicative linguistic competence and communication strategy could be
used as a starting point in developing assessment grids or a rating scale for
projects linking high-stakes tests to the FRELE-TH framework in measuring
the proficiency level of mixed groups of learners and users. In assessing
lower-ability groups of young learners like the ones in Small World as part of
the classroom assessment, however, it can be expected and more practical if
the rating scale covers a specific range of learner ability group. The rating
scale does not have to link to the descriptors at all levels; that is, the rating
scale can contain only the descriptors relevant to speaking interaction, in this
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case, focused on one level, Level Al, including possibly the levels above and
below. An example of a rating scale for young learner performance in Small
World is suggested in Figure 8. This would also be the case recommended for
presenting the CEFR descriptors as assessment criteria (North, 2014, p.170,
175) as follows:

...Rather than showing all levels ...
can be focused just on the level that has been set as the standard,
adding the levels above and below as points of reference...

or a range of levels, the grid

This perspective is also reflected in the work of Fulcher and Davidson
(2007). They state that classroom assessment is criterion-referenced, which is
linked to the agreed criteria that if met, learners are ready to proceed to the
next learning activity. The demand to conform to external large-scale testing,
which shows where learners are with regard to their peers and learners in other
places, is not necessarily the most appropriate model for the classroom
learning environment. Studies in motivation and achievement have revealed
that low-stakes classroom activities contribute to higher intrinsic motivation
than high stake activities (Cauley & McMillan, 2009). This is so perhaps
because low-stakes assignments can serve as a formative assessment to help
teachers to find out whether the learners understand the course material and
can attend to their learning.

Figure 8: Assessment Grid or Rating Scale for Small World Learner Speaking

Performance

Asking for Score | Range Accuracy Interaction Fluency Coherence

and giving

information

about things

in the house

and their

location

4-5 Use very Produce very | Occasionally | Use short, Use very

basic phrases | basic begin a simple ready- basic
and groups of | sentence simple dialog | made single-word
ready-made structures using mostly expressions in connectors,
expressions to | with a low memorized predictable i.e.and,
communicate level of expressions. routine and but, to
and describe accuracy, situations with link ideas
personal having many Show a sign of anumber of in narration
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Asking for Score | Range Accuracy Interaction Fluency Coherence
and giving
information
about things
in the house
and their
location
information, systematic following a pauses, false and
routine grammatical | conversation starts, and description.
activities, errors. but only with | reformulations.
requests, etc. the help of the
other speaker,
and use
gestures to
show that
he/she is lost.

2-3 Use a very Occasionally | Sometimes Pronounce very | Can use
basic range of | produce one- | use gestures limited words “and” or
isolated word to indicate and phrases “then” to
frequently- answers or when he/she dealing with join simple
used words, very short is or not everyday phrases.
short phrases | phrases with | following a concrete
and avery conversation situations and
expressions. limited level | orusing requiring effort

of accuracy pointing to to be

and many identify understood.
grammatical | familiar

errors. objects.

0-1 Wordsrarely | Full of errors | Only use of Production of Listing
meaningful and gestures with | sounds with with no

grammatical | few isolated little meaning connectors
errors words

So far, the application of the FRELE-TH has been presented in the
course curriculum and course design of materials and activities, and also the
development of self-monitoring or self-assessment checklist and assessment
grids or a rating scale. In order to illustrate the application of the FRELE-TH
for the design of activities based on the descriptors of the criteria level and
plus level, in this case, Levels B2 and B2+, an example of the design of tasks
or activities in English for business communication or meetings is given in
Figure 9. This illustration shows that the strong B+ activity requires learners
and users of English to do a more challenging task and this can be assigned
when learners are able to achieve the task at Level B2 so that they can extend
their knowledge and skills to engage in more authentic, real-world situation.
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Figure 9: Example of Speaking Tasks Designed from the Descriptors Speaking
Interaction for Level B2 Compared to that for Level B2+

FRELE-TH B2 FRELE-TH B2+

(CEFR Level B2) (CEFR Level B2+)
Speaking Task Speaking Task
You are one of the candidates at the | You and your group are members of the organizing
best hotel contest. You are given committee of a going green exhibition. You and your
about 5 minutes to present your colleagues need to choose the best hotel to organize a
hotel as the best hotel in Bangkok. press conference and also the venue for this special
In your presentation, you have to project. You have to evaluate, speculate and negotiate
make your arguments and justify with others and convince them by structuring arguments
your position. from different sources towards the final decision.

Discussion and Conclusion

Considering the FRELE-TH descriptors, it is appropriate for teachers
of English, learners, course designers, test writers and assessors to apply them
to facilitate their design of main English activities. For the course objectives,
the FRELE-TH based approach can assist course designers and teachers with
the analysis of the main needs profiles of the students, relevant to their
context. With the ‘Can Do’ descriptors, the needs analysis is based on what
students can do in English rather than on merely what grammar or linguistic
descriptions they need to know. This real-world relevance is emphasized in
North’s (2014, p.108) suggestions for the practice of the CEFR, on which the
FRELE-TH is based.

...Needs analysis should also determine the type of activity that
occurs in the classroom. Some of that at lease reflects relevant real
world activity for the group concerned. What sorts of tasks should
we be using in the classroom?

At the classroom level, the FRELE-TH also helps teachers identify
suitable topics in which the ‘Can Do’ statements can be used and also the
competences that students are required to have in terms of linguistic elements.
What is important is that the FRELE-TH also describes the strategies that
students are likely to use in enabling them to achieve communicative tasks. As
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can be seen from the example of course materials provided at Level Al, the
‘Can Do’ descriptors include greeting, giving information about oneself,
describing the living places, and the language and vocabulary needed, such as
the use of the conjunctions “and” and “but” and other strategies used to
facilitate communication. This helps orient teachers to be well prepared for the
class activities in need of skills for the relevant level.

From the perspectives of learners and students, ‘Can Do’ descriptors
are crucial for the learning and teaching process as they are “primarily a
communication tool that allows learners to be treated as partners” (North,
2014, p.109). At the outset, ‘Can Do’ descriptors can be used to encourage
students to negotiate their needs and priorities of objectives, learning
communicative tasks and other activities, including self-study activities. They
also serve as signposts to students of their learning progress. In terms of
evaluation and accountability, they can be employed as evidence of
achievement by means of self-monitoring and self-evaluation. In the Thai
context, it is uncommon to have students as partners in the design of course
content and materials. They normally rely on the “spoon-fed” material offered
by teachers. This can lead to serious problems in English language learning,
such as lack of motivation and a low level of perseverance in practicing, no
goal-setting, and hence, less responsibility and less English exposure in their
learning. In fact, these problems were spelled out by teachers of English in
Thailand, as found in their Thai students learning English (Noom-Ura, 2013).
These internal factors can contribute to failure in learning a language. Many
researchers emphasize the importance of goal-setting in language learning
(Naiman, Frohlick, Stern & Todesco, 1978; Oxford, & Shearin, 1994), as there
is a significant relationship between goal setting and student language
achievement (Moeller, Theiler, & Wu, 2012). It is important that learners
participate in setting their goals (Azevedo, Ragan, Cromley, & Pritchett,
2002). In order to yield better results, goals should be particularly specific,
measureable and challenging. More importantly, teachers normally set goals
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or outcomes for classroom learning and these can be different from the
students’ personal goals, leading to students’ lack of understanding why they
are involved in the learning process (Dornyei, 2001). The FRELE-TH based
on the CEFR offers English teachers to create the opportunity for students to
participate in setting their goals or outcomes for learning by employing ‘Can
Do’ descriptors. Additionally, students are encouraged to monitor the progress
of their learning. Therefore, in this standard-based approach, students become
active agents in their learning of English. In this era of Educational Reform
towards Thailand 4.0, we strongly propose that students be encouraged to be
responsible for their learning, to take the roles of co-partners or, more
appropriately, be the master of their learning so that they can develop their
goals for learning, self-efficacy, learning strategies, and English competency.
Therefore, this article has introduced the FRELE-TH based on the
CEFR and has discussed ways in which the framework can be used as a point
of orientation for the design of curricula, syllabi, course materials, and rating
scales for the development of tests, both for high-stakes and low-stakes in the
classroom, and for student self-monitoring and self-evaluation towards goal
setting in their learning. From this perspective, students will be able to do
tasks and activities that are more relevant to real-world situations and at the
same time their performance can be assessed and be related to international
standards. In this way, the learners or participants in those programs will
likely be aware of their performance benchmarked with international standards
to give them motivation for their learning and using English to satisfy their

personal needs.
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Global Scale

Appendix A

The global scale outlines ten levels that cover English learning relevant to
Thai learners and users. The salient features are italicized.

Level Descriptors
The learner/user
Al - can recognize familiar vocabulary and basic expressions concerning himself/herself,
his/her family, and immediate concrete surroundings.

- can understand and respond to very simple expressions delivered very clearly and
slowly, with some repetition and rephrasing on a predictable topic.

- can give basic personal information about himself/herself in short, simple words,
phrases, or basic sentences.

- can understand frequently-used routines and patterns spoken or written in simple
words, phrases, short sentences, and instructions in very specific and familiar
situations.

- can use a very basic range of frequently-used words, short phrases, and expressions
on everyday topics to communicate and describe personal information, colors, simple
numbers, simple objects, routine activities, etc.

- has very basic and limited isolated words and uses short phrases concerning concrete
everyday situations.

Al+ | The learner/user

- can understand simple spoken English carefully articulated at a very slow speed with
frequent, long pauses.

- can understand very short, simple phrases or sentences in written English.

- can identify familiar or very basic words or phrases in texts.

- can understand and respond to daily routine expressions provided that they are
carefully articulated at a very slow speed with repetitions.

- can describe people, familiar things, and places using basic verbs and common
adjectives.

- can write mostly very simple isolated words and phrases or sometimes sentences
without connecting ideas using very limited vocabulary.

- can guess the main idea of short spoken and written phrases and sentences on
everyday, familiar topics.

- can use very basic phrases and groups of ready-made expressions to communicate
and describe personal information, routine activities, requests, etc.

- has very limited vocabulary to communicate in routine situations.

A2 The learner/user

- can understand simple spoken English delivered clearly at a very slow speed with
frequent pauses.

- can understand very short, simple written English.

- can construct the meaning of familiar texts.

- can ask and answer simple questions and respond to simple statements on very
familiar topics

- Can give a simple description or presentation of people, living or working conditions,
daily routines, likes/dislikes using simple phases and sentences.

- can write mostly simple sentences without connecting ideas using very limited
vocabulary.

- can find the main idea of short spoken and written phrases and sentences on everyday
topics.

- can guess the meaning of unfamiliar words using simple clues, e.g. affixes and word
roots.

- can deal with survival situations using a limited repertoire of basic language in
predictable situations.

- can use basic sentence patterns and groups of ready-made expressions to
communicate and describe personal information, routine activities, requests, etc.

- has adequate vocabulary to communicate in survival situations on familiar topics.
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Level Descriptors
A2+ | The learner/user

- can understand simple spoken English delivered clearly at a slow speed.

- can understand speech on everyday topics, containing daily life vocabulary and
expressions.

- can understand short, simple written English about everyday topics.

- can engage in structured, short conversations with adequate help of the other
interlocutor.

- can produce written texts using simple sentences and simple connectors with limited
vocabulary.

- can find the main idea of short spoken and written texts on everyday topics.

- can guess the meaning of unfamiliar words using contextual clues.

- can deal with everyday situations using a repertoire of basic language in predictable
situations.

- can use short everyday expressions to communicate and describe personal information,
routine activities, requests, etc.

- has sufficient vocabulary to communicate in routine, everyday situations on familiar
topics.

B1 | The learner/user

- can understand the main points of clear speech on a familiar matters regularly
encountered in work, school, leisure, etc., including short narratives.

- canread factual texts on subjects related to his/her field and interest at a satisfactory
level of comprehension.

- can exploit a wide range of simple language for conversations on familiar topics, express
personal opinions and exchange information on topics that are familiar, of personal
interest or pertinent to everyday life.

- can write straightforward, connected texts on a range of familiar subjects within his/her
field of interest, by linking a series of shorter discrete elements into a linear sequence.

- can understand key words and phrases in conversations and use them to follow the topic.

- can guess the meaning of occasional unknown words from the context and deduce
sentence meaning provided that the topic discussed is familiar.

- can work out how to communicate the main points he/she wants to get across in a range
of contexts, limiting the message to what he/she can recall or find the means to express
himself/herself though with some hesitation and circumlocutions on familiar topics.

B1+ | The learner/user

- can understand straightforward speech on a range of subjects related to his/her field and
personal interest, provided that the speech is clearly articulated with a generally familiar
accent and at a speech rate.

- can read and understand factual texts on subjects related to his/her field and interest,
provided that the information given is exclusively or mainly offered explicitly.

- can communicate with some confidence on familiar routine and non-routine matters
related to his/her interests and professional field, but may have some difficulty in
expressing exactly what he or she would like to communicate.

- can reasonably fluently sustain a straightforward description of a variety of familiar
subjects within his/her field of interest, presenting them as a linear sequence of points.

- can write straightforward connected texts on a range of familiar subjects within his/her
field of interest and employ appropriate rhetorical organization.

- can make use of clues such as keywords, titles, illustrations, typographical devices (e.g.
bolding, italicizing, paragraphing), pauses, tones of voice, discourse markers, and
rhetorical and organizations to come up with the meaning of unfamiliar words, identify
the main idea and supporting details of a particular text or speech on familiar topics, as
well as distinguish facts from opinions.

- has a sufficient range of language to describe unpredictable situations, explain the main
points in an idea or problem with reasonable precision and express thoughts on abstract
or cultural topics such as music and films.
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Level

Overall Descriptors

B2

The learner/user

can understand the main ideas of complex speech on concrete and abstract topics
including technical discussions in his/her field of specialization.

can read with a large degree of independence, using a dictionary and other reference
sources selectively when necessary.

can interact with a degree of fluency and spontaneity that makes regular interaction
with speakers quite possible and can take an active part in discussion on familiar
contexts, accounting for and sustaining his/her views.

can write at length about topical issues, even though complex concepts may be
oversimplified, and can correct many of his/her mistakes in the process.

can identify unfamiliar words from the context on topics related to his/her field and
interest.

has a good range of vocabulary for matters connected to his/her field and on most
general topics. Can vary formulation to avoid frequent repetition, but lexical gaps can
still cause hesitation and circumlocution.

has a sufficient range of language to be able to give clear descriptions, express
viewpoints and develop arguments without much conspicuous searching for words,
using some complex sentence forms to do so.

B2+

The learner/user

can understand standard spoken language, live or broadcast, on both familiar and
unfamiliar topics normally encountered in personal, social, academic or vocational life.
can read with a large degree of independence, adapting the style and speed of reading to
different texts and purposes, and using appropriate reference sources selectively.

can engage in extended conversation fluently, accurately, and effectively on a wide
range of general, academic, vocational or leisure topics, as well as provide feedback
and follow up on statements and inferences by other speakers.

can write clear, detailed texts on a variety of subjects related to his or her field of
interest, synthesizing and evaluating information and arguments from a number of
sources.

can express himself/herself clearly and without much sign of having to restrict what he
or she wants to say.

has a good range of vocabulary for matters connected to his/her field and most general
topic, to express himself/herself clearly and without much sign of having to restrict what
he/she wants to say. Can formulate ideas in different ways to ensure people understand
exactly what he/she means

has a good range of language to be able to give clear descriptions, express viewpoints
and develop arguments without much conspicuous searching for words.
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Level

Overall Descriptors

C1 The learner/user

can understand both extended structured and not clearly structured speech stated at a
normal or fast speed on abstract, complex, and unfamiliar topics related or not related to
his/her field, and grasp main ideas, but details need to be occasionally checked if
spoken with an unfamiliar accent, using colloquial expressions.

can understand in detail a wide range of long and complex texts, related or not to his or
her areas of specialty but with the need to reread some difficult parts.

can express himself/herself fluently and spontaneously, almost effortlessly, on most
topics, both abstract and complex.

can express himself/herself with clarity and precision, relating to the addressee flexibly
and effectively.

is skilled at using contextual, grammatical, and lexical cues to infer attitude, mood, and
intentions, and to anticipate what will come next.

can select an appropriate phrase from a fluent repertoire of discourse functions to
preface hi/hers from a broad range of language to express him/herself clearly, without
having to restrict what he/she wants to say.

has a good command of a broad lexical repertoire allowing gaps to be readily
overcome with circumlocutions; little obvious searching for expressions or avoidance
strategies.

has a good command of idiomatic expressions and colloquialisms. Can select an
appropriate formulation from a broad range of language to express him/herself clearly
without having to restrict what he/she wants to say.

C2 The learner/user

has no difficulty in understanding any kind of spoken language, whether live or
broadcast, delivered at a fast natural speed.

can understand and express ideas precisely and naturally on the full range of matters
with reasonable accuracy, using a wide range of modification devices.

can understand authentic and connected speech which is lexically and structurally
complicated, delivered at a natural pace.

can understand all text types written in different genres, including narrative, descriptive,
directive, expository, and argumentative.

can draw implicit and explicit meanings from the text.

can appreciate literary works.

has a remarkable command of a very broad lexical repertoire, including idiomatic
expressions and colloquialisms; shows awareness of different levels of meaning.

has a strong knowledge of grammatical elements and structures that can help enforce
greater competence and confidence in spoken and written language.

can express thoughts fluently and effectively using correct prosodic features of speech
such as stress, rhythm, and intonation.

can use cohesive devices in a variety of organizational patterns in written language to
produce coherent and cohesive texts.
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Appendix B

Functions, Discourse Markers, Topics, Vocabulary Range, Grammar and their
Exponents, and Micro-skills for Level Al

Functions

Exponents

Greetings and leave taking

Asking how people are

Saying sorry

Asking for and giving personal information
Understanding and using numbers in prices and
telephone numbers

Writing a greeting card

Answering the phone

Asking and answering simple questions
Understanding simple instructions

Greetings and leave taking

-Hello/Good morning/Good afternoon/ Good
evening.

-Fine. Thanks/Thank you.

-Bye/Good bye.

Asking how people are
-How are you?

Saying sorry
-Sorry.
-Excuse me.

Asking for and giving personal information
-What’s your name?

-How old are you?

-What’s your address?

-My name is Jane.

-lam a girl.

-lam seven years old.

-l live in Bangkok.

Understanding and using numbers in prices and
telephone numbers
It’s five baht.

-My telephone number is 02-22337ss.

Writing a greeting card
-Happy birthday.

Answering the phone
-Jim speaking
-Mum is not home.

Asking and answering simple questions
-Have you got a cat?

Yes, (I have).

-Isyour mum at home?

No, she isn’t.

-Do you want some milk?

Yes, please.

Understanding simple instructions
-Draw a monkey.

-Listen to the story.
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Functions

Exponents

-Look at the picture.
-Read the story.

-Write a word on the line.
-Write yes or no.

Discourse Markers

Exponents

Coordinating conjunction to join words and
phrases: “and” or “then”

Coordinating conjunction to join words and

phrases: “and” or “then”
-l'like to run and jump.

-l like ice cream and cake.

-1 go to school. Then I play with my friends.

Topics

Subtopics/Examples

Body

Family

Food

Animals

School

Colors

Home

Numbers
Everyday signs
Time, days, and dates
Everyday activities

Body: head, shoulder, etc.

Family: brothers, sisters, parents, etc.
Food: milk, ice cream, etc.

Animals: dogs, a monkey, etc.

School: a teacher,
homework, etc.

games atschool,

Colors: green, yellow, white, etc.

Home: living room, pet, puppy,
bedroom, etc.

Numbers: five, seven, etc.

lectures,

Everyday signs:no parking; no smoking; keep

left, etc.

Time, days, and dates: 10 0’clock,
Monday, January s, etc.

Everyday activities: playing in the garden, riding
a bicycle in the park, going to the beach, watching

TV, playing games, etc.
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Grammars

Exponents

Present simple

Present continuous

Prepositions of place: behind, between, in, in
front of, next to, on, under

Preposition of time: in (the morning/the
afternoon/the evening), at (night)
Personal pronouns

Demonstratives: this/that/these/those
Possessive adjectives

Common adjectives

Simple questions and responses

Simple instructions

Present simple
-She is a teacher.

-1 am seven years old.
-1 like chicken.
Present continuous
-The boy is running.
-He is standing.

Prepositions of place: behind, between, in, in
front of, next to, on, under
-The monkey is in the room.

-The cat is on the table.
-He sits on the beach.

Preposition of time: in (the morning/the
afternoon/the evening), at (night)
-1 go to school in the morning.

-1 go home in the evening.
-1 sleep at night.

Personal pronouns
-Where is he/she/it?

-Where are you/we/they?
-Where am I?

Demonstratives: this/that/these/those
-What’s this/that?

-(This/That is) my house.
-These flowers are white.

Possessive adjectives
-That is my book.

-This is her cat.

Common adjectives
-The book is red.

-She is happy.
-He is big.

Simple questions and answers
-Are you happy?

Yes, (I am).

-What color is it?
(It is) blue.

-Do you like cake?
No, (I don’t.)

-How old is he?
(He’s) two years old.
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Grammars

Exponents

-Where do you live?
(I live) in Bangkok.

Simple instructions
-Draw a cat.

-Listen to me.

-Look at the picture.

-Read the story.

-Write a word next to the number.
-Write yes or no.

Vocabulary Range

Exponents

Body

Family

Food

Animals

School

Colors

Home

Clothes

Familiar places
Days of the week
Months of the year
Time and dates
Numbers and prices
Everyday activities

Body: arm, eye, ear, face, foot, hand, head, hair,
leg, mouth, nose, shoulder, stomach, etc.

Family: baby, brother, boy, girl, father (dad,
daddy), grandmother, grandfather, mother (mum,
mummy, mom, mommy), sister, etc.

Food: apple, banana, bread, breakfast, cake,
chicken, dinner, egg, fish, fruit, ice cream, lunch,
mango, milk, orange, rice, water, sandwich, soup,
etc.

Animals: ant, bat, bird, cat, chicken, cow, dog,
duck, elephant, horse, lion, monkey, mouse, pig,
rabbit, tiger, etc.

School: bag, board, book, classroom, desk, eraser
(rubber), friend, pen, pencil, ruler, teacher, etc.

Colors: black, blue, brown, gray (grey), green,
orange, red, white, yellow, etc.

Home: bath, bathroom, bed, bedroom, chair,
clock, door, garden, house, kitchen, room, table,
television, tree, wall, window, etc.

Clothes: bag, dress, hat, shirt, shoe, skirt, sock, t-
shirt, etc.

Familiar places: beach, farm, garden, house,
mountain, park, school, sea, shop, zoo, etc.

Days of the week: Monday, Tuesday, Wednesday,
Thursday, Friday, Saturday, Sunday

Months of the year: January, February, March,
April, May, June, July, August, September,
October, November, December
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Vocabulary Range Exponents

Time and dates: afternoon, evening, midnight,
morning, night, ¢ o’clock, January 1, etc.

Numbers and prices: 1-100, ten baht, etc.

Everyday activities: buy, color, cry, dance, drink,
eat, go, go shopping, have, have a picnic, have a
shower, have breakfast, have dinner, have lunch,
jump, look, paint, play, ride a bicycle, run, say,
see, sleep, sing, sit, swim, stand, throw, walk,
write, etc.

Micro-skills

Listening

Recognize very familiar vocabulary and basic expressions concerning myself, my family
and immediate concrete surroundings.

Understand very simple, isolated words and short simple sentences about familiar topics
only when people speak very clearly and very slowly with some repetition and
rephrasing.

Understand the days of the week and months of the year.

Understand times and dates.

Understand numbers and prices.

Understand basic greetings and leave taking.

Understand simple personal questions when people speak very slowly and clearly.
Understand basic instructions only when accompanied by gestures in familiar situations.

Recognize flight numbers in short, clear and simple messages at international airports.

Speaking Respond to very simple expressions of communication delivered very clearly and slowly
with some repetition and rephrasing on a predictable topic.
Respond to very simple direct questions about personal details using isolated words or
short phrases if the other person speaks very slowly and clearly.
Respond to very short, basic and clear instructions.
Understand and repeat very simple phrases.
Use basic greeting and leave taking expressions.
Ask how people are.
Ask for information about familiar concrete objects using very basic questions using
isolated words and phrases.
Answer short basic questions which are delivered clearly and slowly using some simple
isolated words and phrases.
Produce short simple answers responding to short simple questions based on pictures
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telling ashort story.
Use simple numbers in prices or telephone numbers in everyday conversations.

Use simple phrases to buy things in shops where pointing or other gestures can support
what is said.

Give my name when answering the phone.
Answer very short basic telephone expressions as well as very simple questions.

Give basic personal information about myself in short, simple words, phrases or basic
sentences.

Describe myself and my family using short simple words, phrases or sentences.
Name some simple words or very isolated phrases of very familiar objects.

Describe where | live.

Reading

Recognize the letters of the English alphabet.

Identify and understand short basic words, phrases and simple sentences about familiar
objects and topics accompanied by pictures.

Understand words and phrases on everyday signs.
Understand very basic and familiar information in simple forms about personal details.

Understand very simple familiar notices and instructions only when they are supported
by pictures.

Understand very short simple words and basic phrases conveying basic routine messages
such as greeting cards.

Writing

Write the letters of the English alphabet.
Spell my names and some short simple words.
Recognize and copy simple words, phrases and short sentences from materials.

Write very short simple phrases about myself and my family.
Complete basic forms and write notes including times, dates, and places.

Write one-word answers as a response to reading very short sentences.

Write short simple words and phrases in a greeting card.
Write notes including times, dates, and places.

Complete basic forms with the most important information about myself and write the
most basic personal information about myself.
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Appendix C: FRELE-TH Word Family List

FRELE-TH Vocabulary Range

Level Al

Can use a very basic range of frequently-used words, short phrases and
expressions on everyday topics to communicate and describe personal
information, family, colors, simple numbers, simple objects, and routine

activities.

Has very basic and limited isolated words and short phrases concerning concrete

everyday situations.

Level Al+

Can use very basic phrases and groups of ready-made expressions to

communicate and describe personal information, routine activities, requests, etc.

Has very limited vocabulary to communicate in routine situations

Level A2

Has adequate vocabulary to communicate in survival situations on familiar topics

Level A2+

Has adequate vocabulary to communicate in routine, everyday situations on
familiar topics

Level B1

Has enough language to get by, with sufficient vocabulary to express
himself/herself with some hesitation and circumlocutions on topics such as
family, hobbies and interest, work, travel, and current events, but lexical

limitations cause repetition and even difficulty with formulation at times.

Level B1+

Have a sufficient range of language to be able to give clear descriptions, express
viewpoints and develop arguments without much conspicuous searching for

words, using some complex sentence forms to do so.

Level B2

Have a sufficient range of vocabulary to vary formulation and avoid repetition
when expressing himself/herself on matters connected to his/her field and on

most general topics

Level B2+

Can express himself/herself clearly and without much sign of having to restrict

what he or she wants to say.

Level C1

Has a good command of a broad lexical repertoire allowing gaps to be readily
overcome with circumlocutions; little obvious searching for expressions or

avoidance strategies. Good command of idiomatic expressions and colloquialisms.

Level C2

Has a remarkably good command of a very broad lexical repertoire including
idiomatic expressions and colloquialisms; shows awareness of different levels of

meaning.
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Word Family

Al

Al+

A2

A2+

Bl

Bl+

B2

B2+

C1

Cc2

Angel angel nC angel nC angelic adj
heavenly creature good person
anger/angry angry adj anger nU anger vT angrily adv
Angle rectangle nC angular adj angle nC
triangle nC rectangular adj approach
triangular adj
Angler angler nC
Anguish anguish
nu

Animal animal animal adj

nC
anate/animat animate adj  |animation nCU| animate
ion

adj
Ankle ankle nc
Anniversary anniversary nC
Announce announce announcement nC | announcer nC
vT
Annoy annoy v annoyed adj annoya
annoying adj nce
nCcu
Annual annual adj annually adv
anonymous anonymous anonymously |anomymity
adj adv nU

Another another another another

det, det, det, pron

pron prona in

one similar, addition

more different

one

Answer answer answer answerph answering

vIT nCU one nC adj

reply, see also

respond @phone!

Ant

ant nC
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Language Performance of Bilingual Learners:
A Focus on Interactions

Ruja Pholsward

Faculty of Education, Rangsit University

Abstract

Interactions are vitally important in making conversation possible and
serve as a platform for a speaker to use language forms and functions for
communication. This paper reports interactions in language performance of
bilingual learners at the levels of Primary 6 (P 6) and Secondary 3 (S 3)at Satit
Bilingual School of Rangsit University. The purpose was to find out the
extent to which learners at these levels were able to use their interactions in
carrying on conversation when communicating their ideas about themselves
and their school life.

The subjects were 52 bilingual learners: 34 Primary 6 students and 18
Secondary 3 students. All subjects were individually interviewed by two
bilingual researchers of Thai and English—one Thai and one American. A set
of ten questions was used in a 15-minute interview in English to secure from
each subject interactions in oral discourse. Interactions were assessed via
communication skills at five levels shown in conversational turns regarding
appropriateness of verbal or nonverbal interactions: Level 1 [Fully
appropriate], Level 2 [Functionally appropriate], Level 3 [Moderately
appropriate], Level 4 [Sufficiently appropriate], and Level 5 [Marginally
appropriate]. Interactions data were gathered by two bilingual researchers of
Thai and English for verbal and nonverbal interactions shown in the subjects’
conversational turns with the interviewers.

The results revealed that the P 6 and S 3 subjects at Level 1 showed
fully appropriate verbal and non-verbal interactions to keep the conversation
continued naturally. The P 6 and S 3 subjects at the other levels—Levels 2-
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5-showed relatively less appropriate interactions in variation. The lowest end
of interactions is broken English or responses in one or two words.
Inappropriateness in the use of L1 devices in conversation and voice control

was also apparent in those less proficient subjects’ spontaneous speech data.

Keywords: language performance, interactions, conversational turns,
language appropriateness, oral discourse, bilingual learners
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Rationale of the Study

The significance of English communication skills has been emphasized
in the core curriculum of Thailand’s Basic Education since 2009. The goal of
The Ministry of Education has prompted quite a large number of Thai schools
to teach major subjects strands in English; these four subjects are
mathematics, science, social studies and English. Some schools have opted for
dual instruction of Thai and English in mathematics and science, while quite a
few schools have chosen a bilingual program with partial or full immersion.

It should be noted that language performance can be acquired naturally
by learners via a full immersion. In such a context, staffing English native-
speaking (NS) teachers could pose a problem to bilingual schools in terms of
recruitment and payment. Qualified NS teachers are to ensure model language
inputs to be acquired by learners via the process of interactions both in and
outside the classroom. Native inputs naturally helps learners acquire lexis
(words), syntax (sentence structures) and discourse (conversational turns),
interactions and communication strategies in their communication.

It is vitally important to study interactions in language performance to
enable speakers to communicate orally. Through interactions, the speakers can
have ample opportunities to use words, structures and expressions or idioms in
their conversational turns which constitute an oral discourse. An awareness of
the importance of interactions will help language practitioners design language
activities in support of interactions so that desirable language forms and
functions can be used in communication tasks as intended. Interactions can
serve as a tool for bilingual learners to develop their proficiency at a higher
level or remedy flawed interactions as needed.

In this paper, the researcher examined interactions as shown in
conversational turns in oral discourse. Interactions serve as verbal and
nonverbal devices to keep conversation to continue until the intended meaning
from the speaker is achieved or successfully conveyed. Appropriateness of verbal
and nonverbal interactions helps determine success of each conversation. In this
regard, the researcher looked at interactions in conversational turns in oral
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discourse that were assessed at five communication levels: Fully appropriate
[Level 1], Functionally appropriate [Level 2], Moderately appropriate [Level 3],
Sufficiently appropriate [Level 4], and Marginally appropriate [Level 5].

Background of the Study

The background of this study deals with English language education in
Thailand, a brief profile of Satit Bilingual School of Rangsit University (SBS)
and literature review on local and international research as pertinent to the
study.

English language education in Thailand

English communication skills have always been a concern for the
Office of National Education Commission in its policy on Thailand Education
Reform over the past decade. The goal is on learners’ competence in the
mother tongue as well as English which is a language of wider communication
in business, science and technology (Office of National Education
Commission, 2009, 2011). As a result, quite a few schools have accepted
English Programs known as Eps and developed their own school-based
bilingual curriculum (Ourairat, 2011). The main purpose is to support Thai
students to become competent in English communication skills in response to
the far-from-satisfactory O-Net scores in English on the national test. In 2011,
2013, and 2015, the O-Net English scores of Primary 6 were 38.37 (SD
17.77), 33.82 (SD 15.20), and 40.31 (SD 18.76), respectively. It should be
noted that the O-Net Scores of Secondary 3 in 2011, 2013, and 2015 did not
show improvement: 30.09 (SD 10.79), 30.49 (SD 10.79), 30.62 (SD 11.92),
respectively (Office of National Assessment, 2011-2015).

There has been evidence of relevancy and success of bilingual school
operations in enhancing English language performance of students who have
gone through the language acquisition process for a number of years
(Pholsward, 2006a, 2006b, 2014). Language assessment was an issue in quite
a few local studies (Sukket, 2007, Panti 2007, Kittitherawat, 2008). It is
important for language practitioners to assess language mastery of students
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after a period of three years’ language exposure, especially at specific levels:
Primary 3/6 and Secondary 3/6 (Pholsward, 2014). This is to ensure that
students’ language performance be at the target level of functional
competency and to enable the school to remedy language limitations of those
learners identified as in need of remedial language practices.

A profile of Satit Bilingual School of Rangsit University

Satit Bilingual School of Rangsit University (SBS) is a co-ed school of
Kindergarten 1- Grade 12, with an enrolment of over 900 students. One of its
academic policies is on educational research in bilingual education. The
purpose is to investigate the extent to which learners can attain target English
language skills, academic achievements in mathematics, and bilingual-
bicultural mastery in the target time frame of approximately three years after
English language exposure.

In conducting research in bilingual education, the Faculty of Education
Rangsit University has assisted SBS in five projects: (1) Language acquisition
of Kindergarten students in 2006, (2) English Language Proficiency of
Secondary 3 students in 2006, (3) Assessment of Analytical Thinking Skills
via problem-solving tasks in mathematics in 2006-2007, (4) A Study of Thai
Writing Skills of Primary 1- Secondary 3 Students in 2008-2010, followed by
(5) Teaching Methods Used by Social Studies Teachers in 2011 and (6)
Assessment of English Communication skills of Primary 6 and Secondary 3
Students (Pholsward 2006a, 2006b, 2007, 2008, 2009; Pholsward et al. 2010,
2011; Pholsward, 2014). The results of these studies are for SBS to understand
the nature of bilingual education practices and learning achievements to be
disseminated to staff members for pedagogic implications as well as to parents
for good wunderstanding of their children’s academic and language

developments.
Literature Review

The study reports selected literature as background of the study in five
areas: (1) Communication skills and ICT literacy, (2) Bilingual education, (3)
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Language acquisition, and (4) Language performance assessment and (5)
major aspects of communicative competence.

Communication skills and ICT literacy

The Ministry of Education Thailand and Office of National Education
Commission put emphasis on Information Communication Technology (ICT)
and English communication skills to acquire new knowledge via information
search and transfer in support of lifelong learning (Ministry of Education
2008, Office of National Education Commission 2009, 2011). All schools at
the primary and secondary levels in Thailand have attentively followed the
guideline of the Ministry of Education in integrating ICT and English
communication skills into their school-based curriculum.

Bilingual education

The Ministry of Education Thailand has developed the English
Program policy for communication-based education since 2009. A good
number of schools have responded with development of English programs
(EP) or bilingual programs with partial or full immersion. There has been
concern over the quality of educational practices in these schools as monitored
by the Office of Educational Quality Assurance. The issue on language
proportion of Thai and English in bilingual programs has emerged as a matter
of preference. Some schools alternate instruction in Thai and English in
science and mathematics while others turn to full immersion. One example of
full immersion is Satit Bilingual School of Rangsit University; the school has
adopted the core curriculum of the Thai Ministry of Education and modified it
with major components of international curricula [Ourairat 2011]. In addition
to the issues on curriculum development and implementation, quite a few
earlier researchers studied culture in language use for natural performance of
learners (Levine & Adelman 1993, Ziesing 2001, Tan, 2006).

Language acquisition

Language acquisition is an area that attracts a large number of
researchers to explore its various aspects. There have been many studies in
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second language acquisition especially in the theoretical aspects and practices
of second language acquisition (Babrakzai, 2006; Pholsward, 2006a, Ellis,
2008; Schwartz, 2013; Booth, 2014), followed by the use of language
activities and model instruction to support development of speaking skills
(Sangamuang, 2002; Boonsue, 2003; Boonsompan, 2008). Other important
issues in second language acquisition include the age factor (Fougere, 2011),
students’ achievements and second language acquisition proficiency (Huda
1998; Dean, 2006), vocabulary acquisition (Sukket, 2007; Asbeck, 2008; Ellis,
2008; Gross et al. 2014), to name but a few.

Language performance assessment

Language performance assessment is of prime importance to bilingual
Schools to identify levels of language mastery after a specific period of
language exposure or immersion. There have been some studies dealing with
the use of language activities to develop and assess vocabulary knowledge and
speaking ability (Wrenshall, 2005; Pholsward, 2006b; Sukket, 2007; Panti,
2007; Kittitherawat, 2008). Other researchers worked on assessment of
knowledge and skills (Roberts, 2008), students’ language achievements
(Evans, 2009), language performance with the approach of second language
acquisition (Yanyan, 2009), communication strategies for educational
assessment (Chamberlain, 2013) to name but a few. Selected literature reveals
a good number of researchers who have found assessment a challenge in
finding ways to assess learners’ language performance authentically and

effectively.
Communicative competence and language interactions
International Literature

To understand the importance of language interactions, we need to get
into the area of strategic competence as part of communicative competence.
Strategic competence has its long history dated back to 1980 with the work of
Canale and Swain on theoretical bases of communicative approaches to
second language teaching and testing. Both researchers explained strategic
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competence as “mastery of verbal and non-verbal communication strategies
that can be called into action to compensate for breakdowns in communication
due to performance variables or to insufficient competence” (Canale & Swain,
1980:30).  Strategic competence is viewed as part of ‘communicative
competence’ in addition to ‘linguistic competence’ put forward by Chomsky
in the 1960s; these two types make a complete picture of competence required
of language learners for proficiency or mastery.

Other researchers after Canale and Swain have elaborated
communicative competence into a commonly known term ‘communication
strategies’. Tarone (1980) asserted that ‘communication strategies’ include all
attempts at meaning-negotiation. Faerch and Kasper (1984) further
exemplified ‘communication strategies’ as cases in which a speaker attempts
to overcome difficulties due to a lack of linguistic resources. In a year earlier,
both researchers classified communication strategies as anticipation, directed
attention, clarification, cooperation, management of emotions, code-switching,
mime, imitation, and asking for assistance. Of these nine strategy-categories,
anticipation, directed attention, and clarification are treated as part of the
monitoring process; cooperation, and management of emotions as socio-
affective strategies; code-switching as interlingual strategies; and mime,
imitation, asking for assistance as non-linguistic strategies (Faerch &Kasper,
1983). Cook (1993) emphasized that a speaker will turn to communication
strategies when encountered language limitations in a communication context.
All these communication strategies evolve out of interactions between the
speaker and conversational partner.

Littlemore and Low (2006) explained two types of approaches to
strategic competence as the psycholinguistic approach in which a speaker is
able to use strategies to keep conversation going, and the interactional
approach in which two speakers or interlocutors are able to negotiate for their
intended meaning. The researchers also put these two approaches under
metaphoric competence which refers to a speaker’s knowledge and ability to
use metaphors; for example, mouth of a river, the eye of a needle, the head of
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the company. Metaphoric competence determines other dimensions of the
competence domain—>be it grammatical, contextual, illocutionary, sociolinguistic,
or strategic.

Other researcher-practitioners gave importance to language interactions in
training or teaching specific communication strategies. Wenden (1986)
examined language learners being assisted to think about their learning or
communication strategies. Alibakhshi and Padiz, (2011) claimed the lasting
effect of explicit teaching of some of communicative strategies on language
performance of Iranian language learners of English. Tian (2011) studied and
reported interactions of second language learners at the university level in
communication strategy training. It should be noted that such training was not
supported by some researchers; for example, Bialystok (1990) and Lam (2005)
who argued that communication strategies are part of cognitive processes in
selecting strategies, thus unlikely to be teachable.

In 2014, three more researchers studied interactions as a platform to
develop communicative strategies. Burch (2014) explored interactional
perspective of communication strategies by focusing on L2 users’ competence
and communicative success, not their limitations. It is noted that learners’
concern in making interactions possible is normally done by planning and
compensation. The researcher asserted that communication strategies “need
not be viewed in terms of speakers’ linguistic deficiencies, but in terms of
their ability to work through interactional ability and make themselves
understood.” (Burch, 2014: 675). The other two researchers Yarahmadzehi
and Samani (2014) reported most frequently used strategies in oral
performance of 15 Iranian EFL learners at the pre-intermedia. The reported
strategies reflected devices used in interactions like fillers [uh, emm..],
hesitation devices, code switching, appeal for help, and self-repetition. The
least frequently used strategies included word coinage (Cook, 2001),
foreignzing (Brown, 2000), and comprehension check before moving on in the
conversation.
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Other developments in ‘communicative strategies’ or ‘communicative
competence’ are various. Liu (2004) and Nisbet et al. (2005) reported that
more proficient language learners used a wider range of language learning
strategies. Le Pichon et al (2010) studied impact of the context of learning a
language on the strategic competence of 101 children (mean age = 6.7 years
with SD = 1.9; females 47%). They found language learning experience
children used more and various strategies than those without language
learning experience. Talebi (2015) investigated linguistic and/ or strategic
competence used by university students; the researcher claimed that
proficiency and reading strategies determine successful reading performance.

One more issue on the far end of development in communicative
competence rests upon ‘global competence’ in the work of Semaan and
Yamazaki (2015). The term “global competence” was initiated by Hunter,
White, and Godbey in 2006. To them, ‘global competence’ includes
knowledge of cultural differences and ability of a speaker to use both
linguistic and cultural skills to communicate effectively. Semaan and
Yamazaki (2015) empirically studied relationship between ‘global
competence’ and language learning motivation in critical language
classrooms. They found a positive relationship between the two variables
under study.

Local literature

Local literature in the area ‘communicative strategies’ or ‘strategic
competence’ reveals interest in various issues. Chanawong (2010) studied
communication strategies used by 38 university students as interlingual (literal
translation, and code-switching) and intralingual (self-repair, circumlocution,
approximation, appeal for assistance). Kongsuriya et al (2012) examined
strategic competence in communication used by eight wives of foreigners by
in-depth unstructured interviews, observations, and field notes. They identified
13 strategic competence categories: using dictionary, attending classes,
telephoning, self-directed learning, using questions and memorization, repetition
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and imitation, mime and gestures, note-taking, risk-taking, subconscious
listening, chatting online, writing, and drawing.

As for learning strategies, Athonthurasuk (2014) studied learning
strategies used by 135 Japanese-major university students; six strategies were
identified as memory strategies, cognitive strategies, communication
strategies, metacognitive strategies, affective strategies, and social strategies.
The researcher noted that ‘communication strategies’ were most frequently
used, followed by ‘metacognitive strategies’. Kaikaew and Lornklang (2015)
studied task-based writing performed by grade ten learners. The researchers
suggested that Thai cultural contents could help students built schema,
understand the process of writing and develop strategies in

Focus on interactions

As seen in the macro perspective of communicative competence,
interactions represent an important domain of verbal and nonverbal strategies.
It is generally known that language learners need all dimensions of
communicative competence to attain their language mastery. In this study, the
researcher focused on the language environment that supports the use of
‘communicative competence’ and strategic competence to acquire needed
language skills. Interactions will reveal how the speaker can compensate for
breakdowns in communication due to language limitations. It is interesting to
see how young bilingual learners after three years of language exposure use
verbal and non-verbal strategies in interactions.

Research Objectives

The study used Satit Bilingual School of Rangsit University as a case to
investigate interactions in oral discourse regarding appropriateness of verbal
and nonverbal strategies in conversational turns performed by bilingual
students at the levels of Primary 6 and Secondary 3.

The study had two objectives:
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1. To examine the extent to which Primary 6 and Secondary 3 bilingual
learners use appropriate interactions in oral discourse about themselves and
school life

2. To identify characteristics of verbal and nonverbal strategies used in
interactions in oral discourse about themselves and school life

It was expected that the obtained data on interactions can shed light on
what to be done to improve verbal and nonverbal strategies in oral discourse.
Such improvement can help learners to communicate effectively and in turn
increase their language proficiency. It is also possible for language practitioners
or trainers to explicate appropriate and inappropriate interactions for language
learners to use for effective communication.

Research Methodology

This section describes the subjects and the research instruments used in
the study.

Subjects

The subjects were 52 bilingual students from Satit Bilingual School of
Rangsit University, participating in the study on a voluntary basis with
consent from their parents or guardians. The subjects were 34 in Primary 6
and 18 in Secondary 3. These subjects had at least three years of English
language exposure in the school context.

Research instruments

Two tools were constructed by the researcher and validated for content
relevancy by four language specialists to assess learners’ English communication

skills with specific criteria as follows:

Communication Skills Assessment

Instrument 1: A List of Guiding Questions for a 15-minute oral interview:
« Would you like to introduce yourself briefly?
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« How did you or your parents find about the school?

« What is the best part of the school you enjoy most?

* What is the part of the school you would like to suggest improvement?
* What are your favorite subjects?

» What are interesting school activities?

« What do you think about your teachers?

« What do you think about your friends/ your good friends?

« What is your plan for the future?

 Is there any question you would like to ask us?

Instrument 2: Assessment Criteria of English Communication Skills

Each subject was assigned to a fifteen-minute timeslot for an oral
interview with two interviewers--one bilingual Thai speaker and one native
speaker of English. Each interviewee’s language performance at the lexical,
syntactical, and discoursal, together with interactions, strategic competence
were holistically evaluated by two interviewers on a five-point scale from 1
(high) to 5 (low) with the following meanings: 1 = Proficient, 2 = Highly
functional, 3 =Functional, 4 = Sufficient, and 5 = Marginal. In addition, two
observer-researchers--two bilingual Thai speakers--were present at the
interviews to observe interactions and collect spontaneous speech data in five
areas: (1) lexis, (2) syntax, (3) discourse, (4) interactions, and (5) strategic
competence.

Specifications of Criteria
Lexical Use
Level 1 Full control of the use of vocabulary
Level 2 Functional control of the use of vocabulary
Level 3 Moderate control of the use of vocabulary
Level 4 Sufficient control of the use of vocabulary
Level 5 Marginal control of the use of vocabulary
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Syntactical Use

Level 1
Level 2
Level 3
Level 4
Level 5

Full control of the use of structures
Functional control of the use of structures
Moderate control of the use of structures
Sufficient control of the use of structures
Marginal control of the use of structures

Discoursal Use

Level 1

Level 2

Level 3

Level 4

Level 5

Full control of the use of oral discourse (relevance and
appropriateness of conversational turns)
Functional control of the use of oral discourse (relevance and
appropriateness of conversational turns)
Moderate control of the use of oral discourse (relevance and
appropriateness of conversational turns)
Sufficient control of the use of oral discourse (relevance and
appropriateness of conversational turns)
Marginal control of the use of oral discourse (relevance and
appropriateness of conversational turns)

Interactions

Level 1
Level 2
Level 3
Level 4
Level 5

Fully appropriate verbal and nonverbal interactions
Functionally appropriate verbal and nonverbal interactions
Moderately appropriate verbal and nonverbal interactions
Sufficiently appropriate verbal and nonverbal interactions
Marginally appropriate verbal and nonverbal interactions

Strategic competence

Level 1
Level 2
Level 3
Level 4
Level 5

Fully competent in the use of verbal and nonverbal strategies
Functionally competent in the use of verbal and nonverbal strategies
Moderately competent in the use of verbal and nonverbal strategies
Sufficiently competent in the use of verbal and nonverbal strategies
Marginally competent in the use of verbal and nonverbal strategies

All these criteria were to guide bilingual interviewers to assess

holistically English communication skills of the subjects by taking into
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consideration classified language features as well as verbal/ non-verbal
interactions/ strategies. In this paper, the researcher reported only data on
interactions by communication skill levels as described above.

Data Collection

Data Collection by oral interview of 52 subjects was completed in
August 2013. Each oral interview took fifteen minutes and communication
skill levels were holistically evaluated by one bilingual Thai speaker and one
native speaker of English. Each interviewee’s language performance was
classified into lexis, syntax, and discourse, together with interactions and
strategic competence. These features were put on a five-point scale from 1
(high) to 5 (low) with the following meanings: 1 = Proficient, 2 = Highly
functional, 3 =Functional, 4 = Sufficient, and 5 = Marginal. Two more
bilingual observer-researchers also evaluated the subjects’ communication
skills and collected data on interactions and strategic competence. It should be
noted that evaluation among four evaluators appeared consistent.

All oral interviews were recorded with consent of the subjects and
transcribed later by a research assistant. Transcribed data were meant to
countercheck accuracy of spontaneous speech products collected by two
observer-researchers.

Data Analysis

The obtained data were analyzed in frequency to establish
communication skills at five levels: 1 = Proficient, 2 = Highly functional, 3
=Functional, 4 = Sufficient, and 5 = Marginal. All language features in the
lexical domain were analyzed in frequency and listed alphabetically. Those in
the domains of syntax and discourse were analyzed in occurrence at specific
communication skills with typical examples for illustration. The other two
domains—interactions and strategic competence--were analyzed in terms of
patterns of occurrence and their typical examples.
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In this paper, only communication skill levels and interactions in oral
discourse regarding appropriateness or inappropriateness of verbal and
nonverbal strategies are reported as the results of the study.

Results of the Study

This section reports the subjects’ communication skill levels and
interactions by level.
8.1 Communication Skill Levels
Communication skill levels of Primary 6 and Secondary 3 are
reported in tables 1-2 as shown below.

Table 1: Communication Skill Levels of Primary 6 Students (N=34)

Level 1: Proficient= 4 of 34 (11.77%)

Level 2: Highly functional= 16 of 34 (47.06%)

Level 3: Functional= 11 of 34 (29.41)

Level 4: Sufficient= 3 of 34 (8.82)

Level 5: Marginal= 1 of 34 (2.94)

Table 2: Communication Skill Levels of Secondary 3 Students (N=18)

Level 1: Proficient= 9 of 18 (50.00%)

Level 2: Highly functional= 8 of 18 (44.44%)

Level 3: Functional= 1 of 18 (5.56)

Level 4: Sufficient= NIL

Level 5: Marginal= NIL

As seen in Tables 1 and 2, the Primary 6 subjects were dominantly at
level 2 of communication skills, whereas the Secondary 3 subjects were
dominant at levels 1 and 2 of communication skills.
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Interactions

Interactions in fact are part of oral discourse in that they reveal how
speeches of the speaker’s and the speech flow in interaction emerge in
conversational turns. Interactions can be examined in terms of verbal and
non-verbal devices that support speech flows between two conversational
partners—each party taking turn to be the speaker and the hearer or
respondent.

From the obtained data detected from oral discourse, the P 6 and S 3
subjects at Level 1 showed fully appropriate verbal and non-verbal

29 €6

interactions. The subjects used “ya,” “yeah” and expressions in response to
the interviewer to keep the conversation continued naturally. The P 6 and S 3
subjects at the other levels—Level 2 [Functionally appropriate], Level 3
[Moderately appropriate], Level 4 [Sufficiently appropriate], Level 5
[Marginally appropriate]—interacted with the two interviewers with relatively
less appropriate in varied interactions. The lowest end of verbal variation is

broken English or responses in one or two words.

One type of verbal interactions that reflects cultural inappropriateness
should deserve attention regarding language development. One subject when
prompted with Question 10 [Is there any question you would like to ask us?]
asked “How old are you?” Such a response first shows less relevancy in
conversational turn; it in fact reveals a cultural impact on the speech product
in that Thai culture allows a speaker to ask personal information whereas
English does not particularly in the first social encounter.

It was observed that non-verbal interactions took the form of voice
control as soft and mumbling—somewhat difficult to hear or guess the
meaning. Such soft voice or mumbling usually prompted the interviewer to
repeat a guessed word with YES or NO from the interviewed subject. Those at
less appropriate levels also uttered hesitant speech in responding to the

interviewers’ questions.
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Elected examples of verbal and non-verbal interactions of P 6 and S 3
are shown in Tables 3 and 4.

Table 3: Interactions of Primary 6 Students at Five Levels of Communication
Skills

P 6 Interactions Communication Skill Level 1

VERBAL:
use “yeah” ‘6ya”/
NON-VERBAL:

[okay—nodding]
[waving hand].. see you later

P 6 Interactions Communication Skill Level 2

VERBAL.:

I want to ask about the fashion designer learning ... is it hard? [PROMPTING
RESPONSE]

NON-VERBAL.:

...like when we use medicine for vitamin C /vi-ta-min/../ [soft voice] [THAI
PRONUNCIATION]

P 6 Interactions Communication Skill Level 3

OBSERVED: Rather brief answers in one or two words without elaboration.
The interviewer had to interpret for full meaning.

VERBAL.:
Thai.. / [ONE WORD--should have more elaboration]
[use full YES, not “ya” or “yeah”/

Want to be a doctor ...it will make you feel a good people in Thailand have a good
doctor like this .... [use running speech products]

Design ../ building../ [tend to have word or two-word answers]/ yes.. [laugh] / ..
Thammasat [when asked about the university she may want to go to] [NOTE: The
interviewer had to interpret for full meaning, like a career as a designer]

NON-VERBAL:
[soft voice]
[soft voice] [the interviewer asked ..] .. food/ [one word answer—no elaboration]

[English] Teacher [English name].. [student tends to swirl his chair left and right ..]
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Music .../ I like to play guitar.../ Pop .../ [when answering often followed by a slight
trace of laugh]/ guitar [with Thai pronunciation—flat one]

No [swiping face meaning No]
Moving face from left to right—signaling NO

I like to play guitar.../ Pop .../ [when answering, often followed by a slight trace of
laugh]/

P 6 Interactions Communication Skill Level 4
VERBAL:
[no favorite teacher] Teacher [English name]... tall... [broken English]

Showing BROKEN ENGLISH as communication goes on/ answering with single
word mainly/ no phrase used

NON-VERBAL.:

[Spoke softly ]

everybody like to study .../ [soft voice]

[soft voice] [asked about holiday] No .../

[mumbling with soft voice/ incomprehensible]
Nickname [nickname given] ../ [sitting hunching a bit]../
[swiping face as NO] [non-verbal]

Not good [at math]/ [using a lot of hand gestures when communicating]

P 6 Interactions Communication Skill Level 5

P 6 interactions at level 5 were back to basic: Simplification only [not able to collect
speech data] [asked different parts of the body] [go to the wall and point the level of
height of Teacher (name)]. The subject appeared to understand but still was not able
to produce the language. Such reaction was typical of early language acquisition:
listening precedes language production in speaking.

VERBAL.: No speech data
NON-VERBAL.:

[scratching head and forehead] [first year at Satit] [hunching over, followed by
scratching head and forehead]

112 PASAA PARITAT JOURNAL volume 33(2018)




Table 4: Interactions of Secondary 3 Students at Five Levels of Communication
Skills

S 3 Interactions Communication Skill Level 1

VERBAL.:

Buildings a little bit old ... yah...

NON-VERBAL.:

Eye contact, responsive facial expression, nodding, hand gestures

S 3 Interactions Communication Skill Level 2

VERBAL.:

Question 10: Is there any question would you like to ask us?

Response: How old are you [asked the interviewer]; How many years do you work at
the ... [school—this word is not recorded at the time of data collection]?
[QUESTION CONTENT--CULTURALLY INAPPROPRIATE]

NON-VERBAL.:

Eye contact, responsive facial expression, nodding, hand gestures

More activities..... cooking club [CULTURAL: very Thai in behavior—smiling and
laughing in a Thai way] [asked the mother to be with her... showing lack of
confidence] ... hang out with friends ...

hesitant speech ....

S 3 Interactions Communication Skill Level 3

VERBAL:

/suay/ [THAI WORD for “beautiful”’] [CODE SWITCHING]
Teacher good. [BROKEN ENGLISH] [THAI STRUCTURE]
NON-VERBAL.: Silence [NO RESPONSE]

Discussion of Major Findings

Interactions in conversational turns are vitally important in improving
oral discourse or speaking performance. As seen in the results reported in
Tables 3 and 4, those subjects who were at communication skill level 1
handled interactions well both verbally and nonverbally. It should be noted
that the length of language exposure played an important role for learners in
acquiring the target features like verbal and nonverbal strategies in keeping
conversation alive for the intended meaning to be successfully conveyed to the
conversational partner (Burch, 2014; Pholswards, 2014). In this regard, quite a
few researchers suggested that the use of language activities and model
instruction should be used to support development of interactions in speaking.
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(Sangamuang 2002, Boonsue 2003, and Boonsompan 2008). As seen in this
study, data on interactions in conversational turns should deserve a close
examination regarding the subjects’ ability in handling verbal and nonverbal
strategies in communication.

It was found that those proficient subjects were able to use idiomatic

expressions in responding to the interviewers’ questions, like “nothing

I ENTS » o«

special,” “no idea,” “pretty fun,” ‘figure out hard about words,” “I’'m not
sure whether it is good or bad.” On the contrary, those who were less
proficient responded to the interviewers’ questions with language limitations.
As recorded in the interview data, the interviewers resorted to speech
simplification or prompting for YES or NO to continue conversation. With
such limitations, some subjects resorted to verbal responses like repeating
word(s) heard from the interviewer, code switching, fillers (uh, emm) or even
silence. The researcher noted that competence in handling interactions in
conversational turns can be refined through practices in speaking skills as
emphasized by earlier researchers like Huda (1998), Boonsue (2003),
Wrenhall (2005), Panti (2007), Kittitherawat (2008), and Yarahmadzehi and

Samani (2014), to name but a few.

Cultural appropriateness in verbal and nonverbal interactions has been
generally known to account for natural speech products. Continuous language
inputs can help learners to acquire such cultural features as idiomatic
expressions in conversational turns instead of using long sentences or full
sentence structures, and nonverbal features like eye contact, facial expression,
nodding, gestures, physical approximation and body language for comfortable
communication. Interactional opportunities provide learners with correct
perception of social and cultural appropriateness required in carrying on
conversation in a relevant and acceptable manner. Cultural relevancy was
emphasized in the work by Levine and Adelman (1993), Ziesing (2001), Tan
(2006), and Pholsward (2014).
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Conclusion and Pedagogic Implications of the Study

This paper reports only major findings on interactions in
conversational turns. As seen in the results of the study, those more proficient
subjects [levels 1 and 2] at the Primary 6 and Secondary 3 levels were able to
handle appropriate interactions competently. Those who were less proficient
[levels 3-5] showed limitations in their interactions both verbally and
nonverbally; they responded with limitations like code switching, the use of
one word or words, Thai structure, uncomfortable body language, and silence.
Their limited and flawed interactions point to specific verbal and nonverbal
features that should deserve attention from language practitioners or language
trainers in bilingual education or language education.

As for pedagogic implications of the study, the obtained and
exemplified data presented in the results and discussion sections can help
language practitioners plan for verbal and nonverbal features to be trained to
enhance or remedy interactions in learners as needed. It is important to assess
bilingual students’ communication skills in the area of interactions to ensure
acquisition of linguistically and culturally appropriate interactions for
complete language mastery. Language practitioners and curriculum
developers need to identify limitations in interactions as performed by their
learners as contents for an enhancement program to accelerate language
mastery or acquisition in weaker students. In addition, the instrument
constructed with specifications for interactions could also serve as a platform
for language interactions assessment as seen appropriate in particular language
education contexts.
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Appendices

Appendix A
Sum-up Points of Language Features in Communication Skills of P6 and S 3
Students

Lexis: Variety of words used to convey meanings with varied conceptual
complexity

A mix of Thai words in the data of less proficient subjects

Syntax: The use of three structures: Simple, Compound, Complex
The use of each structure determined by conceptual complexity of the
intended meanings conveyed by the subjects

Evidence of broken English in less proficient subjects
Evidence of transferred structure from the first language in less
proficient subjects

Discourse: Conversational turns appear natural in the data of proficient and
functional subjects

Conversational turns reflect irrelevancy and inappropriateness in less
proficient subjects

Interactions  Verbal and non-verbal interactions appear appropriate in the data of
proficient and functional subjects

Verbal and non-verbal interactions appear limited and inappropriate
in the data of less proficient subjects

Evidence of cultural impact from the first language on verbal and
non-verbal interactions in the data of less proficient subjects

Strategic Competence
Competency in the use of verbal and non-verbal strategies
in the data of proficient and functional subjects

Competency in the use of verbal and non-verbal strategies
limited or missing in the data of less proficient subjects
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Appendix B:

Interactions data of Primary 3 and Secondary 3: Examples of Communications Levels
land 3
Secondary 3 Interactions Communication Skill Level 1
Question 1: Would you like to introduce yourself briefly?

Interactions okay
Question 2: How did you or your parents find about the school?

Interactions okay
Question 3: What is the best part of the school you enjoy most?

Interactions okay

Question 4: What is the part of the school you would like to suggest improvement?
Respondent: Everything is okay .... Buildings a little bit old ... yah... experiments
[want more].. ; science class very old ..... the stuff we used in science class ....[rather
old ... same old thing]
Question 5: What are your favorite subjects?

Interactions okay
Question 6: What are interesting school activities?
Respondent: Nothing special ... Tlike to draw ... [by himself] .... [EXPRESSION]
Respondent: I don’t like science [sai-an] very much [THAI PRONUNCIATION]
Question 7: What do you think about your teachers?
Respondent: He’s been my homeroom teacher .... He care about teaching ... he
make sure that the students are learning ... he teach economics ..... [name].. likes this
teacher Teacher [name]? From Africa] ..
Respondent: Teacher [name] English teacher .... Pretty fun .... He usually give us
time .... To watch movies .... He talks and makes funny jokes...; [teacher he
remembers] Teacher Lee in ICT ... he taught ... I like him because he is very kind ...
his [ICT] class is very interesting ....[sometimes has to figure hard about words he
wants to say]..; .... [ like Art ... I like to draw ...; right now I don’t like ICT [in
Secondary 4] because ... change teacher [Teacher Lee in Secondary 1 and 2]
[EXPRESSION]
Question 8: What do you think about your friends/ your good friends?

Interactions okay
Question 9: What is your plan for the future?

Respondent: I'm not sure whether it is good or bad [mature EXPRESSIONT]....
Study in Japan ... My dad wants me to study architecture in Japan but I don’t want to
study in Japan because I don’t want to learn Japanese ....... Been to Hong Kong,
Japan, ....

Question 10: Is there any question you would like to ask us?
Respondent: It’s quite difficult ... [ have to check ......
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Primary 6 Interactions Communication Skill Level 1
Question 1: Would you like to introduce yourself briefly?
Respondent: [looks confident] [good listening skills; can handle interactions from the
interviewer well] /at SBS since k 1, in year 1947/ “yeah” in class of Teacher
[name]../ “ya” school in that year [1947] was very big.
Question 2: How did you or your parents find about the school?......
Respondent: No idea
Question 4: What is the part of the school you would like to suggest improvement?
Respondent: [okay—nodding] [VERBAL AND NONVERBAL together]
Question 5: What are your favorite subjects?
Respondent: Art/ Teacher [name] has many thing [no “s] to do/ like math../ Bicycle../
Teacher [name]../ | like Thai [teacher] because I can learn better../ [RESPONSES in
WORD/ WORDS]
Question 6: What are some interesting school activities?

Interactions okay
Question 7: What do you think about your teachers?

Interactions okay
Question 8: What do you think about your friends/ your good friends?

Interactions okay
Question 9: What is your plan for the future?
Respondent: Leave school after M 6../ | think .. Mor-Rangsit [after M 6]../ [chosen
area my father sell .. Iwill do like ... [him].../ [CODE SWITCHING]
Question 10: Is there any question you would like to ask us?
Respondent: I think I don’t have any ../ [waving hand].. see you later.

Secondary 3 Interactions Communication Skill Level 3

Question 1: Would you like to introduce yourself briefly?

Respondent: | know English little. [THAI STRUCTURE] American football.
Football..l like [THAI STRUCTURE] .. Barcelona.

Question 2: How did you or your parents find about the school?

Respondent: ... [SILENCE] [NONVERBAL RESPONSE]

Question 3: What is the best part of the school you enjoy most?

Respondent: Teacher good. [BROKEN ENGLISH]

Question 4: What is the part of the school you would like to suggest improvement?
Respondent: ... [SILENCE] [NONVERBAL RESPONSE]

Question 5: What are your favorite subjects?

Respondent: ... [SILENCE] [NONVERBAL RESPONSE]

Question 6: What are interesting school activities?

Respondent: Sports, play football [RESPONSE in WORD/ WORDS]
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Question 7: What do you think about your teachers?

Respondent: Teacher [Thai name]..., Teacher [Thai name]... Teacher [Thai name] is
my favorite teacher. She help me English. [THAI STRUCTURE]

Question 8: What do you think about your friends/ your good friends?

Respondent: [SILENCE] [NONVERBAL RESPONSE]

Question 9: What is your plan for the future?

Respondent: World Champion. | like good job. /suay/ [THAI WORD for “beautiful’]
(Working with beautiful things) [CODE SWITCHING]

Question 10: Is there any question you would like to ask us

Respondent; [SILENCE] [NONVERBAL RESPONSE]

Primary 6 Interactions Communication Skill Level 3
Question 1: Would you like to introduce yourself briefly?

Respondent: Can you say that again? / five year [s not heard]/ Teacher ... Teacher
Chuck.. Teacher Dew, Teacher Josh/ [now] Teacher Kaew and Teacher Victor..../
Respondent: Again.. [when hearing a question from the interviewer]/ | like to play
computer/ | like to program.. game..

Question 2: How did you or your parents find about the school?
Respondent: [soft voice]/ Friend ... Internet [rather incomplete answer —in one or
two words]

Respondent: drive a car .. [incomplete answer—have to guess full meaning]
Question 3: What is the best part of the school you enjoy most?

Respondent: [SILENCE]

Question 4: What is the part of the school you would like to suggest improvement?

Respondent: [soft voice] .. food / [RESPONSE in ONE WORD—no elaboration]
Respondent: Eat food in the class NOT RELEVANT] /... no change [happy
now] .. [rather incomplete answer—RESPONSE in WORD/ WORDS]

Question 5: What are your favorite subjects?

Respondent: [English] Teacher [English name] .. [student tends to swirl his chair
left and right ..] [NONVERBALY INAPPROPRIATE]

Respondent: English../ social and Career../ house clean../ Science [sai-an] with Thai
pronunciation, e.g paper] finish [no ending sound]/ three forty five../ [THAI
PRONUNCIATION]

Respondent: Thai.. / [ONE WORD--no elaboration]

Question 6: What are interesting school activities?

Respondent: Maak Horse.. [CODE SWITCHING] / the same as Maak Rook in
Thailand [CODE SWITCHING] [with hand gestures on the table]/ [use full YES, not
“ya” or “yeah”/ I go to play in Muangthong../ [being asked about computer] I want to
build. .. [something like FIREWALL] [USE of GESTURES]
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Respondent: Music .../ I like to play guitar.../ Pop .../ [when answering often
followed by a slight trace of laugh]/ guitar [with Thai pronunciation—flat one] / |
think Yamaha ../ | think about five or six year [no s}/ [ONE WORD-—no elaboration]
[THAI STRUCTURE]

Question 7: What do you think about your teachers?

Respondent: [The interviewer asked about K 3 teacher].. Teacher [Thai name] and
Teacher [English name] / Teacher [Thai name] teach [no “s”] social and Thai/ she..
fun/  [RESPONSE in WORD]

Question 8: What do you think about your friends/ your good friends?
Respondent: My friend [rising voice] ../ [Thai name] .../ Kao Pun [GO CART
champion] is play ..../ I know [Thai name] in P 3 [tense]/ [RESPONSE in WORD/
WORDS]

Question 9: What is your plan for the future?

Respondent: [leaning forward saying ‘hah’ for clarification] ... computer
programming .... Animation... [no idea the place to study animation yet] ... / don’t
know yet [whether to stay at SBS ...] [RESPONSE in WORD/ WORDS]
[NONVERBALLY INAPPROPRIATE]

Respondent: [still with slight grammatical errors] [answer speech not elaborated—
mostly in single word, hardly a phrase] / help people../ Respondent: Want to be a
doctor ...it will make you feel a good people in Thailand have a good doctor like
this .... [RUNNING SPEECH PRODUCTS] [THAI STRUCTURE]

Respondent: Design ../ building.. [the interviewer need to interpret for full meaning,
like a career as a designer] / [tend to have word or two-word answers]/ yes.. [laugh]
/.. Thammasat [when asked about the university she may want to go to]
[RESPONSE in ONE WORD]

Respondent: Thai food/ [nodding as meaning YES] [RESPONSE in WORDS]
Question 10: Is there any question you would like to ask us?

Respondent: No [swiping face meaning No] [NONVERBAL RESPONSE]
Respondent: Moving face from left to right—signaling NO [NONVERBAL
RESPONSE]

Respondent: [asked the interviewer] What thing you would like to do?
[REPETITION]

Ruja Pholsward, PhD is an Associate Professor in the Faculty of Education,
Rangsit University, Thailand. Her research interest covers the areas related of
language education: communication skills, language functions, bilingual
learners, testing, reading and English for Academic Purposes.
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Exploring L2 Idiom Comprehension:
A Case of Thai EFL Learners

Supasorn Rungsripattanaporn
Sirirat Na Ranong
Department of English, Thammasat University

Abstract

This study explores idiom comprehension strategies employed by Thai
EFL learners when they dealt with English idiomatic expressions. Ten
university students whose native language is Thai were asked to verbalize
their thoughts in two tasks. Task 1 was a fill-in-the-gap exercise which
required the participants to complete 15 English idioms whose constituents
included animal vocabulary items and to identify the Thai equivalents. Task 2
consisted of 15 dialogs, and the participants were asked to supply English
idioms in the blank, determine their interpersonal functions, and match them
with the Thai counterparts. The results show that the most frequently-used
strategies in Task 1 and Task 2 were referring to prior knowledge and
discussing and analyzing the context respectively. Moreover, the participants
tended to rely on L1 to deal with English idioms as reflected in translating an
idiom literally and referring to an L1 idiom. The results also imply that the
participants seemed to use the referring to the ideational metafunction strategy
in their idiom comprehension as they made use of figurative meanings or
connotations; however, they rarely referred to the interpersonal roles of idioms
when making meanings. A close observation on the strategies derived from
the think-aloud data reveals participants’ thought processes which are valuable

to the enhancement of idiom teaching in class.

Keywords: idiom comprehension, learners’ strategies, L1 transfer, Functional

Grammar
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Introduction

Idiom comprehension seems to cause some difficulties for non-native
speakers of English because their idiomatic meanings are likely to be different
from the literal translations of each constituent. Spill the beans, for example,
does not refer to the action of scattering seeds of climbing plants but of
revealing a secret. Even advanced learners of English are likely to find it
difficult to recognize that the formulaic expressions they encounter are idioms
which might not be interpreted literally. Various studies (Cieslicka, 2006;
Cooper, 1999; Irujo, 1986; Na Ranong, 2014) have attempted to find out what
strategies English language learners use to comprehend idioms. Cieslicka
(2006) asserted that literal meanings were quite dominant in L2 idiom
comprehension. Cooper (1999) and Na Ranong (2014) posited that context
played a key role in L2 idiom comprehension, and lrujo (1986) stated that a
native language was likely to have an influence on L2 idiom comprehension.
Although Cieslicka (2006) emphasized the importance of literal meanings in
idiom comprehension, some of her examples, such as an apple is precious and
grinding an axe is difficult, seemed to reflect the role of figurative meanings
as shown in two strategies: analogy between literal and figurative senses and
guessing based on literal analysis. Moreover, contexts in previous studies
(Cooper, 1999; Na Ranong, 2014) appeared to be a few sentences rather than
dialogs which could reflect how idioms are used in daily communication.
Given the gap in the previous research, this present study, thus, aims to further
explore whether figurative or literal meanings play more role in idiom
comprehension and if context changes to conversation, learners will still
depend more on contextual clues or literal meanings to comprehend idioms.

Definition of Idioms

According to Irujo (1986), “an idiom is a conventionalized expression
whose meaning cannot be determined from the meaning of its parts” (p.288).
Her definition seems to conform to the one proposed by Cooper (1999)
suggesting that “an idiom is an expression whose meaning cannot always be

readily derived from its constituent elements” (p.233). The significant features
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of idioms are reflected in these definitions. First, an idiom is an expression or
a multiword unit, and second, a meaning of an idiom might not be obtained
from a word-for-word translation of its constituents. Besides the two features
of idioms, Fernando (1996) clearly asserted that idioms are institutionalized;
that is, idioms should be well-recognized and widely-accepted within a
linguistic community. Some examples of idioms are to kick the bucket, to pull
one’s leg, and to bite the dust as they are conventionalized multiword units
whose meanings cannot be derived literally from their constituents; instead,
their meanings are to die, to play a joke, and to fail respectively.

Fernando (1996) reviewed various works on idioms (Cowie et al.,
1975; Cowie et al., 1983; Fillmore et al, 1988; Fraser, 1970; Jespersen, 1975;
Makkai, 1972; Roberts, 1944; Weinreich, 1969) and argued that scholars
tended to categorize idioms based on forms and overlooked the functions of
idioms. In other words, the existing categorization of idioms does not take into
account the language functions. Fernando (1996) proposed that Halliday’s
Functional Grammar should be used as a framework to understand how idioms
are used in discourse to observe the roles of idioms in different contexts and to
categorize them.

Functional Grammar

The basic functions of language are “making sense of our experience
and acting out our social relationships” (Halliday & Matthiessen, 2014, p.30).
Language is used to name and categorize things so that human beings can
refer to things around them with different designations. For example, a place
to live for human beings can be referred to as a house, a hut, a homestead, a
mansion, and an igloo. Since several types of buildings are available, words
are coined so that humans can put their ideas across. Thus, the first function of
language is referred to as the ideational metafunction which reflects human
experience and allows human beings to express their views differently.
Language is also used to show personal and social relationships, referred to as
the interpersonal metafunction. According to Halliday and Matthiessen

(2014), “we inform or question, give an order or make an offer, and express
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our appraisal of and attitude towards whoever we are addressing and what we
are talking about” (p.30). To elaborate their argument, take Good morning and
You're telling me as examples of the interpersonal roles of language. The
former can be used to exchange greetings while the latter to show an
agreement.

Analyzing the functions of idioms based on the Hallidayan framework
of Functional Grammar, Fernando (1996) posited that content words have
referential meanings and are used to reflect how speakers or writers see the
world; however, when content words are strung together to form a multiword
unit whose referential meaning is different from its literal translation and
which typically conveys an evaluative message, it is referred to as an
ideational idiom. To illustrate her argument, The pot calls the kettle black is
comprised of four content words: pot, call, kettle, and black. Pot and kettle are
two different kitchen utensils, call an action, and black a color. Combined as a
multiword expression, it means “someone who criticises failings in others that
he himself possesses” (Flavell & Flavell, 2008, p.197) and carries a rather
negative evaluation. An interesting feature of an ideational idiom is that its
evaluation tends to change depending on context. For example, Fine feathers
make fine birds is usually used as a compliment to show great admiration for
someone’s attractive appearance because of what he or she wears. In a
different context, it could possibly be used as a satirical remark when someone
looks better than usual, but he or she fails to impress the speaker. That is,
context can determine the interpersonal metafunction of an idiom. Thus, given
that language metafunctions play quite an important role in interpreting
idiomatic meanings, it is worth investigating if Thai EFL learners refer to
these metafunctions to recover idiomatic meanings in addition to common
idiom comprehension strategies which are referring to the literal meanings of
the idioms, using contextual clues, and referring to L1 idioms.

In fact, the framework of Halliday’s Functional Grammar seems to be
appropriate for investigating the roles of figurative versus literal meanings in
idiom comprehension and for elucidating how learners make use of contexts
or literal meanings to understand idioms since it points out two major
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functions of language: the ideational metafunction and the interpersonal
metafunction. The former shows how humans construe their experience by
assigning literal and figurative meanings to things around them. For example,
the word fox refers to a four-legged animal of the dog family, or it may be
used to convey cunning or trickery. The latter function of language highlights
how humans use language to interact with each other for communication, such
as giving a warning and expressing sympathy. The research questions were
formulated as follows:
1. What are the strategies Thai EFL learners incorporate into their
comprehension of English idioms?
2. Do Thai EFL learners employ a literal meaning of an English
idiomatic expression in their idiom comprehension?
3. Do Thai EFL learners employ the ideational metafunction and the
interpersonal metafunction in their idiom comprehension?

Previous Works on L2 Idiom Comprehension Strategies

Since a meaning of an idiomatic expression is not usually derived from
a word-for-word translation, previous studies (Cieslicka, 2006; Cooper, 1999;
Irujo, 1986; Na Ranong, 2014) have looked into a variety of strategies adopted
by non-native speakers of English to comprehend English idioms. The overall
results tended to point out to the same direction that non-native speakers of
English seemed to use a combination of strategies — referring to L1 transfer
and using contextual clues and literal meanings of the constituents in the
idiom string to recover the meaning. However, the results are still conflicting:
on the one hand, many studies argued that learners depended more on
contextual clues (Cooper, 1999; Na Ranong, 2014) while others found that
literal meanings and L1 transfer were the most common strategies (Cieslicka,
2006; Irujo, 1986).

Irujo (1986) investigated whether 12 advanced Venezuelan learners of
English would use their L1 to comprehend and produce English idiomatic
expressions. She categorized 45 idiomatic expressions into three types:
identical, similar, and different, and the results showed that the participants
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were comfortable with the comprehension and production of the English
idioms which were identical to the Spanish ones. They tended to comprehend
the similar English idioms better than the different ones; however, when they
dealt with the production of both similar and different idioms, they found it
difficult. Evidence of L1 transfer was reported in her study. For instance,
when the participants were asked to supply an English equivalent to costo un
ojo de la cara (whose direct translation was it cost an eye of the face), they
tended to refer to the Spanish expression estaba por las nubes (meaning that
something cost a lot). Then they translated the latter Spanish idiom directly, so
their answer was it was by the clouds which was an incorrect response.

Cooper (1999) examined the comprehension of English idioms in
written context. Eighteen non-native speakers of English participated in this
study, and they were asked to orally give the meanings of 20 English idioms
through the think aloud protocols. Unlike those in the study of Irujo (1986),
the idioms were chosen from A Dictionary of American Idioms and were
divided into three groups: standard English, informal or colloquial, and slang
expressions. The study revealed that the most frequently-used strategy to
comprehend the English idioms was guessing from context while referring to
an L1 idiom, which reflected L1 transfer, was ranked in the bottom two as it
was adopted 5% by the participants. The results of the study seemed to be
predictable because the idioms used as the test items were embedded in
context. Providing no contexts would have significantly impacted the findings.

Cieslicka (2006) studied how 36 advanced Polish learners of English
tackled English idioms in two tasks. The comprehension task was composed
of 21 test items, asking the participants to give the meanings of the idioms,
write down their thought processes, and supply Polish equivalents. The
production task consisted of 21 test items embedded in context, and the
participants were asked to fill in the gap with a word to complete the idiomatic
expressions and to provide the English equivalents to the Polish idioms. The
results indicated that Polish as a native language seemed to have an influence
on the participants’ idiom comprehension since the participants employed the
reference to or association with idiom in Polish strategy 16% when they
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coped with lexical-level idioms (identical idioms), 20% with semi-lexical
level idioms (similar idioms), and 4% with post-lexical level idioms (different
idioms). Moreover, the results showed that the participants seemed to rely on
literal translations of the constituents to ascertain the overall meanings of
idioms, irrespective of the idiom type. Asking the participants to express their
thought processes in writing seemed to be quite similar to the think aloud
protocols; nevertheless, whether the participants wrote down everything about
which they were thinking was questionable.

Na Ranong (2014) explored how 60 Thai university students processed
50 English idioms which were divided into two types: non-core idioms and
core idioms. The results revealed that the highly-proficient group seemed to
depend heavily on contextual clues, showing that they seemed to have
idiomatic competence, while the low-proficient groups usually made use of
literal translations. Thus, language proficiency seemed to affect the
participants on how they tackled English idiomatic expressions.

To summarize, previous works on L2 idiom comprehension have
yielded conflicting results due to different research designs and methods. The
test items in Cooper’s (1999) and Na Ranong’s (2014) studies were embedded
in context, and the results from the think-aloud data revealed that contextual
clues were adopted the most. Irujo (1986) also observed the idioms presented
in context, but she made no observation on thought processes. She, then,
relied heavily on the final responses the participants wrote on the
questionnaire, and what she discovered was mainly evidence of L1 transfer.
Cieslicka (2006), on the other hand, provided her participants with no context
in the comprehension task, and she argued that the participants usually
referred to the literal meanings of the idioms which finally led to figurative
meanings or mental images to deal with L2 idioms. To obtain a thorough
understanding of how non-native speakers of English tackle English idioms,
this present study scrutinizes L2 idiom comprehension in two circumstances:
the test items without context in Task 1 and the test items embedded in context
in Task 2. Apart from L1 transfer, contextual clues, and literal meanings as
reported in previous studies, the participants might refer to the ideational
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metafunction (figurative and connotative meanings) or the interpersonal
metafunction to understand English idioms.

Methodology

Participants

The participants were 20 Thai university students, majoring in English
or an international program, in their third or fourth year at a reputable
university in Thailand. All of them were asked to do a 30-minute English
proficiency test developed by Oxford University Press and University of
Cambridge Local Examinations Syndicate. Then they were divided into three
groups — advanced (55-60 points), upper-intermediate (41-50 points), and
intermediate (31-40 points). According to the placement test scores, seven
participants were in the advanced group, ten in the upper-intermediate group,
and three in the intermediate group. Five participants from the advanced group
and five from the upper-intermediate group were randomly selected for the
data collection: the think-aloud protocols. Three of the selected participants
were male, and seven were female. Eight of them were fourth year students in
an international program while two were third year students majoring in
English.

Research design

The participants were asked to complete two tasks in this research.
Task 1 consisting of 15 test items was a fill-in-the-blank exercise which
required the participants to select animal vocabulary items from the list
provided to complete English idioms and to match the English idioms with the
Thai equivalents. Task 2 required the participants to choose English idioms
from the list provided to be suitable for 15 dialogs, to identify the functions of
the English idioms, and to match the English idioms with the Thai
counterparts. All of the idioms in this present study were proverbs or
ideational idioms according to Fernando (1996). Thirty animal-related idioms
were selected from (1) Dictionary of Proverbs and Their Origins written by
Linda and Roger Flavell, (2) English Proverbs with Thai Equivalents and (3)
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Thai Idioms and Proverbs Relating to Animals. The two Thai books are
written by Assoc. Prof. Rachanee Sosothikul and are recommended for school
libraries in Thailand for the year 1999 and 2000 respectively by the Office of
the National Primary Education Commission, and they provide useful
explanations of English idioms with Thai equivalents.

Data collection

Think-aloud protocols were incorporated into this study to collect
immediate responses from the participants. Using the think-aloud technique to
explore the thought process of non-native speakers of English in idiom
processing, Cooper (1999) asserted that think-aloud data are beneficial and
“provide evidence of what is on the subject’s mind during the task, thereby
allowing the researcher to zero in on the mental efforts involved at the very
moment an NNS [a non-native speaker] encounters a potentially problematic
idiom” (p.241). The think-aloud data were audio-recorded and then classified
into idiom comprehension strategies, namely discussing and analyzing the
context, referring to an L1 idiom, referring to an L2 idiom, referring to
English grammar, referring to prior knowledge, referring to the ideational
metafunction, referring to the interpersonal metafunction, using a constituent
as a keyword, using the meaning of the L1 idiom, using the meaning of the L2
idiom, and translating an idiom literally.

The data collection period was around four months (October 2014-
February 2015), and the think-aloud data collection took approximately 1.5-2
hours for each participant, producing around 27500-word transcriptions. The
participants were explained about the tasks in detail; for example, how many
items there were in each task and what they were expected to do during the
data collection. All of the participants were introduced to the think-aloud
protocols, and a short demonstration was given to show how the think-aloud
tasks should be performed. During the data collection period, the participants
were encouraged to give further explanations on their answers. To illustrate, in
the gap-filling task, a participant answered dog in Barking
seldom bites without giving any supporting idea. Then he or she would be
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asked to elaborate further with the question like “What makes you think that
dog is the best answer?” On the occasion that a participant said nothing or
remained silent during the data collection, he or she would be stimulated to
verbalize his or her thoughts with the questions like “What’s in your mind

right now?”” and “What are you thinking about?”

Data analysis

The think-aloud data were transcribed verbatim. Then they were
categorized into idiom comprehension strategies which were adapted from
those in Cooper’s (1999), Cieslicka’s (2006), and Na Ranong’s (2014) works
with further modifications to reflect participants’ thought processes in this
research. The participants often employed more than one strategy to tackle one
idiom; therefore, the results were presented in terms of frequency of use.
Table 1 shows the idiom comprehension strategies employed in this present
study.

Table 1: Examples of Idiom Comprehension Strategies Used in Task 1
and Task 2

Strategy Example

W13 B lomndn aasiignuds wiinfusnduudenidn usde
~ @V v & . . . ° ' '
Wisunladu Engineering Director way diundlug
(Because B says that you do the right thing. Although it is
a small company, his friend is taking on Engineering
Director, a senior role.)

Discussing and
analyzing the context

willeuwuu putiusin adianlumme ovlsodneil
. L (It is like [a Thai equivalent which is] If you associate
Referringto an L1 idiom . . .
with a scholar, he will lead you to success. Something
like this.)

welagu Where there's a will, there's a way waAnansiuliun
T4

Referring to an L2 idiom , . ,
(I have heard that Where there’s a will, there’s a way, but
I don’t think it’s right.)

Referring to English butterfly iwsz1du singular
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grammar

([The answer is] butterfly because it is a singular noun.)

Referring to prior
knowledge

funndudndionl fdedurd by horse fvnasdu wy sfu
Taifi¥

(It has to be an animal which is fed on a farm. It might be
horse or pig because there is no cow [on the list
provided].)

Referring to the
ideational metafunction

Uanfudniorlsdneeiifisiuna 1l tiger 7 leopard vhazdu
leopard uzasu

(It has to be an animal with power. Tiger or leopard. It
might be leopard.)

Referring to the
interpersonal
metafunction

dudunwilneus warning uadnuindunwndinguiuinaziiu
W warning s affirmative

(The [function of the] Thai idiom is a warning, but [that
of] the English equivalent can be both a warning and an
affirmative.)

Using a constituent as a
keyword

#1911 5149 show happiness Aevyas happy Fsnsaifu will
play

(The word play [in the Thai idiom] shows happiness, and
mice will be happy which relates to will play [in the
English equivalent].)

Using the meaning of
the L1 idiom

Qﬁmm"l,mmmdw VAN 4AzA7 Aagannamuevitluun
Huoghsdlegauien

(I look at the Thai idiom. When we say black sheep, it
means why it is only you who is different.)

Using the meaning of
the L2 idiom

Alazmilausuuuii dnduiudesduiuveasituiray
(It [which is Every dog has his day] is like one day it will
be our day.)

Translating an idiom
literally

One beats the bush, and another catches the birds
Anaminensafie Latlufuun WWassau uihauvdaihmiig
Avjailsl udhauvileRsuunly

(One beats the bush, and another catches the birds has a
direct meaning. Two are after the bird. While one beats
the bush, the other catches the bird.)

138

PASAA PARITAT JOURNAL volume 33(2018)



Results and Discussions

Frequencies of the employment of idiom comprehension strategies
were counted and presented in Table 2 and Table 3. The numbers in the tables
indicate how often the participants referred to such strategy; for example, in
Table 2, Participant 1 were marked 3 under the translating an idiom literally
strategy, meaning that he referred to the literal meanings of the idioms three
times during the data collection in Task 1. Table 2 shows that in Task 1,
referring to prior knowledge (31.72%) was the most frequently-used strategy,
and the participants seemed to make no use of discussing and analyzing the
context, referring to the interpersonal metafunction, and referring to an L2
idiom. That the idioms in Task 1 were presented without dialogs might
account for the participants not incorporating context and the interpersonal
metafunction into their idiom comprehension. Table 3 shows that the most-
frequently used strategy in Task 2 was discussing and analyzing the context
(54.57%).

Table 2: Frequency of Strategies Used by Participants in Task 1

%3
2
=
2
@

«Q

<

c j (._\lJ E S %) %) o g’ o
S ° = < < = = £ c
2 R = S 5 2E By Tg6 TE5 _8, §g £E &2
= ook o o = ST s ch8 =28 T = = 2T S35 o ©
B c e S E S E £g ] o268 ol o958 - g= c 5
s 3R E =.2 .2 Eo =2 53 £85 £33 o o~ =L
[on >0 £ £ o = Q t%“:?s :8“:?5 2= D S e ==
o®©° t £ 5 2 tc 588 s58%8 8% = £ T ]
28 8 8 e &% ST E BEE 5 £ o5 g8
& 2 G & o o o z o g s Pt}
Participant 1 0 3 0 1 7 8 0 1 3 3
Participant 2 0 1 0 2 11 12 0 2 2 1 4
Participant 3 0 0 0 1 8 6 0 1 1 0 8
Participant 4 0 0 0 3 7 7 0 2 2 0 1
Participant 5 0 1 0 1 8 7 0 6 1 0 6
Participant 6 0 0 0 0 12 6 0 1 3 2 1
Participant 7 0 1 0 4 10 7 0 2 1 0 6
Participant 8 0 2 0 0 7 3 0 0 0 0 6
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Participant 9 0 0 0 4 5 4 0 1 0 1 11

Participant 10 0 0 0 5 17 5 0 4 1 2 13
Total 0 8 0 21 92 65 0 24 12 9 59
Percentage  va  276%  na  724%  oorc A4l wa gomw  4l%  310%  2034%

of all uses

Remark: Evidence of discussing and analyzing the context, referring to the
interpersonal metafunction, and referring to an L2 idiom was not reported in
Task 1.

Table 3: Frequency of Strategies Used by Participants in Task 2

Strategy
[} [}

Participa & 2 § § s _ 88 S_5 %Tcug 2 - .5 Gy

o 2oz 58 S5 2gE 2z 2£8 238 °ef £%5f £5F 2%

=52 £% £t Tfoe £ 2285 P55 £358 22t gt 8=

S>9 3 £ 858 8 E8E TtEE B8E% Bcw BEWN 2 £

880 D @ & > &)3 3723 333 gx Dg_l 38_] 8.8

as & & ST & E gEE S £ £ £z
Participant 1 22 1 0 0 2 2 2 3 6 2 10
Participant 2 14 1 0 4 2 5 2 2 8 1 7
Participant 3 24 0 0 0 1 2 0 3 2 1 4
Participant 4 29 0 0 0 1 0 0 1 4 4 7
Participant 5 17 0 1 0 1 3 0 3 1 0 13
Participant 6 20 1 0 0 2 1 1 0 3 4 3
Participant 7 32 1 1 0 4 0 0 4 5 0 7
Participant 8 25 1 0 0 1 0 0 5 2 1 3
Participant 9 37 0 0 0 0 0 0 2 0 1 10
Participant 31 1 0 0 7 4 0 2 6 1 13
Total 251 6 2 4 21 17 5 25 37 15 77

Percentage  54.57% 1.30% 0.43% 0.87% 4.57% 3.70% 1.09% 5.43% 8.04% 3.26% 16.74%
of all uses
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Research Question 1: What are the strategies Thai EFL learners
incorporate into their comprehension of English idioms?

The think-aloud data reveal that the participants usually employed a
combination of idiom comprehension strategies to tackle an English idiom.
The top three strategies in Task 1, according to frequency of use, were
referring to prior knowledge (31.72%), referring to the ideational
metafunction (22.41%), and translating an idiom literally (20.34%) while
those in Task 2 were discussing and analyzing the context (54.57%),
translating an idiom literally (16.74%), and using the meaning of the L1 idiom
(8.04%). This section focuses on referring to prior knowledge, discussing and
analyzing the context, and using the meaning of the L1 idiom; meanwhile,
translating an idiom literally showing the employment of literal meanings will
be discussed in Research Question 2 and referring to the ideational
metafunction in Research Question 3.

Referring to Prior Knowledge (Frequency of Use: 31.72% in Task
1 and 4.57% in Task 2)

In this research referring to prior knowledge refers to background
knowledge or previous experience the participants have and make use of in
order to comprehend idioms. It was reported to be the most frequently-used
strategy in Task 1, but it was ranked number 5 in Task 2. Below are examples
of how previous experience led to correct responses.

Stimulus Situation: A has nine lives.

Participant 1: éﬁuﬁLﬁﬂWiwuuwaguéddwumaﬁLﬁﬁ%ﬁ@Lﬂu cultural background
(Since I was young, | have heard that A cat has nine lives. It is
a cultural background.)

Participant 2: ws1zinagladulseloaiuuiingin Ane1eUTEIARILI9E AN
s dmudoutuy wunin@ia wiloufidude wuniTiadenie
Lan
(Because 1 think | have heard that A cat has nine lives, and
foreigners might think that A cat has nine lives, too. A cat has
nine lives. Is there a battery named A cat has nine lives?)
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The participants seemed to make use of their past experience to deal
with the English idioms. Participant 1 mentioned cultural background, an
interesting term showing that he would probably have experienced A cat has
nine lives as a set of beliefs that may have an influence on how he was raised.
Besides, Participant 2 recalled that there was a product which was sold under
the brand A cat has nine lives, helping her arrive at a correct response.

Discussing and analyzing the context (Frequency of use: n/a in
Task 1 and 54.57% in Task 2)

Since the idioms in Task 1 were not embedded in context, the
participants seemed to make no use of the discussing and analyzing the
context strategy in their idiom comprehension. On the contrary, in Task 2, it
was reported to be the most frequently-used strategy. Below are examples of
how discussing and analyzing the context navigated the participants to correct
responses.

Stimulus Situation:
A We need to find out who stole the money from the cash
register. Otherwise, we’re going to be wrongly suspected,

and the managers are going to lose their trust in us although
we have worked so hard this year.

B: | agree. , and
we may not get a bonus at the end of the year if we can’t find
who did this.

Participant 4: wilouflmumilivhnufianain faesiliianguausliia

(It seems like someone makes a mistake, and it negatively
affects the whole group)

Participant 8: Sndminanlilaansamauieldiunformsluie mssauiinuie
e funuaedu
(If they cannot find the thief, they will be in trouble. Because
of one person, all of them will be in trouble.)

Nine participants discussed and analyzed the context to cope with One
scabbed sheep will mar a whole flock and UanurdiAgundunuaistes (One
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rotten fish and the whole creel stinks). They made an interesting observation
of how one person will bring the others unpleasant results which, in this
context, referred to losing trust and a bonus, and the contextual clues finally
navigated the participants to correct responses.

In short, the participants were likely to employ their background
knowledge to tackle the English idioms presented without context, but they
seemed to depend on contextual clues when they comprehended the English
idioms embedded in context. The results are consistent with Cooper’s (1999)
and Na Ranong’s (2014) findings that the participants relied heavily on
context to understand English idioms, but both studies made no empirical
observation on the comprehension strategies of the idioms presented without
context. That the participants employed background knowledge and contextual
clues as their most-frequent strategies seems to imply that they have idiomatic
competence which, according to Liontas (2015), is an ability to comprehend
and use idioms appropriately in diverse situations. He also gave a brief yet
comprehensive argument that idiomatic competence “includes both linguistic
(phonology, morphology, syntax, semantics) and pragmatic (nonlinguistic,
paralinguistic,  sociolinguistic/functional,  discourse, personal/world,
intra/intercultural) knowledge” (Liontas, 2015, p.625).

Using the meaning of the L1 idiom (Frequency of use: 4.14% in

Task 1 and 8.04% in Task 2)

The participants sometimes tended to be familiar with the Thai test
items, so they verbalized the meaning of the L1 idioms right away during the
data collection. Below are examples exemplifying this strategy at work.

Stimulus Situation:

A: Good news! | have been accepted to College of Art, and the
semester will start next month.

B: Really? Mom is a dentist! Dad is a surgeon. I, your brother,
am going to be a dentist next year, but you want to be a
portrait painter.
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Participant 1: M1 wnedn defiuansnsinaudu o A auilie wiluaudei
upnasnAuluaTauaT
(Black sheep [refers to] something which is different from
others. A is the only person who is different from his family
members.)

Participant 8: @ﬁmmlmamﬂﬂdw LANSINA "wNea” AzAunIIgdY "Yiluwn
\Huegaogauier”
(I look at the Thai idiom. When we say black sheep, it means
why it is only you who is different.)

Two participants seemed to be familiar with the Thai idiom wngen
(Black sheep), so they used the meaning of the L1 idiom to understand the
English idiom There’s a black sheep in every family. According to Abel’s
(2003) Model of Dual Idiom Representation, native speakers usually judge
idiomatic expressions as nondecomposable and stockpile idioms as multiword
units in their idiom entries. Thus, the participants in this present study might
have seen the Thai test items beforehand and stored the meanings of those
Thai idioms in their mental lexicon. Encountering those Thai idioms on the list
provided, they were likely to retrieve the meanings promptly to cope with the
English idioms. This strategy seems to reflect L1 transfer in this research since
the participants referred to the meanings of the Thai idioms to understand the
English test items.

Research Question 2: Do Thai EFL learners employ a literal meaning
of an English idiomatic expression in their idiom comprehension?

Although a referential meaning of an idiom is normally different from
a literal translation of its constituents, the results of this present study reveal
that a literal meaning comes into play in Thai EFL learners’ idiom

comprehension as reflected in the translating an idiom literally strategy.
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Translating an idiom literally (Frequency of use: 20.34% in Task 1
and 16.74% in Task 2)

Sometimes, the participants were quite straightforward by translating
the idioms word-for-word to ascertain the meanings. Below are examples of
how the participants used the translating an idiom literally strategy to
comprehend idioms with correct responses.

Stimulus Situation: Kill two with one stone.
Participant 5: geiien 19 one stone Are Baflinenlaunaesi Areaeswn uaqma
birds 11

(Shoot once [in the Thai idiom] means one stone [in the
English idiom]. Shoot once and get two birds, and birds
could fill the gap here.)

Participant 9: birds ws1¥31 918sun 2 MmsRuduien wileudsiidealaun 2
§n TunTIiay
([The animal vocabulary is] birds because Kill two birds with
one stone is the same as shoot once and get two birds. They
have the same meaning.)

Participant 5 and Participant 9 suggested that the literal translation of
kill with one stone in the English idiom was quite similar to shoot once in the
Thai counterpart. Then they noticed two birds in the Thai idioms, and based
on the literal translation, they completed the English idiom with the word
birds. L1 influence, however, is quite noticeable especially in an example
below with an incorrect response.

Stimulus Situation: Fine feathers make fine .
Participant 9: Ineawsizau hen wsignvualegyililnaefwilounuliaunsy
YUAUULNIIZLHS

(Hen is beautiful because of feathers. [The answer is] hen
because fine feathers make fine hen. It is like Hen is
beautiful because of feathers and woman because of make-

up.)
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The literal translation of Fine feathers make fine was quite similar to
the Thai equivalent Hen is beautiful because of feathers, so Participant 9
jumped to the conclusion that hen was her answer to this test item which was
an incorrect response. In fact, the correct animal vocabulary for this English
idiom is birds.

In conclusion, a literal meaning of an idiom plays a role in L2 idiom
comprehension as demonstrated in the translating an idiom literally strategy,
and it shows L1 transfer. Translating an idiom literally was also reported in
Cooper’s (1999) and Na Ranong’s (2014) works; however, they used the term
using the literal meaning of the idiom as a key to its figurative meaning to
suggest that the participants in their studies translated an English idiom
literally, and then they made use of its connotation to understand an idiomatic
meaning. Abel (2003) posited that non-native speakers seem to treat idiomatic
expressions as decomposable; therefore, they are likely to access a literal
meaning of a constituent to understand an L2 idiom. Although considered
highly-proficient learners of English, the participants in this research still
relied on literal translations to deal with the English idiomatic expressions in
both tasks.

Research Question 3: Do Thai EFL learners employ the ideational
metafunction and the interpersonal metafunction in their idiom
comprehension?

The proverbs used in this present study are considered ideational
idioms according to Fernando (1996). The results show that the participants
occasionally use the ideational metafunction of content words to help them
understand idioms (22.41% in Task 1 and 3.70% in Task 2), and when they
tackled the idioms embedded in context, they rarely referred to the
interpersonal metafunction (n/a in Task 1 and 1.09% in Task 2).
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Referring to the ideational metafunction (Frequency of use:
22.41% in Task 1 and 3.70% in Task 2)

The ideational metafunction refers to the meaning which is attached to
a vocabulary item or a constituent. Beyond a surface meaning, it might include
a figurative meaning, gender, and conceptual analogy which help non-native
speakers of English comprehend idioms. Below are examples of how the
participants employed the ideational metafunction in idiom comprehension,
leading to correct responses.

Stimulus Situation: If two men ride on a , one must ride behind.

Participant 2: two men Toluu s19@ils gender Rendu 1w male willouriu
(Two men? It relates to lions. The same gender; they are
male.)

Participant 6: willoufwivansau danuviniieumiioudu dudufviegudgeiinly

089 widfreansau s dusedvaosogdifeatuldld
fie lifllasazannsadmdldeaesay
(It is like two men in the same rank. If it is @ man and a
woman, it will be another story, but this is about two men,
which might refer to [the Thai idiom] Two lions cannot live
in the same den. Both cannot take the front seat at the same
time.)

Participant 7: willougwewiaglivouiu wifnuudnaudetegdramdsiugnauf
dlel dunendneed pride lunisidudye
(Men usually do not yield up to each other. When one leads,
the other cannot accept it. Men take pride in themselves in
being a man.)

The idiom above is about two men and their positions when riding a
horse, and gender seems to be a key idea leading three participants to the right
equivalent in the Thai language. Participant 2 stated that lion in the Thai
counterpart referred to male while Participant 6 described the conflict of two
men when they were in the same position or status. Participant 7 also added
that pride in being a man might be the underlying cause for the disagreement
between two men. Apart from gender, some participants scrutinized a concept
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of a constituent which is beyond a literal meaning. Then they analyzed how
the concept formed a relationship with the idiom to find the right equivalent.
Below are examples of how the participants made use of concepts to
understand L2 idioms with a correct response.

Stimulus Situation: Throw out a sprat to catch a .
Participant 3: wwardianludu mackerel WWuladilug andaingmws fidnan
salugiilouniu

(Use a small fish to catch mackerel which is a bigger fish. To
catch a sea bass. They are the same because the smaller fish
is used to catch a bigger one.)

The big-small relationship was key to the correct response. Making a
conceptual analysis of shrimp and sea bass in the Thai idiom, the participants
obtained the qualities of being small and big from the two types of animals
respectively. In the English idiom, sprat was seen as a small fish, and based on
the big-small analogy, the suitable word to complete the idiom was mackerel,
a bigger type of fish compared to sprat. However, evidence of the referring to
the ideational metafunction strategy leading to an incorrect response was
reported in the following example.

Stimulus Situation: Fine feathers make fine

Participant 1: 1 chickens st hen ﬁmw’?&@' winndnezdu hen wsediu
\Renfugudauas hen nunefidladaue
(Both chickens and hen have feathers, but | think [the
answer] is hen because it is about women, and hen means a
female chicken.)

Participant 1 referred to gender when trying to fill the gap with an
animal vocabulary item. Although he was certain that it must contain a
woman-related meaning, he selected hen while the correct answer was birds.
In addition to the referring to the ideational metafunction strategy, it is worth
observing if the participants used the referring to the interpersonal
metafunction strategy to deal with English idioms embedded in context.

148 PASAA PARITAT JOURNAL volume 33(2018)



Referring to the interpersonal metafunction (Frequency of use: n/a
in Task 1 and 1.09% in Task 2)

Ideational idioms, when embedded in context, carry interpersonal
messages from a speaker or a writer, and in the real-life situation, idioms are
used with a purpose, such as to give advice, to express disapproval, and to
offer comfort (Can, 2011). Thus, in Task 2, the participants were asked to
deal with the idioms embedded in dialogs to see if they would make use of the
interpersonal role in their idiom comprehension. The results show that the
frequency of the referring to the interpersonal metafunction strategy
employed by the participants in Task 2 is low (1.08%), and surprisingly, all of
them seemed to navigate the participants to incorrect responses. Examples are
cited below.

Stimulus Situation:

A: I can’t wait for the live show this Saturday. I have been
rehearsing so hard, and the voice coach has given me tongs
of useful tips. | am sure that | have what it takes to win this
singing competition.

B: . As far as | can remember, you
have been in the bottom two for three weeks, and | have had
the highest public votes since the very first week. Do you
really think that you are going to beat me in the grand final? |
don’t think so.

Participant 2: And1 imagine ddssfiogluiiiinasylude Satire Sitduldus

widusefdaeen
([I 'am trying to] imagine the tone of voice in my mind, and it
might be a satire. It is like you could be [a winner], but you
are still inferior [to me].)

Participant 2: vanidy mnumeewegitluy mnudiSeegiity uafludauuy
Satire wilouwuuidenddanils weneenuuy widniiadlivuzrsen
([The answer might be] Where there is an effort, there is a
success, but it is used as a satire. So, it means you can try,
but you will not win.)
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Participant 2 had supplied There’s many a good cock come out of a
tattered bag in the blank in the above dialog, and she was quite certain that it
was a satire. Then she looked for a Thai counterpart which could function as a
satirical expression, and her answer was Where there is an effort, there is a
success or mmwmmuagﬂiﬁim ﬂ’;mﬁ’lﬁaaﬁﬁ’u. She gave a further
explanation that the Thai idiom could be considered an offensive remark
which suggested inferiority and failure. Although she was able to identify the
satirical function of the idioms, her answers were incorrect. The correct ones
were Catch your bear before you sell its skin and liiiunsyson eglnndinld
(Don’t bend a crossbow if you don’t see a squirrel).

To sum up, the participants used the referring to the ideational
metafunction strategy and the referring to the interpersonal metafunction
strategy in their idiom comprehension despite small percentages of frequency
of use. Since the referring to the ideational metafunction strategy in this
research refers to the employment of a connotation beyond a surface meaning,
it seems to be in line with the definition of concept suggested by Jarvis (2010)
as it refers to “a mental representation of an object, quality, action, event,
relationship, situation, sensation, or any object perceivable or imaginable
phenomenon for which the mind creates a mental category” (p.4). Jarvis
(2010) also suggested that concept can be transferred which is referred to as
conceptual transfer as he found in his observation that non-native speakers of
English with different mother tongues seemed to use different pronouns to
refer to their breakfast cereal. However, whether the referring to the ideational
metafunction strategy in this present study can be transferred or not requires a
further study because most connotations are not clear-cut if they belong to the
Thai language of the English one, and more possibly, most of them seem to be
universal. For example, tiger can be seen powerful in both Thai and English,
and swine as lazy. Meanwhile, evidence of the referring to the interpersonal
metafunction strategy seems to show that the participants were rarely aware of
the interpersonal roles of idioms although their main function in an everyday
circumstance is to convey an interpersonal message, such as warnings and
compliments. That other idiom comprehension strategies might be more
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convenient and precise for the participants to deal with English idioms might
explain the low frequency of the employment of the referring to the
interpersonal metafunction strategy.

Conclusion

The results reveal that the participants used a combination of strategies
to understand an English idiom. Dealing with the idioms presented without
context, the participants tended to rely on background knowledge, figurative
and connotative meanings, and word-for-word translation as their frequent
strategies. However, when they encountered the idioms embedded in context,
contextual clues were significantly taken into account, followed by literal
translation and L1 transfer. Despite provided with dialogs, the participants
seldom made use of the interpersonal metafunction. To enhance idiom
teaching, the think-aloud protocols should be adopted in class to identify
idiom comprehension strategies which demonstrate how students tackle
idioms. Students might find the strategies helpful to ascertain idiomatic
meanings instead of memorizing a large number of idiomatic expressions or
relying on a dictionary which may or may not include the idioms students are
facing. Since this present study focused on advanced and upper-intermediate
learners of English, a further study with low-proficient learners is
recommended to see if their idiom comprehension strategies converge. For
future research, idioms might include various topics apart from animals, such
as body parts and food in order to see how the ideational metafunction and the
interpersonal metafunction come into play.
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Appendix A: Task 1
Task 1 asks the participants to match the English idioms with the Thai
equivalents from the list provided and fill the gap with one word about an animal.
Examples of the test items in Task 1 are as follows:

English Idioms Thai Idioms Vocabulary
When the cat is away, the diansetd IRty
. " hares

will play. Tailg
If you run after two

, you will catch winliieg nuazida horse
neither.
If two men ride on a

, one must ride ag13uUandnaile mice

behind.

English idioms and Thai equivalents:
When the cat is away the mice will play.

1.

winliagvyaziis

Big fish eat little fish.
Uanlugjiudanan

Barking dogs seldom bite.
nunlaine

A cat has nine lives.
WULATIR

Kill two birds with one stone.

falludnien launaasn

Fine feathers make fine birds.

TANUINTIZVU AUNUNTIZ WA

If you run after two hares, you will catch neither

p813uUadDile

Throw out a sprat to catch a mackerel.

w1felegluanUannens

It’s too late to shut the stable door after the horse has been stolen.

Jiedsunen
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10. The leopard cannot change his spots.
idelfisans

11. Don’t count your chickens before they are hatched.
laiiiunsesen agnlnantlsd

12. Take not a musket to kill a butterfly.
ORAREAT I

13. The bull must be taken by the horns.
lafdide

14. If two men ride on a horse, one must ride behind.
iwﬁﬁamﬁaa&ﬁ%ﬁmﬁ’uiﬂﬁ

15. Itis a sad house where the hen crows louder than the cock.
anfdudainmd nssendudrarinmds
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Appendix B: Task 2
Task 2 asks the participants to match the dialogs with the appropriate English
idiom provided, identify the function of the English idioms used in the dialogs, and
supply Thai equivalents. An example of test item in Task 2 is as follows:

Dialog:
1. A I’ve heard that you won 100 dollars in the lottery. How lucky you
are!

B: Yeah, but [ want a bigger prize. I’'m planning to buy more lottery
tickets with that sum of money so that | could win a 3-million-dollar
jackpot.

A: You should set aside some money for your unpaid bills.

Function of the Proverb:

Thai Equivalent:

Functions of Idioms:

e Warning: A statement, an event, etc. telling somebody that something bad or
unpleasant may happen in the future so that they can try to avoid it

e Satire: A way of criticizing a person, an idea or an institution in which you
use humor to show their faults or weaknesses; a piece of writing
that uses this type of criticism

e Sympathy: The feeling of being sorry for somebody; showing that you
understand and care about somebody's problems

o Affirmative: An affirmative word or reply means ‘yes’ or expresses agreement

English idioms and the Thai equivalents:

1. There’s a black sheep in every family.
WA

2. Better be the head of a dog than a tail of a lion.
Wummnanindumessdn

3. Birds of a feather flock together.
winelavadiduned wWesniilum
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4. You can lead a horse to the water, but you cannot make him drink.
a8t lATUlAR UM
5. One scabbed fish will mar the whole flock.
Uahiaieanfiumuniados
6. A bird in the hands is worth two in the bush.
sudelnatie dauelnadie
7. The cat and the dog may kiss, yet are none the better friends.
wiilelade
8. If you lie down with dogs, you will get up with fleas.
AUAUNIA WIaNTLUIRAR
9. Catch your bear before you sell its skin.
laliunszsen egnlneiinlsl
10. One beats the bush, and another catches the birds.
yuilay
11. Every dog has his day.
Tunseldfivuien
12. Feather by feather, the goose is plucked.
Aumeeegiilnu anudFaegiitu
13. The bird loves her nest.
asnselnanudulsifaug
14. You can’t teach an old dog new tricks.
lfundinenn
15. One must howl with the wolves.
Wdlewnman foesmdnau
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Entering into the Scientific Community: Problematizing
Science Postgraduate Students’ Negotiation with the Demands
of Writing a Conference Paper in English

Pramarn Subphadoongchone
Chulalongkorn University Language Institute

Abstract

In the past two decades, a great deal of attention has been given to
discipline-specific writing in the literature on teaching English for Specific
Purposes. This study reports on Thai science students’ experiences in writing a
conference paper in English. Situated in an interpretive, qualitative research
design, the study implements a theoretical framework drawing on the notions
of legitimate peripheral participation (Lave & Wenger, 1991) and the social
perspectives of second/foreign language writing (Casanave, 2002; Huang,
2010; Leki, 2006; Li & Casanave, 2008). The participants of this study were
21 master’s degree students from science disciplines in one university in
Thailand. Data were derived from a series of semi-structured interviews and
collaborative conversations with the participants. The collected data were
analyzed qualitatively by identifying emerging themes. The findings revealed
that the participants put a great deal of effort into preparing themselves to
tackle the perceived linguistic demands of conference paper writing. Many
students however perceived that their preparation, to a large extent, was not
satisfactory. The findings also unfolded that during the writing-up and revising
stages, the participants engaged in different literate activities of their
communities of practice. This study articulates the wvarious needs in
understanding disciplinary writing practices as socially constructed in a local,
immediate milieu. The study also provides EAP practitioners with pedagogical
implications for planning, preparing, and delivering writing support for
science postgraduate students.

Keywords: disciplinary writing, EAP, EFL students, writing challenges
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Introduction

Postgraduate education in the disciplines of science differs from
country to country and form university to university. In a university in
Thailand, usually both master’s and doctoral degree programs in science are
research-based and on a full-time basis. The students are initially required to
undertake coursework, followed by writing a thesis/dissertation based upon
their research projects as well as attending an oral thesis/dissertation defense.
Prior to leaving their postgraduate programs, it is a common practice for the
students to attend an academic conference and deliver an oral or poster
presentation based upon their ongoing research project. This kind of academic
activity can serve as a credential that the students are capable of
communicating their constructed knowledge to other scientists in their field. It
could also be considered as representative of the students’ efforts in gaining
legitimate peripheral participation in their disciplinary communities of
practice (Wenger, 1998).

In the disciplines of science, when ones apply for conference
participation as presenters, they are usually required to submit a short
conference paper, which will be later published in the conference proceedings.
Even though the conference may be at the national level and held in Thailand,
where Thai can be used as a medium for delivering a presentation, it is a
conference paper in English which is usually required by conference
organizing committee. This disciplinary practice of the scientific community
may pose certain writing challenges to postgraduate students who study in a
university where Thai is used as a medium of instruction. Hyland (2002, 2006)
and Huang (2010) have pedagogically argued that English for Academic
Purposes (EAP) teachers are responsible for equipping students with literacy
practices appropriate to the students’ disciplinary communities of practice.
Should EAP teachers want to help these science students to prepare to write
their conference paper successfully, they should have a profound

AuUsSYaYd avud 33 (2561) 159



understanding of the students’ writing and literacy experiences in dealing with
the production of the papers.

L2 researchers interested in disciplinary writing have articulated the
needs to insightfully understand the writing experiences of L2 students as they
engage in different writing tasks. On one level, studies on L2 writing (e.g.
Cho, 2004; Ho, 2017; Hu, 2000; Huang, 2010; Li, 2007; Li & Flowerdew,
2007; Yui, 2009) have portrayed a range of writing challenges that L2 students
had encountered when writing a course assignment, a research proposal, an
academic paper for scholarly publication, and a thesis/dissertation. The results
have been resonated with, for example, the students’ lack of control over
writing, due to their limited English proficiency, the inadequate language
support offered by the university, and their inabilities to establish a good
working relationship with their mentors. On another level, the literature has
firmly informed that the students’ writing practices varied from one context to
another, corroborating the social perspectives of academic writing in that the
local, immediate, interactive factors had profound influences on L2 writers’
experiences (Bardi, 2015; Belcher, 1994; Casanave, 2002, 2004; Huang, 2010;
Jenkins, 2011). Despite a growing body of studies investigating L2 students’
engagement in different writing tasks, it seems that most of them were
conducted in English-medium universities in Anglophone countries. The
writing contexts of those studies are clearly different from the writing contexts
in Thai-medium universities. There is also another niche in the literature. That
is, it seems that no research has thus far explicated how L2 students in the
disciplines of science, particularly those studying in an EFL context, make use
of different literacy activities in completing their conference paper. The lack
of research on this unexplored writing genre in the field of L2 academic
writing raises the intriguing question of how postgraduate students in the
disciplines of science in a Thai university negotiate the demands of writing
their conference paper in English.
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Given the writing context and a lack of literature on writing a
conference paper in English, this study sets out to delve into how postgraduate
students in the Faculty of Science at a public university in Thailand negotiate
the linguistic demands of writing their conference paper. It is worth noting that
the term ‘negotiate,” as particularly used in this study, is intended to connote
more than an interest in capturing the students’ writing practices during the
writing-up phase. Rather, the term is extended to cover how the students
linguistically prepare themselves, construct their own writing context,
manipulate available linguistic resources and deal with multi-dimensional
engagement in different literacy practices of their scientific community of
practice. The study also enquires into the students’ perceived needs in the
institutional provision with reference to disciplinary writing support. This
study, therefore, formulates the following research questions:

1. How do the students prepare themselves, with the confine of
linguistic resources available in their writing context, to cope with
the perceived demands of writing a conference paper in English?

2. How do the students engage in different academic literacy practices
in writing their conference paper during the writing-up phase?

3. What kinds of writing support do the students perceive as effective
in helping prospective postgraduate students in science disciplines
to complete a conference paper?

Theoretical Framework of the Study

This study is theoretically guided by social perspectives of academic
writing in L2. Casanave (2002), Casanave (2018); Ho (2017), Leki (2006), Li
and Casanave (2008) observe that L2 studies in the past few decades have
shifted away from the perspective of language as autonomous, cognitive
activity to theoretical perspectives of how language learning is embedded in,
constructs and reflects its local and dynamic context, a shift which Trimbur

(1994) refers to as a ‘social turn.” In the premise of research on disciplinary
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writing, researchers following this orientation have postulated that writing is
governed by the conventions of the community where writing is produced, and
that writing involves a process in which writers gradually seek membership
into the target disciplinary community (e.g. Casanave, 1995, 2002, 2018;
Hyland, 2000; Li, 2007; Swales, 1990). Researchers who hold this
perspective, thus, take a more contextualized look at academic literacy and
writing practices used in a given discipline, placing critical emphasis on the
more local, immediate, interactive context of language use and writing (Bardi,
2015; Belcher, 1994; Benesch, 2001; Casanave, 2002). Writing is thus not
regarded as a mere acquisition of sets of skills or shared conventions held by
the experts of the community. Rather, writing is argued to be highly complex,
interactive, situated, and dynamic, charged with tension (Casanave, 2002; Ho,
2017; Jenkins, 2011; Li, 2007). Resonating with this view of writing,
researchers enquire into L2 writers’ experiences with particular interests in
what literacy practices they bring to their writing, and how they negotiate the
demands of writing while they are positioned as novice writers in their
disciplinary community of practice (e.g. Krase, 2007; Li, 2007; Tardy, 2005).
This theoretical orientation of academic writing research aptly
provides a broad theoretical framework for the study. This is because this
study aims to contextualize and gain insights into ‘how’ the students negotiate
the demands of writing their conference paper in their ‘real-life settings.’
Situated in the social perspective of L2 writing, the study does not endeavor to
examine the linguistic and rhetorical features of the completed conference
paper per se. Given this broad theoretical framework, the study further
develops a more elaborate theoretical framework by drawing on the notion of
communities of practices (Lave & Wenger, 1991; Wenger, 998). These
scholars have argued that learning can take place in a ‘community of practice’
by the process, to which they refer as ‘legitimate peripheral participation.” Put
it another way, new members of a given community can gradually gain
knowledge and expertise of the community through their engagement in
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different community activities and interactions with more experienced
members. By applying the notion of legitimate peripheral participation in the
community of practice to this study, science postgraduate students are
regarded as novice scientists and writers. They are therefore considered to be
legitimate peripheral participants of their academic programs and scientific
communities. The students’ experiences in writing their conference paper can
be understood from the ways in which they gradually learn to write from
others, by engaging in different literate activities of their communities, such as
discussing their writing drafts with their research mentors, sharing research
and writing ideas with peers, seeking language assistance from English
teachers, and seeking textual mentorship from the literature in their fields.

Research Methods

Research design

This study adopted an interpretive, qualitative research design to
explore the writing experiences of postgraduate students in the discipline of
science in one university in Thailand. Several researchers (e.g. Casanave,
2002, 2018; Hyland, 2002; Leki, 2007) have advocated that a qualitative-
oriented study is an effective method for gaining an insightful understanding
of how and why people write, for it aims to gather naturally-occurring data
under normal conditions from various sources. In other words, this study
placed a great deal of emphasis on collecting data in ‘their natural setting’ in

order to reflect the real phenomenon of the students’ writing experiences.

Research participants

The participants of this study were Thai students who were working on
their master’s degree in the Faculty of Science at a major university in
Bangkok, Thailand. To recruit the participants, a purposive sampling
procedure was employed using the following criteria. First, the participants
must have completed their first degree in Thailand with the Thai language as a

medium of instruction in their program of studies. Second, the participants
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needed to have experience in writing a conference paper. This was to ensure
that they had experienced most of the conference paper writing process and
then could reflect on their writing practices. There were 21 students who met
the established criteria and volunteered to serve as research participants of this
study.

Research instruments

Two types of research instruments were used in this study: semi-
structured interviews and collaborative conversations. A semi-structured
interview was used as the main instrument for gathering the data due to its
potential to extract rich information based on the participants’ perspectives. It
is therefore a useful tool for investigating the participants’ writing experiences
in depth (DeCapua & Wintergerst, 2005). The other research instrument was
collaborative conversations. In this study, a collaborative conversation refers
to any occasions where the researcher had an informal interview or
conversation with each research participant apart from a more formal, sit-
down, semi-structured interview. A key difference between the collaborative
conversation and the more formal interview, such as the structured or semi-
structured interview, is that the former is more reciprocal because the
researcher and the participant freely engage in sharing their ideas and
information: a give and take exercise between the two parties (Patton, 2002).
This, in turn, helps alleviate the typical hierarchical nature of relationships
between the two parties (Bailey, 1996). With this regards, the researcher can
establish a good rapport with the participants, resulting in his receiving more
in-depth and valid data from the participants.

Prior to collecting the data for the study, both instruments were
examined by three experts specializing in L2 writing teaching and research in
order to ensure high content and construct validity of the instruments. The
instruments were also tried out with five students. Any challenges found
during the tryout were considered and discussed with the three experts in order
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to improve the quality of the instruments before they were implemented in the
main study.

Data collection

To collect the data, the researcher conducted three sessions of semi-
structured interviews with each participant. Each interview lasted between 30-
45 minutes and was carefully audio-recorded. All participants were
interviewed in Thai so that any language barriers and ambiguity during the
interview could be avoided. The first session of the interview focused on how
the participants prepared themselves to write. The second was aimed at
eliciting how the participants wrote and then subsequently revised their drafts,
while the third was conducted in order to provide the participants with
opportunity to reflect on the whole process of their writing as well as express
their needs for writing support.

In order to augment the interview data, this study also used
collaborative conversations to collect more qualitative data from the
participants. The collaborative conversations used in this study included any
informal conversations during the interval between the three semi-structured
interview sessions and after the last interview session. They might be arranged
by the researcher and participants, and they may range from less than ten
minutes up to 20 minutes. Every so often, several collaborative conversations
were not arranged. For instance, the researcher unexpectedly met the
participant on campus, where they then engaged in some conversations. In
these circumstances, the researcher and the participant discussed some issues
surrounding the students’ writing practices. It is important to note that the
conversations were not audio-recorded. Rather, the researcher took notes of
major issues discussed in the conversation after the conversation ended. As
can be seen, two instruments were employed in this study in order to
methodologically triangulate the collected data, resulting in the researcher
receiving rich, in-depth, and valid data for the study.
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Data analysis

All interviews were transcribed and then analyzed recursively. Guided
by the three research questions and the review of relevant L2 writing
literature, the researcher developed coding categories for coding the interview
transcripts. The researcher coded and recoded all interview transcripts in order
to achieve high intra-coder reliability. In addition, another researcher who was
familiar with qualitative research analysis was invited to recode 25 percent of
the interview transcripts in order to ensure inter-coder reliability. Any
segments that were coded differently were discussed and then reanalyzed by
both researchers in order to achieve a consensus. As for the data from the
collaborative conversations, all notes taken were neatly typed. The procedures
of analyzing this kind of data were similar to those of analyzing the interview

transcripts.

Findings

Postgraduate students’ preparation to cope with the perceived

demands of writing a conference paper

Data from the interviews and collaborative conversations revealed that
the students engaged in different academic literacy practices as a way of
preparing themselves to tackle the perceived demands of writing a conference
paper in English. The students under investigation brought to their graduate
studies a variation in learning and personal histories. However, one of the
similarities among them was that none of them had taken any writing courses
specifically geared towards research paper writing. All of them admitted that
they were very concerned about writing a conference paper, particularly when
they embarked on their second year of studies. One student, for example,
elaborated that he was unaware that he was expected to write a conference
paper. Before joining this program, he thought that he would be required to
conduct research and then write a master’s thesis. Yet, when he was in a

second semester, he found that some second year students attended a
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conference, and they were required to write a paper for the conference. As he
noted, “My friends and I were very worried as we realized that our English
was poor. We studied all courses in Thai, so how could we write a paper in
English?” (S3: Interview).

Studying in the linguistically less advantageous context of a Thai-
medium university, most students perceived that they were underprepared to
cope with the potential linguistic challenges of conference paper writing for
two major reasons. First, the educational curricular and settings did not
encourage them to practice and then improve their English because all courses
in their programs of studies were conducted in Thai. A student in biochemistry
noted that “though we read research papers and textbooks in English, we write
all assignments in Thai. We don’t have an opportunity to practice our writing
in English” (S1: Interview). The second reason why the students felt they were
linguistically underprepared was attributed to the fact that they had not learned
how to produce extended pieces of academic writing in English. Several
students mentioned that in their previous English classes, what they wrote was
only a short paragraph. As the students were aware of the demands of paper
writing, coupled with their lack of effective training in academic writing, they
seemed to be more inclined to look for formal learning for mastery of their
writing skills. Most of them mentioned that they had planned to take academic
writing courses, particular the ones offered by the university. This showed that
they viewed language courses as key accessible resources for their linguistic
preparation. However, most students seemed to be disappointed that the
available courses did not focus on academic writing, particularly scientific
writing. As a student in computer science said, “How could I prepare myself
to write a paper while the university does not have such a course? (S7:
Interview). Once the students learned that there was no such course available,
they seemed to shift their attention to other existing courses considered to be
useful for enhancing their English.
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It is important to note that not all students looked for English courses
to improve their English. Some students reported that they were very busy
with their coursework and laboratory experiments. A few students admitted
that they did not like English, so they did not have any motivation to take any
English course. To them, they believed that they could learn how to write by
reading more research articles in English. As a student in biology said:

“I thought that I could improve my English gradually
when time progressed as | read a lot of papers in English.
Unfortunately, when it comes to writing, it is very
difficult. Now, I'm finishing up my conference paper, but
I struggle a lot. It’s not as easy as I thought.” (S8:
Interview)

One of the interesting findings was that even though most students
seemed to be eager to improve their English, a few of them recognized the
availability of other kinds of language support provided by the university.
Most students were unaware that the English Language Teaching Center
(ELTC) offered different kinds of short tutorial courses and workshops on
academic writing and study skills. The Center also offered a variety of self-
study resources, with some books on academic and scientific writing. Only a
few students visited the ELTC for training on academic writing. One student
in biology said that “the training was useful although it was not actually about
scientific writing. At least, | learned how to connect sentences to form a
coherent paragraph. I could later apply this to my writing” (S11: Interview).
Another student expressed how thankful she was to receive language
assistance from the writing tutor at the ELTC. She said that after the tutorial
session, the tutor introduced some good grammar books and academic writing
books to her. This kind of help, as she perceived it, was useful since she could
be “more autonomous in learning and eventually learn how to deal with my

writing problems on my own” (S14: Interview). However, another student
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commented on the way in which the ELTC publicized its activities to
postgraduate students. She said:

“If you’re postgraduate students, you’ll know nothing
about the ELTC. The Center seems to publicize its
activities to undergraduate students. Unfortunately, |
knew what the Center offers when | was in my second
year. | should have sought some writing help from the

Center sooner” (S19: Interview).

Another interesting issue regarding the students’ preparation for their
conference paper writing was about the role of science teachers. All six
students from chemistry said that lecturers from their program were the ones
who encouraged them to improve English. On the induction day, they were
told by the program director that they should take some English courses as
English was important for their graduate studies. The director and other
lecturers in chemistry also put effort in convincing them of the importance of
English, particularly speaking and writing skills. One student elaborated:

“My lecturer said that I should brush up my speaking as I
needed to give a presentation in English in a conference for
sure. Also, | needed to write a conference paper in English.
So, he suggested that I take some English courses, or go to the
ELTC to attend some English training sessions or seek writing
consultations from the tutor there as early and often as

possible.” (S18: Interview)

It can be summarized that the students were aware of their limited
English proficiency and their lack of academic writing experiences. To
prepare themselves to meet the perceived demands of writing their conference
paper, the students put efforts into fostering their linguistic knowledge by
attending English language classes. Unfortunately, they were disappointed that
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the courses on offer did not seem to meet their writing needs. A few students
were fortunate to get to know the ELTC, so they could access available
resources of language support.

Postgraduate students’ engagements in literacy practices in

writing their conference paper

As most of the students seemed to lack adequate academic writing
experiences, they developed different literacy practices as initial preparation
for writing their conference paper. The students reported that it was
fundamental to their preparation to be able to conceptualize the generic
features and readerships of a conference paper in their disciplines. This
awareness led them to develop different practices. First, they consulted
different sources in order to learn about the macro-structure of a conference
paper. Secondly, they appealed to their peers and advisors to clarify certain
aspects of conference paper writing about which they were uncertain.

Despite the fact that none of the students were formally taught about
the macro-structure of a conference paper in their discipline, they reported that
they had had certain rudimentary ideas of it before embarking on the writing-
up stage. They attributed this to their consultation with their thesis advisors
and other senior students in their program of studies. The students also
mentioned that they had learned about the components and structure of a
conference paper through reading several papers published by the same
conference in previous years. For example, one student stated that he “needed
to browse through many conference papers previously published, and then |
knew what the organizing committee expected to see” (S20: Interview).
Another student said that when she found that she needed to submit a
conference paper, not just an abstract, to conference organizing committee,
she was quite confused about the overall structure of the paper. She then asked
some senior students with experience in writing a conference paper for help.
Several students said that they first discussed the overall structure and

170 PASAA PARITAT JOURNAL volume 33(2018)



components of a conference paper with senior students and then asked their
thesis advisor for confirmation. They agreed that their advisors, with many
years of teaching and advising postgraduate students, could best serve as a
source of expected genre knowledge. Many students also mentioned that their
advisors had engaged in several conferences, both as a presenter and a
committee member. Therefore, appealing for clarification from their advisors
would help them affirm what the conference paper should look like. One
student said:

“My advisor knows best in what way I should write the paper
to meet the expectations of the conference committee
members. English teachers may know how to write English,
but they may not have a clear idea what is expected in our
field.” (S21: Interview)

In addition to acquiring the genre knowledge, the students also needed
to rationalize the content of individual sections of a conference paper. They
prepared elaborated written outlines for individual sections prior to writing
their first drafts. This was to ensure that the content of each section was
logically and adequately presented. All students admitted that this outline
preparation was very important because it would help them to make a decision
of what to be included in the paper. One student in applied mathematics said
that a conference paper was based on part of a thesis research project, so one
thesis could be then turned into two to three conference papers. As he noted:

“As I didn’t have experience in writing a conference paper, |
thought that I needed to include everything I did in it. But my
advisor suggested that | present only one part of my research
project. We could not include everything in one short paper.
Putting too much information, as my advisor said, would
make my paper lack a focus. My thesis, as my advisor said,

can be divided into 3 smaller papers.” (S5: Interview).
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The students reported that working with their thesis advisors in
choosing the content for the paper was not without a problem. Oftentimes,
they did not agree with their advisors, but they found it difficult to negotiate
with the advisors. Most students felt that as postgraduate students and novice
researchers, they were placed in a lower status compared to that of their
advisors. One student mentioned:

“When I made an outline of the paper, my advisor didn’t
seem to agree with what to be included in my paper. |
discussed this issue with another senior student, and he told
me that I should follow my advisor’s suggestions. He said
the advisor knew more than me, and as he was my advisor,
| should not disagree with him. | should have a good
relationship with my advisor. Then everything would be
fine.” (S12: Interview)

However, some students seemed to feel more comfortable to negotiate
the content of the paper with their advisors. These students reported that their
advisors encouraged them to do so. One student said that this kind of student-
advisor working relationship was crucial. As she put it, “we need to be
strategic in working with our advisor; we need to know if our advisor wants us
to be independent or to reply more on them” (S7: Interview).

Some students gave an example of a problematic relationship between
advisors and students, resulting in students having difficulty in completing
their conference paper. They commented that success in writing a conference
paper relied not only on the student’s writing ability but also on the advisor-

students working relationship. One student gave an example:

“My friend didn’t agree with his advisor, and he insisted
to include some information that his advisor suggested that
he remove. It seemed that his advisor was unhappy, so she
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didn’t seem to help guide him in writing the paper at a later

stage. My friend suffered a lot.” (S16: Interview).

The students also mentioned the kinds of help they received from their
peers and advisors, which they believed greatly contributed to the completion
of their paper. Students who considered themselves to have a low English
proficiency in particular reported that they relied primarily on feedback from
their peers and advisors. In other words, they perceived that the quality of their
work was primarily determined by the extent to which they received language
support from those surrounding them. One student in computer science said
that a doctoral student in his department, who had some experience studying
abroad, “not only corrected the language mistakes in this paper, but also often
explained why they were incorrect” (S17: Interview). Another student said
that her advisor gave very detailed comments on her draft, and he also rewrote
several paragraphs for her. She further elaborated that she looked at what her
advisor did on her draft, and it could serve as a good writing model for her to
learn from and then follow.

Several students reported that they redrafted their writing for several
times as recommended by their advisor, and they gradually improved their
writing ability. Some students however said that they did not receive much
feedback from their advisors as expected, resulting in their having difficult
time in completing their draft. A student from computer engineering
mentioned that “my advisor just said that I didn’t have to worry much about
writing a conference paper because it was low-stakes, unlike a research paper
in a journal. So he just told me to work on it on my own” (S8: Interview). This
student further said that without language help from his advisor, he felt it was
not fair. He thought that the supervisor should help him with the language in
addition to advising him how to conduct experiments in the laboratory.

Data from collaborative conversations with the students also provided
insightful information about how the students wrote their paper. Even though
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the students had not received any formal training or instruction in writing a
conference paper, they said that they learned how to write by putting
conscious efforts into acquiring writing ability through seeking help from
other members in their immediate community. It can be seen that the data
from the collaborative conversations were in congruence with those from the
interviews. Data from collaborative conversations also further revealed that
the students held the belief that being successful in writing a conference paper
would help prepare them to enter a community of professional scientists in the
future. This is because they viewed that giving a presentation and writing a
paper for a conference were academic activities that all scientists were
expected to engage in.

As can be seen form the findings presented in this section,
postgraduate students in the disciplines of science engaged in different kinds
of academic literacy. To complete their writing task, they employed different
literacy practices to acquire the knowledge of the conference paper genre and
utilized different types of resources, including seeking help and support from
other peers and advisors. The students were also aware of the importance of
the advisor-student working relationship, which could affect the success or

failure of their writing.

Postgraduate students’ perceived needs for writing support

Most of the students reiterated that the university and the Faculty of
Science should provide more appropriate writing support in terms of contents
and course management. Several students mentioned that they wanted to
improve their scientific writing, but the university did not have any courses
specifically geared towards scientific writing. One student said, “Most of the
English courses offered by the university seem to be about general English; 1
think the university needs to consider what postgraduate students really need”
(Student 10: Interview). Although other students were well aware that general
English courses were useful for their communication and future use, they
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expressed their concerns over immediate writing needs and support. One
student who had completed two conference papers mentioned:

“T wrote two conference papers. Some of my friends thought
that I was a successful writer, yet I realize that I’ not. |
struggled a lot. There’re lots of things that I need to learn
more. Yes, | could write two papers, but it took time and the
quality may not be very good. If there is a course focusing on
scientific writing, especially writing an academic paper, it

will certainly help me and other friends.” (S14: Interview)

Another student also mentioned that most of their friends were not
satisfied with the provision of English support by the university as there were
only a few courses available for master’s students. They proposed that the
university should offer more elective English courses, and those courses
should be on scientific English. One student felt that the course he attended

when he was in this first year was not very useful for him:

“I was so excited that there was a course for graduate
students. But | was later disappointed because | was taught,
for example, how to write a narrative essay and read some
news articles about business. Well, the course was interesting
to some extent, but it didn’t meet my immediate needs as a
science postgraduate student. So, I quit after 3 weeks.” (S19:

Interview)

Data from collaborative conversations also revealed that the students
also felt that their program of studies should work collaboratively with the
university to offer English courses relevant to their needs. The students held
strong beliefs that their science lecturers, with years of experiences in teaching
and helping students write a conference paper and other kinds of writing in
English, could serve as useful resources for those responsible for designing
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and delivering English courses. Some students questioned if EAP teachers, not
only the ones at their current university but also those from other universities,
had enough information about what English skills and contents postgraduate
students in science wanted. As they commented, it was not always EAP
teachers’ fault in teaching English that did not meet their immediate needs.
Rather, their programs of studies should clearly identify the students’ needs
and then inform EAP teachers who were responsible for teaching English to
students from a variety of disciplines. Many students said that writing in
science, as they observed, was different from writing in social sciences. With
this regards, EAP teachers - as they reiterated - needed more information from
science lecturers in preparing English courses.

In addition to the required contents of the English course, the students
also expressed their concerns about certain constraints to attend the English
courses, particularly time constraints. Most of them found it very difficult to
attend the class due to their busy schedules. For example, many students from
chemistry said that they needed to work in the laboratory, and their schedules
could be affected by the unsatisfactory lab results. They therefor needed to
repeat the experiment. This incidence was unexpected, resulting in their
inability to leave the laboratory to attend the English class. Some other
students also seemed to face a rather similar time constraint. One student from
biology mentioned that:

“I once wanted to take the English course offered by the
university, but I was afraid that I’d have problems with my
class attendance. Based on my research schedule, | needed to
do some fieldwork every other week. | needed to go to six
provinces to collect samples of wild ants there. This certainly
made me unable to attend the class on a regular basis as the

English teacher required.” (S 6: Interview).
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Some students who could not attend English courses offered by the
university further commented that places available for each course were
limited. For example, a student in physics said that many of his friends wanted
to take the English course, but they could not made it. As he elaborated:

“The course accepted only 30 students, but there were a large
number of students who wanted to take the course. This top-
notch university should, I think, learn how to manage this
kind of thing more effectively. This is our basic need, I’d
say, so they should do their best to provide us with it!” (S1:
Interview).

Several students recommended that the writing course focusing on
scientific writing be offered through blended learning. That is, the course
should be a combination of face-to-face learning in the classroom and online
learning. Through this mode of delivery, they believed that their class
attendance would be made more flexible, and this kind of teaching and
management would be more suitable for postgraduate students. One student
stated:

“I think the university should reconsider the way in which
English courses have been delivered. Don’t forget that
postgraduate students are different from undergraduate
students. Some need to do experiments in the lab for many
consecutive days while others may need to attend some off-
campus workshops or conferences. So, the courses should be
accessed online, too. (S19: Interview)

It is important to note that although many students preferred to study
via blended learning, they did not want to take the course entirely online. Data
from collaborative conversations also revealed that most students looked for

blended learning courses. The major reason was that they felt that face-to-face
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learning in the classroom was still necessary as it could provide them with
more opportunities to discuss learning problems, if any, with course teachers
and other classmates with ease. From their view, online learning was useful in
terms of course management as it could accommodate more students.
However, several students were uncertain to a certain extent if a full online
course was effective. In particular, those who considered themselves having a
low English proficiency were concerned that they would not be able to follow
the lesson without the presence of a course teacher.

As can be seen, data from the interviews with the students, as
triangulated with those from collaborative conversations, yielded useful
information about the students’ needs for English support. The students felt
that the available courses, which tended to focus on general English, did not
meet their immediate needs as postgraduate students in science, particularly
when writing a conference paper in English. To meet their needs, they
recommended that EAP lecturers work collaboratively with science lecturers
in designing and delivering EAP courses. They also suggested that EAP
courses be offered to postgraduate students via blended learning as some
students may find it difficult to attend the face-to-face class.

Discussion

Given the findings, it is apparent that even though the students
enthusiastically sought access to different linguistic resources and support, not
all of them could effectively do so. On one level, it is primarily attributed to
the university’s lack of effective provision of language support to them. On
another level, the students’ access to language support provided by the
university was further constrained by their own tight schedules due to their
academic and research activities required by their program of studies. These
aspects seem to reflect what Haneda (2005), Norton (2001), and Ushioda
(2009) have advocated in that students with high motivation in learning and
improving their L2 may not invest, or may not be successful in their
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investment, in learning L2. It is thus reasonable to conclude that the students
appeared to be underprepared in their abilities to cope with the linguistic
demands of writing their conference paper. This raises an intriguing question
of what practices they then used in completing a conference paper at later
stages as a means to compensate for their limited English proficiency,
especially for their writing ability.

As Swales (2001) has noted, writing at a postgraduate level is not a
straightforward process. It is however more concerned with “new starts and
unexpected adjustments” (p. 52). Casanave (2002, 2004, 2018) and Krase
(2007) have argued that L2 writers who do not understand their academic
communities’ expectations usually approach their literacy activities through
trial and error, an approach found to be common among students at both
undergraduate and postgraduate levels. The findings in this study revealed that
the students put considerable effort into coming to grips with the tacit
academic literacy expectations of the wider scientific community, with
reference to writing a conference paper. They learned how to negotiate the
demands of preparing, writing, and revising a conference paper through their
engagement with other members of their local community of practice, or their
program of studies.

One characteristic of learning in a community of practice is an ability
to gradually understand and produce its set of shared resources, or a ‘shared
repertoire’ (Wenger, 1998). The findings of this study showed that a share
repertoire used by the students in the process of learning how to write a
conference paper included previously published conference papers by other
scientists and their writing drafts with feedback from advisors and peers.
These artifacts are useful because, as Lave and Wenger (1991) and Wenger
(1998) have argued, they “can be reengaged in new situations” (p. 83) and
thus used as shared points of reference for learning. This aspect of literacy
activities supports Casanave’s (1995, 2002, 2018) call for a more meaningful

understanding of L2 writing practices by considering the more local,
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immediate, interactive factors that have influenced individual L2 writers when
they write. To put it another way, the students’ writing practices can be
characterized by their evolving forms of mutual engagement in their
communities of practice (Wenger, 1998). Not only did they gain disciplinary
knowledge, but they also gradually developed writing practices through their
interactions with different people in their academic community. As several
scholars (e.g. Krase, 2007; Li, 2007; Li & Flowerdew, 2007; Tardy, 2005)
have noted, academic writing is socially situated, constructed, and distributed
among members of writers in communities of practice. This perspective of
learning to write is different from the cognitive tradition in that it does not
gloss over the socio-interactional milieu from which writers have developed
certain literacy practices (Hyland, 2003, 2007; Long & Doughty, 2003).

It is worth noting that the students provided insightful information
about their writing support needs. The information mentioned by the students
should be therefore taken into account should the ELTC aims to improve their
services in order to successfully prepare the students to negotiate with the
demands of writing a conference paper. This issue will be further discussed in
more detail in the subsequent section.

Implications of the Study

Based upon the findings of this study, particularly the needs mentioned
by the students, it can be postulated that should EAP teachers want to help
prepare science students to write a conference paper, they should acquaint
themselves with writing and literacy practices expected by the students’
program of studies. A question raised, then, is how EAP teachers can construct
such knowledge where they do not actually engage in literate activities of
those academic programs. A straightforward but seemingly daunting way is
that EAP teachers should conduct more research on discipline-specific writing
in their educational establishment. Another more practical and less demanding
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means is that the teacher should discuss issues of academic literacy practices
in detail with science lecturers and postgraduate students.

This study also argues that EAP teachers should take a new role as
academic brokers or mediators of literacy, the idea proposed by Benesch
(2001) and Curry and Lillis (2004). As an academic broker, an EAP teacher
plays a role in helping the students to conceptualize conference paper writing
practices as socially situated and constructed activities, influenced by their
local, immediate setting of writing. In implementing this concept, EAP
teachers should be able to assist their students not only in mastering linguistic
competence but also in raising their awareness of academic literacy
expectations embedded in their programs of studies.

Another useful idea is that EAP teachers, as academic brokers, may
invite ‘disciplinary insiders’ (Curry & Lillis, 2004), i.e. science lecturers and
postgraduate students with experience in writing conference papers, to visit
their EAP classes. This will offer students an opportunity to discuss with guest
speakers what strategies these more experienced writers employ in dealing
with the writing demands. In addition, as mediators, EAP teachers can also
raise issues surrounding ways in which the invited students improve their
English, use available language support provided by the university, and
negotiate writing assistance with their advisors. By using these activities, these
EAP teachers will adopt a role of the ‘guide by the side’ (Curry & Lillis,
2004). The classes can thus be an ideal forum to encourage students to
critically discuss and recognize the contested nature of conference paper
writing, resulting in their helping students in making smooth transitions from
being less experienced writers to more experienced ones.

Considering the needs for language support, it is important that the
ELTC consider how EAP classes should be best managed. As the students
expressed their concern about the limited number of seats for the existing EAP
classes and their tight schedules as affected by their academic and research
activities, the ELTC may consider offering EAP classes via blended learning
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in which a larger number of students could enroll and the number of face-to-
face contact hours can be reduced.

It can be concluded that this study could contribute to the existing
body of scholarship on academic writing in L2 on several grounds. On the
very local level of pedagogy, findings from this study would help EAP
teachers to better understand science students’ experiences in writing a
conference paper which will be later published in the conference proceedings.
This would assist EAP teachers in planning, preparing and delivering relevant
writing support to meet the students’ expectations. The findings also prompt
those concerned, including EAP teachers, subject teachers, policy makers and
even conference organizing committee members, to reflect on mentoring
practices and support systems available to these novice scientists and writers.

Limitations of the Study

Like other empirical studies, this study has some limitations intrinsic to
the research design and methodology. Firstly, as this study collected the data
only from those who were considered successful writers as they could
complete their conference papers, the findings of this study seem to be
restricted to the perspectives or voices of these successful writers. In reality,
there are other students who may not be successful in writing their conference
paper. Therefore, this study may not provide multiple perspectives of writing
experiences as those that incorporate data from ‘less or unsuccessful’ novice
writers. The second area of limitations concerns the frequency of access to the
research participants. As this study investigated L2 writing in its natural
settings, there appears to be more challenging, compared to research on
academic writing in L2 classrooms, in approaching research participants. As a
result, the researcher of this study could not interview the participant as often
as expected due to the participants’ busy study schedule and other personal
engagements. Had the researcher had more frequent interviews and
collaborative conversations with the participants, he would have gained more
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insightful data for the study. The aforementioned limitations are those other
researchers should be aware of in conducting L2 writing research, particularly
the one to be conducted in a natural setting.

Recommendations for Further Studies

The theoretical and methodological frameworks of this study can serve
as a springboard for further situated explorations of disciplinary writing
practices in natural settings. The following are challenging directions and
recommendations for further studies.

Firstly, replicate studies at the same research site and other academic
settings can yield additional fruitful findings to our understanding of L2
writing, particularly in a linguistically-less advantageous context. Researchers
should take into consideration the areas of limitations, as addressed in the
preceding section, so as to avoid any pitfalls in designing their study. A
worthwhile and more challenging research strategy is to conduct collaborative
research by EAP lecturers and science lecturers. This research collaboration
would provide them with ample opportunities in easily accessing and
recruiting research participants and in conducting more in-depth,
ethnographic-oriented studies. This would result in their gaining a more
comprehensive understanding of students’ writing experiences.

Secondly, as this study placed emphasis only on the ‘voices’ of science
students, more research should be conducted by exploring the voices of other
stakeholders, including science lecturers, EAP lecturers, and science program
directors, with reference to their perceptions of students’ challenges in writing
a conference paper. It is also interesting to listen to ‘voices’ from conference
committee members with reference to perceived writing problems as they
experience when evaluating conference papers submitted to them, particularly
the ones written by postgraduate students, or novice scientists seeking

membership in the wider community of scientists.
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Another fruitful line of inquiry is to focus more on practices and
challenges during the writing and revision processes, particularly when the
students are working on the conference paper with their thesis advisors and
other lab members. As can be seen from the reported findings, the participants
of the study learned, to a large extent, how to write and revise their paper from
their advisors and lab members. The findings to be received from this line of
studies would shed light on how EAP teachers can work in collaboration with
thesis advisors and perhaps, other science students with high English language
proficiency, in providing effective support to science students who need help

with their conference paper writing.
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Abstract

The research on Reading Enhancement: A Case Study of Ban Suan
Patthana College of Technology aimed to (1) study the Thai and English
reading proficiency and achievement of students at Ban Suan Patthana
College of Technology, (2) analyse the relationships between student love of
reading Thai and English and English learning proficiency, (3) study the
effectiveness of reading enhancement activities in the extensive reading
program, and (4) investigate the parental involvement expressed as
observations of parents towards their children’s love of reading basing on the
Buddhist Principle of Four Iddipada (intrinsic motivation) including the fifth
added value of awareness of reading usefulness ( instrumental motivation) in
order to find ways to develop effective reading enhancement activities. The
research samples consisted of 53 students in lower and higher certificate of
vocational education at Ban Suan Patthana College of Technology in the first
semester of Academic Year B.E 2558. Seven students were identified as
reading lovers, 10 as moderately loving readers, and 36 as non-loving readers.
Sixty-one parents involved in the research consisted of 17 parents of students
who regularly submitted their reading reports and 44 parents of students who
irregularly or never did so. The reading materials were printed and digital texts
in Thai or English on a variety of topics to be chosen by the students to read
on their own or with their parents. The research instruments comprised a set
of standardized tests measuring proficiency in Thai and English languages,
which had been tried out and found to be suitable for the student level and
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reliable and wvalid. Structured interviews with parents to study their
observations of their children’s reading were tried out with a group of 10
parents to analyze its assessment qualities. SPSS was used for analysing
parametric data, while the interviewed observational verbal data were
analysed by content analysis.

The study found that the students' reading proficiency in Thai and
English was moderate, and their course achievements in Thai and English
were fair. Their reading proficiency and language achievements in Thai and
English significantly inter-correlated at. 01. In addition, proficiency and
achievement significantly correlated with love of reading at .05. The study
indicated that reading with parental involvement in the extensive reading
program was effective. Parents of students who loved reading and of those
who did not love reading had significantly different observations towards their
children’s reading at .01 in all aspects of Four Iddipada, namely interest,
diligence, conscientiousness, review, including the fifth value of awareness of
reading usefulness, which was added to the Four Iddipada as it represented
external motivation towards reading.

Keywords: Reading enhancement, Reading by rural Thai students, Extensive
reading, Parental reading involvement, Four Iddipada and reading
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Background and Rationale of the Research

The widely accepted fact about Thailand is the low quality of
education as students do not read — write enough at both primary and
secondary levels of education, which are considered the foundation and core
of education in all subjects (Matichon, 2013).

PISA or the Program for International Student Assessment evaluates
students on an international level by the Member States for Economic
Cooperation and Development OECD (Organization for Economic Co-
operation and Development) from 65 countries around the world found that
Thai students ranked 50 the among the 65 countries in their proficiency to
read. (Press release, together with the international student assessment PISA
2012 - 21 projects November 2013 at 19:54 pm. www.matichon.co.th/
news_detail.php?newsid).

Results of ONET Thai and English AY 2014 as reported in ONET
official report on 23™ February, 2016 confirmed the reading level of Thai
students as still unsatisfactory and that reading problem is a national problem.
(http://www.onetresult.niets.or.th/AnnouncementWeb/Login.aspx)

To improve the literacy of Thai students various literacy programs
have been developed for learners. Attempts have been made by both
government and private sectors to solve the low literacy level by enhancement
programs,  especially  extensive reading.  (www.pearsonschool.com/
index.cfm?locator=PSZu68.)

A number of research studies have been made on the impact of
extensive reading on Thai learners. Kirin and Wasanasomsithi (2009) and
Charumanee (2014) reported the use of extensive reading for improving Thai
learners’ literacy. The results were promising and positive. ldea Sharing: The
Use of Read - Share - Act to promote Extensive Reading (Charumanee pp.
183-198).

Extensive Reading and its Potential in Assisting Low-ability EFL
Learners to Increase their Reading Comprehension and Motivation (Wilairat
Kirin, Punchalee Wasanasomsithi [Pages: 51-66]
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Statement of the Problem

The government has declared the year BE 2552-2561 the Decade of
Reading on the national agenda, and on the 2nd day of April every year as the
"Day of Reading.” Strong and steadfast efforts to improve Thai students’
reading, especially in rural areas are seriously needed. (The Office of the
Basic Education Commission. Ministry of Education, www.secondary42.
obec.go.th)

One of the main focuses of the government is reading enhancement to
improve Thai students in their learning and character building. Knowledge
and moral should go hand in hand. Unfortunately, the aims, however, seem
very difficult to reached, especially for Thai students in the rural areas. The
current allocations of reading resource materials still demand support and
interest. As Thai students in the rural area need strong moral, mental, and
financial support from their parents and the school, the parental involvement
model was employed.

Definition of terms

Parental involvement: represented by the parents’ observation of
their children’s Four Iddipada and their awareness of reading usefulness, as
measured by their observations and involvement with their children reading
activities. Parents were encouraged to closely observed and motivate their
children to read and to hand in their reading reports/reports regularly. Parent
roles in helping their children and the school to improve student reading,
knowledge and skill building are crucial in the rural areas where lack of
reading materials abounds. Parents were encouraged by the researchers to
closely observe and stimulate their children to read materials in the extensive
reading program.

The Four Iddipada: love, diligence, interest, conscientiousness
represent intrinsic motivation. For this research the fifth value of awareness of
usefulness represents instrumental motivation (Wongsothorn, BE 2555 —in

Thai) was included. Parents’ involvement in their children’s reading activities
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stemmed from their observation of the reading activities of their children and
their manifested aforementioned five values.

Extensive reading: the out of class reading of a variety of printed and
digital Thai and English texts on a wide range of topics ranging from Jataka
to computer, science and technology, and study skills building, etc. Students
could choose these materials for their reading, depending on their interests or
at their parents’ suggestions if they do not have any preferences.

Language achievement: Thai and English course grades from 1-4.
Language proficiency: Thai language proficiency from 100-item standardized
Thai Language Tests for secondary school (Thai SD)
(http://lwww.ebooksdownloadfree.net/2012/08/6.html) with the total score of
100, was tried out and passed test-item analysis to prove its reliability and
validity ; English language proficiency from Cambridge tests at Mover and
Flyer levels, and scores from the standardized English Language Institute
(ELI) tests.

Love of reading: a variable of parental involvement as their
encouragement of their children to submit their reading reports. The number
of times or frequencies of their submission of their reading reports were
divided into 3 levels as follows:

High level of interest in or love of reading, (15-40 times)
Moderately loving readers, (5-14 times) and

No interest in/not loving readers (0-4 times)

Significance of the Study

Bansuan Patthana College of Technology is a private vocational
institution located in Sri Songkram District, Nakhon Phanom, Thailand.
Almost all students were from farmers’ families and could be considered quite
underprivileged.  The Buddhist precept of Four Iddipada or the Four
Principles of Chanta (Love/Interest), Wiriya (Conscientiousness / Diligence),
Jitta (True Interest, Concentration), and Wimangsa (Review), including the
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fifth added value of Awareness of reading usefulness were studied to find
their relationships with students’ Thai and English language proficiency and
achievement. The Four Iddipada represent intrinsic motivation while the fifth
value of awareness of usefulness represents instrumental motivation
(Wongsothorn, BE 2555 —in Thai). Parents’ involvement in their children’s
reading activities stemmed from their observation of the reading activities of
their children and their manifested aforementioned five values.

The college had been receiving study visits by an American volunteer
through the advice of Fulbright Foundation to teach English communication.

To help improve the reading situation of students in a rural area of Thailand,
this study was conducted to alleviate the lack of R&D on the involvement of
parents, schools, and teachers in enhancing Thai students’ love of reading.
Most importantly, the study was intended to help solve the problem of low
level of reading activities through Extensive reading and parents’

involvement.
Research Objectives
The research aimed to:

(1) study the Thai and English reading proficiency and achievement
of students at Ban Suan Patthana College of Technology,

(2) analyse the relationships between student love of reading Thai and
English and English learning proficiency,

(3) study the effectiveness of reading enhancement activities with
parental involvement in the extensive reading program, and

(4) investigate the parental involvement expressed as observations of
parents towards their children’s love of reading based on the
Buddhist Principle of Four Iddipada (intrinsic motivation),
including the fifth added value of awareness of reading usefulness
(instrumental motivation) in order to find ways to develop
effective reading enhancement activities.
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Research Conceptual Framework

The conceptual framework of this research presents the relationships
among the independent and dependent variables as follows:

(1) Student Thai and English reading achievement and proficiency
depend on student involvement in their reading as manifested by
their love, diligence, concentration, review and awareness of
reading usefulness;

(2) Parental involvement helps to improve students’ proficiency and

achievement.

(3) Different groups of students with different levels of proficiency
and achievement in Thai and English belong to different categories
of readers: reading lovers, moderately loving readers, and non-
loving readers.

Diagram 1 Research Conceptual Framework

Context Extensive reading of

Rural and semi-rural Thai and English

cultures and society Process

P ts of 1
arents of rura Thai and English texts

students

specified by the teachers

Ban S Patth
i Suan Tatthana Thai and English texts

College of Techonology

selected by the students

Teachers and
Love of reading:

administrators

Interest, diligent,

Thai and American . .
attentive, review,

volunteers

recognize values of

reading
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Diagram 2: Independent, Process, and Dependent Variables

Independent Variables

Process Variable

Dependent Variables

(1) Parental involvement
with their children’s
reading interpreted as
their observations of
their children’s love of
reading based on the
Four Iddipada of
interest, diligent,

Extensive Reading

100 Bookilets, texts including

web reading materials
selections
provided/recommended by
the college and chosen by
students

Student English and
Thai language
proficiency and

achievement

attentive, review,
including awareness of
reading value

(2) Parental involvement
interpreted as the number
of times their children
submitted the reading
reports.

Exposure to Thai volunteers who visited the College in order to give
workshops on various topics such as business management, handicraft, pottery
plus visits by American ex-Fulbright volunteer who opened the world view
with Western cultures and values were merely positive background of
learning, not direct influences on student performance due to the short

periods of stays..

Research assumptions: (1) English and Thai languages were skills stemming
from language aptitude and environmental support which were independent
of age or differing level of education, and that (2) the samples were
representatives of rural students in the rural areas of Ban Suan Patthana, Ban
Ka District, Amphoe Si Song Kram for their parents were poor farmers with
the local values of cherishing education close to home for both economic and
spiritual reasons. Their Onet and Vnet scores were used to establish their

representativeness.
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The research samples: 53 lower and higher vocational certificate students at
Ban Suan Patthana College of Technology during the first semester of
academic year 2015 with 7 identified as having high level of interest in or
love of reading, 10 as moderately loving readers, and 36 as having no interest
in/not loving readers. The 61 parents consisted of 17 parents of children who
regularly handed in their reading reports and 44 of children who never or

irregularly handed in their reading reports.

Instruments for collecting quantitative data

(1) The number of times or frequencies of the student submission of their

reading reports

(2) Student Thai course grades (Thai achievement)
(3) Student English course grades (English achievement)
1 for Grade D, 2 for Grade C, 3 for Grade B, and 4 for Grade A

(4) 100-item standardized Thai Language Tests for secondary school (Thai
SD) (Full score of 100)
(http://www.ebooksdownloadfree.net/2012/08/6.html

(5) 200-item 4-choice multiple choice English Standardized Tests (ELI —
English Language Institute) testing Language Use, Structure, Vocabulary,
and Reading,

(6) Cambridge Mover level Reading and Writing test contains six parts with
35 questions

Reading and Writing (30 minutes)

Part 1 Match pictures/words with describing sentences (Copy words)

Part 2 Decide if a picture matches sentences about it (Write yes or no)

Part 3 Choose the right answer to questions (Circle a letter)

Part 4 Choose correct pictures/ words to fill gaps in a short story and the
correct title for the story (Copy words and tick a box)

Part5 Find words in a story to complete sentences (Copy 1, 2 or 3 words)
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Part6 Choose the right words to fill gaps in a short text. Copy words
(http://www.cambridgeenglish.org/images/153312-yle-information-
for-candidates.pdf)

Cambridge Flyer level

The Reading and Writing paper takes 40 minutes and has seven
sections and 50 questions in total. Each part begins with one or two examples.
Children must spell their answers correctly in all parts of the test.

Part 1 has 15 words and 10 definitions. Children write the correct word next
to each definition. Part 1 tests reading short sentences, matching to
words and copying words.

Part 2 has a big picture and seven sentences about the picture. If the sentence
is true, children should write ‘yes’. If the sentence is false, children
should write ‘no’. Part 2 tests reading sentences and writing one-word

anNSWErs.

Part 3 has a short conversation between two people. Everything the first
speaker says is printed on the question paper, with gaps for the second
speaker’s answers. Children decide what the second speaker says,
choosing from a list of options (A to H). Part 3 tests reading a
conversation and choosing correct responses.

Part 4 has a text with some missing words (gaps). The missing words may
be nouns, adjectives or verbs. Next to the text is a box with words in
it. Children decide which word goes in each gap and copy the word in
the gap. In the last question, children choose the best title for the text
from a choice of three possible titles. Part 4 tests reading for specific
information and gist and copying words.

Part5 has a complete story and seven sentences about the story. Each of the
seven sentences has a gap. Children complete the sentences about the
story using one, two, three or four words. Part 5 tests reading a story
and completing sentences.
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Part 6 has a text with some missing words (gaps). For each gap there is a
choice of three possible answers. Children decide which answer is
correct and copy the word into the gap. Part 6 tests reading and
understanding a factual text, simple grammar and copying words.

Part 7 has a text from a letter or diary. There are five gaps in the text.
Children have to write the missing word in each gap. There is no list
of words to choose from. Part 7 tests reading and understanding a
short text and supplying correct words.
(http://www.wow.com/wiki/Cambridge_Young_Learners_English_Tes
ts)

Instruments for collecting qualitative data

(1) Student reading reports of their Extensive reading giving titles of their
selected readings and their self-assessment concerning each reading
selection including their opinions of the selection and their parent
involvement through discussion and reading with their parents, what they
gained from their reading, their problems, their need and want for further
reading. “The reading reports were to be completed by students with their
parental involvement.

(2) The open-ended part of the structured interview allowing parents to
express their observations of their children’s extensive reading, which
contained data and student-parent reading collaboration and their
observations of their children’s reading based on the Four Iddipada plus

the fifth added value of “awareness of usefulness”.

The Likert scales of 1-5 used in the study had 5 scales with 5=most,
highest, 4=much, a lot, 3=moderate, 2=little, and 1=least were used for data

analysis.
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Instrumentation

The quantitative and qualitative research instruments were tried out on
compatible groups of 10 students and their parents. Three BSP teachers with
at least 3-year teaching experience evaluated the structured interview on
correctness, clarity and appropriateness.

The instruments were found to have high reliability (Cronbach Alpha
.87); the succinctness, clarity, rationality, and appropriateness of the
instruments were confirmed. The instruments were found to have face validity
and high content validity (.95>) using the 3 teacher raters’ judgement.
The Extensive Reading Materials

The reading materials in Thai and English consisted of 110 stories,
selections from various texts, Thai Royal Encyclopedia, Jataka, from the
Internet, excerpts, and booklets on a variety of topics ranging from household
equipment to new technology and robotic stories and developments.

Teachers upon discussion with their students provided the reading
materials for students and parents to suit their interest, age, and readiness. In
addition, students could suggest the reading materials to the teachers.

Data Collection

The students chose the texts from the range of books, booklets,
encyclopedia, and texts numbering 100 for their Extensive readings. Students’
Thai and English grades were collected from school records while their
English and Thai proficiency levels were determined by the Cambridge Tests
of English comprising their scores obtained from Cambridge Standardized
Mover and Flyer tests and the American ELI test scores. The subjects’ Thai
proficiency scores were obtained from their Pre and Post test scores provided
by Thai Standardized Proficiency Tests (100-item  Standardized  Thai
Language Tests for secondary school (Thai SD)
(http://www.ebooksdownloadfree.net/2012/08/6.html).

The frequencies of their reading which reflect their interest in /love of

reading were calculated from the number of times of their reading. The

student reports expressed their feelings or attitudes on the pieces they had
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chosen to read. The students were divided into three groups using the

frequencies in handing in the reading reports:

7  identified as having high level of interest in or love of
Reading (15-40 times)

10 as moderately loving readers (5-14 times) and

36 as having no interest in/not loving readers (0-4 times)

Percentages were used as criteria for grouping student Thai and

English proficiency into high, moderate, and low were as follows:

70 > high
40-69=moderate

<39=low

The parent observations measured by the Likert scales of 1-5 used in
the study had 5 scales with 5=most, highest, 4=much, a lot, 3=moderate,

2=little, and 1=least were used for data analysis.

Data Analysis

The research employed both quantitative and qualitative methods of
data analysis. The quantitative data analyses used Pearson Product Moment
Correlation Matrix to find the relationships among effectiveness of reading
through parental involvement as expressed by parents’ observations on their
children’s four Iddipada and awarenss of reading usefulness, F-test (to test the
differences among the 3 groups of readers, namely High Level Readers,
Moderate Readers, and Rarely or None Readers, followed by Post-hoc Scheffe
tests. The t-tests performed were to test the significance of the differences in
parental observations of students who submitted their reading reports and
those who rarely or never submitted their reading reports. The Pearson
Product-Moment Correlation was employed to find the significance
relationships among the variables manifested in the reading reports using the
criteria of succinctness, clarity, rationality, and appropriateness.
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For qualitative analysis, content analysis was used on the students’
reading reports on their Extensive reading, and the open-ended part of the
parent structured interview. The seven criteria for content analysis were
based on parental observation of their children’s Four Iddipada and awareness
of reading usefulness.

Research Results
The research results presented followed the research objectives:
Objective 1: To study the Thai and English reading proficiency and

achievement of students at Ban Suan Patthana College of
Technology

Table 1: The English and Thai proficiency scores obtained from standardized tests
and Thai and English achievement scores or student course grades

Descriptive Statistics
Mean Standard n
Deviation

*Number of times of 7.43 9.704 53
Reading/Frequency
Mover 48.60 8.266 53
Flyer 56.86 9.144 53
ELI 56.30 10.687 40
Thai Score SD 53.03 6.570 36
Thai course grade 2.02 797 45
English course grade 2.40 728 45

*The highest frequency or number of times of submitting the reading reports was 40.

The table illustrated that the average number of times of submission of
reading reports was moderate, that on the average they were moderately
loving readers, that their English proficiency scores and Thai proficiency
scores were moderate, and that their Thai and English course grades were
generally fair.
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Objective 2: To analyse the relationships between student love of reading
Thai and English and English learning proficiency

The research samples divided into three groups: High reading,
Moderate reading, and Rarely or Non reading based on the number of times or
Frequency of their Readings, which were the independent variables. The four
dependent variables were: Cambridge English proficiency: Mover and Flyer
levels, ELI (English Language Institute’s standardized English proficiency
test), and the Standardized Thai proficiency test.

One way analysis of variance was performed to find out whether the
differences in the English and Thai proficiency scores of the 3 groups of
student samples, namely the high reading, the moderate reading, and the rarely
or non reading were significant or not.

Table 2: ANOVA of the English Proficiency Test Scores of the 3 Groups

ANOVA
Sum of
Squares df Mean Sguare E Sia
MOVER Between Groups | 1866.285 4 466.571 15.592 .000
Within Groups 1196.915 40 29.923
Total 3063.200 44
FLYER Between Groups 755.695 4 188.924 2.504 .057
Within Groups 3017.549 40 75.439
Total 3773.244 44
ELI Between Groups 2011.495 4 502.874 7.205 .000
Within Groups 2442.905 35 69.797
Total 4454.400 39
THAISCOR  Between Groups 554.168 4 138.542 4.489 .006
Within Groups 956.804 31 30.865
Total 1510.972 35

**= 01 level of significance *=.05 level of significance
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The differences among the three groups of readers were found

significant at .01 for Mover, ELI, and Thai proficiency tests. The Flyer scores

of the 3 groups of students were not significantly different. This might be due

to the Flyer test characteristics and its level of difficulty which caused the

scores to be non-differentiating. To find the pair differences among the three

groups of readers, posthoc Scheffe analyses were performed on the significant

relationships discovered (see Table 3).

Table 3: Posthoc Scheffe Analysis

Scheffe

Multiple Comparisons

Mean
Difference 95% Confidence Interval
Dependent Variable () GROUP L)) GROUP [{EN)) Std, Error Sig Lower Bound Upper Bound
MOVER High reading group Moderate reading group 8.31 3.544 .074 -.63 17.26
Rarely or non reading
12.58* 2.971 .000 5.08 20.07
group
Moderate reading group  High reading group -8.31 3.544 .074 -17.26 .63
Rarely or non reading
4.26 2.571 .263 -2.22 10.75
group
Rarely or non reading High reading group -12.58* 2.971 .000 -20.07 -5.08
group Moderate reading group -4.26 2.571 .263 -10.75 222
ELI High reading group Moderate reading group 7.86 5.548 377 -6.29 22.00
Rarely or non reading
12.33* 4.500 .033 .86 23.81
group
Moderate reading group High reading group -7.86 5.548 377 -22.00 6.29
Rarely or non reading
4.48 4.229 .576 -6.31 15.26
group
Rarely or non reading High reading group -12.33* 4.500 .033 -23.81 -.86
group Moderate reading group -4.48 4.229 .576 -15.26 6.31
THAISCOR High reading group Moderate reading group 7.83 3.264 .070 -.53 16.20
Rarely or non reading
9.75* 2.580 .003 3.14 16.36
group
Moderate reading group High reading group -7.83 3.264 .070 -16.20 .53
Rarely or non reading
1.92 2.580 .761 -4.70 8.53
group
Rarely or non reading High reading group -9.75* 2.580 .003 -16.36 -3.14
group Moderate reading group -1.92 2.580 .761 -8.53 4.70

" The mean difference is significant at the .05 level.

Post hoc Scheffe test showed the differences of the English proficiency

scores and the Standardized Thai proficiency scores among the 3 groups of

readers as follows:

Significant differences

A191Y
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1. Mover: Between the high reading group with the rarely or non
reading group (1 pair)

2. ELI::Between the high reading group with the rarely or non
reading group (1 pair)

3. Thai Proficiency Score: Between the high reading group with the
rarely or non reading group (1 pair)

Thus, it could be concluded that the more students read, the better they
would score on their English and Thai proficiency tests as the students were
grouped by the number of times they read as reflected by the frequencies of
their handing in their reading reports.

Objective 3: To study the effectiveness of reading enhancement activities

with parental involvement in the extensive reading program

To investigate the differences regarding their children’s Four Iddidapa

and awareness of reading usefulness of the 2 groups of parents: of Children

who loved reading, and of Children who rarely or never submit their reading
reports, t tests were performed.

Table 4: t-Tests on the two groups of parents on their children’s Four Iddipada and
awareness of reading usefulness

t Sig. Mean Lower | Upper
daf | (2- Difference
tailed)

Love/True Interest 27.966 | 60 | **.000 | 3.262 3.03 3.50
Conscientiousness/Diligence | 30.815 | 60 | **.000 | 2.967 2.77 3.16
Perseverance/Concentration | 26.597 | 60 | **.000 | 3.115 2.88 3.35
Review 21.940 | 60 | **.000 | 3.033 2.76 331
Awareness of usefulness 27.763 | 60 | **.000 | 3.623 3.36 3.88
Total 32.482 | 60 | **.000 | 16.164 15.17 | 17.16

The t-tests between the two groups of parents: of the students who
regularly submitted their reading reports, and of the students who rarely or
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never submitted their reading reports, showed that the observations of their
children’s five values were significantly different at .01.

Objective 4: To investigate the parental involvement expressed as
observations of parents towards their children’s love of reading basing on
the Four Buddhist Principles of Four Iddipada including the fifth added
value of awareness of reading usefulness in order to find ways to develop
reading enhancement activities.

To further analyze the relationships among parental observations of
their children’s Four Iddipada and awareness of reading usefulness, their Thai
and English language proficiency, and Thai and English course grades,
Pearson Product-Moment correlation was performed and presented in Table 5.

Table 5: The relationships among parental observations concerning their children’s
Four Iddipada and awareness of reading usefulness, their Thai and English language
proficiency, and their Thai and English course grades

Correlations

MOVER | FLYER | ELI THAISCOR | THAIGRD | ENGGRD

Pearson

INTEREST Correlation 0.232 -0.082 | 0.289 | 0.309 0.378* 0.153
Sig. (2-tailed) | 0.218 0.667 0.152 | 0.124 0.039 0.419
Covariance 1.253 -0.448 | 2.326 1.240 0.190 0.075
N 30.000 | 30.000 | 26.000 | 26.000 30.000 30.000
Pearson

DILIGENT Correlation 0.173 -0.063 | 0.033 | 0.292 0.299 0.036
Sig. (2-tailed) | 0.362 0.742 0.873 | 0.148 0.109 0.851
Covariance 1.075 -0.397 | 0.292 | 1.280 0.172 0.020
N 30.000 | 30.000 | 26.000 | 26.000 30.000 30.000
Pearson

ATTENTIV | Correlation 0.587** | 0.448* | 0.217 0.468* 0.497** 0.438*
Sig. (2-tailed) | 0.001 0.013 0.287 | 0.016 0.005 0.015
Covariance 3.069 2.379 1.662 | 1.720 0.241 0.207
N 30.000 | 30.000 | 26.000 | 26.000 30.000 30.000
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Pearson

REVIEW Correlation 0.448* | 0.174 0.113 | 0.298 0.434* 0.364*
Sig. (2-tailed) | 0.013 0.357 0.582 | 0.139 0.017 0.048
Covariance 2.845 1.121 1.077 | 1.440 0.255 0.209
N 30.000 | 30.000 | 26.000 | 26.000 30.000 30.000
Pearson

AWARENES | Correlation 0.385* | 0.326 0.185 | 0.419* 0.436* 0.333
Sig. (2-tailed) | 0.035 0.079 0.366 | 0.033 0.016 0.073
Covariance 3.218 2.759 2.237 | 2.560 0.338 0.251
N 30.000 | 30.000 | 26.000 | 26.000 30.000 30.000
Pearson

SUM Correlation 0.520** | 0.242 0.232 | 0.509** 0.585** 0.383*
Sig. (2-tailed) | 0.003 0.197 0.254 | 0.008 0.001 0.037
Covariance 11.460 5.414 7.594 8.240 1.197 0.761
N 30.000 | 30.000 | 26.000 | 26.000 30.000 30.000

* Correlation is significant at the 0.05 level (2-tailed).

** Correlation is significant at the 0.01 level (2-tailed).

The correlations between the independent variables of parental

observations and the dependent variables of students’ Thai and English

language proficiency and achievement (course grades) were presented in ranks

of significance as follows:

1)

)

©)

Parental total observation (3 pairs of >.0llevel of statistical
significance and 1 pair of >.05 level of statistical significance)

> .01 Sum with English proficiency: Mover, Thai proficiency and
Thai course grade

>.05 Sum with their achievement or course grade (ENGGRAD)
Attentiveness (2pairs of >.01 significance, and 3 pairs of >.05
significance)

>.01 Attentiveness with Mover and Thai course grade

>.05 Attentiveness with Flyer, Thai SD score, and English course
grade

Review (3 pairs of >.05 significance)

>.05 Review with Mover, Thai course grade, and English course
grade
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(4) Awareness of usefulness (3 pairs of >.05 significance)
>.05 Awareness with Mover, Thai language proficiency, and Thai
course grade

(5) Interest (1 pair of >.05 significance)
>.05 Interest with Thai achievement or Thai course grade

Interestingly, parental observations of their children’s diligence were
not correlated with any language proficiency or language achievement
variables. This might imply that parents either found that their children lacked
diligence or that diligence was not a significant factor of language proficiency
or achievement. Parents seemed to give high values for Attentiveness,
Review, and Awareness of reading usefulness while Interest and Diligence
were lacking in their children.

The results led to the conclusion that reading enhancement by parental
involvement with their children’s reading through parental observation and
encouragement proved effective with Thai rural students. As independent
variables the sum scores of parental observation of their children’s Iddipada
and awareness of reading usefulness were highly correlated with English and
Thai language proficiency and significantly with their English course grades.

It could be concluded that the parental involvement with their
children’s reading through their observations of their children’s Four Iddipada
and awareness of reading usefulness or the principles of success highly
correlated with reading enhancement, that their children realized most
significantly the usefulness of reading, however, parents felt that their
involvement in the reading enhancement program was inadequate as expressed
in the open-ended part of the structured interviews.

The open-ended part of the reading reports clearly manifested that the
students with high frequency of handing in the reports were better writer than
those who irregularly or rarely handing in their reading reports. The high
frequency and the moderate frequency were rather similar in their reports
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expressing the positive attitudes about the texts they chose. Few expressed
their doubt about the contents, especially the English texts they chose to read.

Conclusions and Recommendations

Results of the research could lead to the conclusions that the Ban Suan
Patthana College of Technology students in the sample group had moderate to
fair ability in their language use, that their language proficiency and
achievement in the Thai language and the English language were significantly
correlated at .01.

Furthermore, their achievements in Thai and English were about equal
as reflected in their semester grades; their average achievement in Thai was
2.02 while their average English achievement was 2.40.

Their English and Thai achievement and proficiency significantly
correlated with their true love of/ interest in reading at .01. The reading
enhancement activities through the extensive reading program using selected
readers with parental involvement significantly correlated with their Thai and
English proficiency and achievement at .01. This led to the conclusion that
the more they read; the better would be their language use.

Regarding parental observations of their children’s Four Iddipada or
the four principles of success, the parents of those who regularly submitted
their reading reports had significantly better attitudes than parents of the
students who rarely or never submitted their reading reports. The difference
was significant at .01.

As parental observations of their children’s Four Iddipada, indicators
of intrinsic motivation and their awareness of reading usefulness, indicator of
instrumental motivation, are significantly related to achievement and
proficiency of the Ban Suan Patthana College of Technology students,
teachers and parents should enhance their children’s Iddipada and awareness
of reading usefulness to improve their reading by upholding these five
principles of success. Reading is important as it paves the way to learning
success, improvement of intellect, and solutions to learning problems. The
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cognitive and affective domains would be enhanced hand in hand. According
the report on the results of PISA 2015 confirmed that Thailand is in crisis.
The average reading score of 15-year old Thai students numbering 8,249 from
273 schools was only 409, below the previous years, and is on the decreasing
trend  (www.siamzone.com/board/view.php?sid=4223982 and  pisathailand.

ipst.ac.th 9 December, B.E. 2559). Urgent measures should be taken to
enhance true love of and interest in reading. Diligence, concentration,
conscientiousness, perseverance should be emphasized, not only the already
realized awareness of reading usefulness.

Recommendations

The teaching and learning of Thai and English should have a wide
variety of management and inputs to suit the students’ readiness, maturity, and
interest. Teachers, parents, Thai and American volunteers, and the community
should join hands in acquiring appropriate materials and media for the
students.

To motivate students to love reading by parental involvement may be
one of the effective ways of stimulating the interest in reading. The various
media, printed or digital, location of reading-- at home, in the school library or
at leisure in one’s living room, with emphasis on usefulness, and love of or
true interest in reading with parental involvement in strengthening their
realization of Four Iddipada or the four principles of success are useful to
develop student cognitive development as well as their positive attitudes
towards reading and learning in general.

Further research on the available media for the learners in the rural
areas should be conducted to find out which type of media—multimedia, oral-
aural, visual media, can effectively enhance Thai student reading competency.
Long-term or longitudinal research should be conducted to find out the true
factors of reading success.

Studies on the effectiveness of extensive reading involving reading
texts for pleasure or enjoyment and for academic reasons or for developing
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reading skills should be made. Comparative investigation of the effectiveness
of extensive reading vis a vis intensive reading may be challenging and
shedding lights on developing various types of reading programs for varying
groups of learners.
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Literature Instruction Based on a Reader-Response Approach
to Enhance Analytical Thinking Skills of English Major
Students, Chiang Mai Rajabhat University

Lalida Wiboonwachara

Faculty of Humanities and Social Sciences, Chiang Mai Rajabhat University

Abstract

The purposes of this classroom research were to develop students’
analytical thinking skills and to examine the opinions of students towards
literature instruction based on a Reader-Response approach in the Introduction
to English Literature course. The sample was 59 second-year English major
students. The research instruments were 1) lesson plans for the Introduction to
English Literature course, 2) a 25-item test on the analytical thinking skills
taken from 501 Critical Reading Questions by the Learning Express Skill
Builder in Focus Writing Team, and 3) a five-scale opinion questionnaire used
for exploring the students’ opinion on the literature instruction based on a
Reader-Response approach in the Introduction to English Literature course.
The research procedure comprised collecting information on the students’
improvement on analytical thinking skills and opinions towards literature
instruction based on a Reader-Response approach. The data obtained were
analyzed for percentage, mean, standard deviation, and a mean difference
using a t-test. The findings of this research were that the students’ analytical
thinking skills were higher after they had participated in the literature
instruction course based on a Reader-Response approach at 0.05 level of
significance, and that the students’ opinions towards implementing literature
instruction based on the Reader-Response approach was at the highest level
(X=4.55).

Keywords: critical thinking skills, teaching reading, Reader-Response
Approach, teaching literature
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Approaches in Integrating Digital Technologies
in Language Teaching

Chaiwat Kaewpanngam

Faculty of Education, Silpakorn University
Abstract

The main purposes of this article are to discuss key approaches in
integrating digital technologies in language teaching and learning, and to
discuss why it is essential for language teachers to apply more technologies in
the classroom. Key principles such as the Five W’s and an H, and Technological
Pedagogical Content Knowledge (TPACK) are examined. In addition,
guidelines for choosing apps for the language classroom are also proposed.
This article also provides examples of integrating technologies in language

teaching.

Keywords: digital technologies, language teaching and learning, Technological
Pedagogical Content Knowledge (TPACK), apps for language
teaching and learning
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¥ L4 e L2 a L2 d‘
AanuiTmtnamalulaglunisinnisiseunisaouniwsinguilasuwas
W sfianudduiegiaauntsdinguseadinnuiuazidilavannsidfeglunisly
waluladiilenisiieunsasun1wingnaes Stanley (2013) louugiwannisitddsy
Fengnaouazanusatllusuldlade 9 lunisysannismealuladiiieldlunisiseu
AsaeUNTSINgY Ineiu 6 Usznis fe g The Five W’s and an H Tnendu
° | d' v ) Y 1% v a A =
maude q Nagdaeudulnginastestulilunisldmaluladiiionsiseunisasy
A1 Feusznaulumeaundfgyae
1. Why use the technology? Asiasuunauldinalulaglunisasuniwilay
L dendenusnduiasdeddimaluladass  wield denld wsiziiuin
VGHE
2. Who is the technology best for? malulagiidonldtuianumunyeau
fundueneuazseiumwvesiiseuln IneAlnUssaumsaiuasiiugu
a 2/ a ¥ I o w
nsiseuimanalulagvesioududdgy
3. What is the technology best used for? wialulagyiaenlauuiaim
wangaunitnalulagous vy luduvesnnuaenndesiuinguisasinig
Souinanwimvualy
4. Where should it be used? n1sArdsdamalulagnazinluldluaniunisal
! i ¢ & % ~ = = =
#1197 Taaunsaiwuull astdvalulaguuuladasimnganiian Fesuly

D9N1USMTIANTIUTULS sunazdmalulag iUl
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5. When should the technology be used? n1sAilsdetnaanfiviunsa
TumsldmalulaglunisasulaeinUseloyadan 1y ¥398u 99nane w3
Psigvesnisdanisdsunsasuluudazads sauludediananlalung
FansiSounisasuvesmdngasiinunzas naluladaisiiunuimlunig
atduayy wazduaduliinisldnwanniunuinguszasdusssnein Taly
HuiiteshanssuiaTundim

6. How should the technology be used? Usmﬁuﬁmamqumﬂﬂdwmﬁ
Wwalulad uadssaudanisldnalulageddlslmiunsatvayunisieou

nsaeunwIliRnan Jslnuiagyilvidusednsamgegalunisimalulad

v
Ul
What ? Where ?
Who? When ?
Using
Why ? Technology How ?
) in Language )
Classroom

Wil 5 Principled Approach in Using Technology in the Language Classroom (Stanley,
2013)

Stanley lanaali3meued The Five W’s and an H tdutlungufjndnves
= v a A o a o a o o A °o & o
nsiaenldinalulagiienisinnisiseus laeimlavanfeanudusalunisdnnig
a yd‘ ¥ = ¥ dd‘ L Y a 14 1
SeusnagHaeuansadenldmalulagnneulandiudiseulaegagagn (Stanley,
2013) Fslunsuszgndldnguiingasuniwdinguynviiuaiunsaiazadindu
m131993e0u checklist [OABUAIDINTY 6 ADINTIAU UATATITFOUAULDINOU
nsidenldmalulagiuni1sinnIsiseunIsaaUNIYI8INg Uy (Al-Mahroogi &
Troudi, 2014)
! I3 A o 1Y c{' v i =

agulsiny Jagvndnnulauinigavesnsldmalulaglunisiseunisasu

Awsanguiy dnliindudgmivssnisldmalulad wiiadunisldmalulagoeng

ldgnasaiuingusvasAaveansianisiseunisasy gaeuunaulinnudifgyiuns
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TdwmalulaguinniningussasAnazilonvenisiseunisasu e qiilandndiday

a

nanveanisldimalulagdudenisifenldinaluladnaennfesuazativayuiu
TagUsrasdlunisaeulduiniian aziu Jsdndufivdesdinisiansainisidenld
walulagliaenndosiuingUszasd ieliuszauanudnsauniignludunisnng

AUNITADU

nsuaunaiuauidrumaluladfunszuaunisiauazifontlunisaoy
AMWNDINEAIUNTBUNUNA (Technology Pedagogical Content Knowledge:
TPACK)

nsidenldimalulaglaemiain 6 Usens As Why, Who, What, Where,
When and How duifuvdniiugrudesiuresnmsidenldinaluladifienisdans
Seunisaou seinsidenidinaluladfianusnduiiiedecaonndosiuuuinauay
'3'§msﬁﬁwf-ﬁ’ayummi%’@miﬁaumiaaummé’aﬂqwﬁ]uﬁﬂwé’ﬂﬁﬁﬁzﬁqm

Technological Pedagogical Content Knowledge %38 TPACK Model an
Wamnlae Misha and Koehler  (Koehler, 2016) ZswmunsesontuuInain
Pedagogical Content Knowledge 38 PCK Ing Shuman %ﬂiﬁmmﬁﬁﬁﬁyﬁummi
Tunsaou JULUY wuvmanssuawiailunsaouiiansautudonianizanzas
91Nty Misha wa Koehler ausliiimafinmeluladifiensSounisaoudnluiu
Twail WesmnuualdunisSeunsaeniivasuudasly  sudavaluladay q &
U‘V]U’mqamﬂ‘éﬁﬂumiﬁwmiaau Taa PCK amundy TPCK (Technological
Pedagogical Content Knowledge) Waz#oiu1 Thomson Wag Misha (Thomson &
Misha, 2008) laauslisania TPACK %aaamﬂé’aqﬁ'ummvimaaaﬁiaﬂummmw
ﬂﬂimmiﬁ%amﬁaLi’hé”mﬁmi‘]u Total Package wosnsldiiown nsaou uay

waluladlunsseunisaau
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TRACK [Technological Pedagogicgl Content

Knowledge), 2008

PCK, (Technological
Pedagogicl Content
Knowledge), 2006

PCK (Pedagocal
Content Knowledge),
1986

Al 6 Wamnnsvomgul] TPACK

TPACK finquszasdndndo nsilawiilringdasuaninsaysannsdenld
uazndndeuinnssumamelulad ileliflanuaenadesiufunannginisaeu uay
Lﬁawﬁmﬁaau (Koehler, 2016; Lu, 2016, Mishra & Koehler, 2006) TPACK L@
Tudsnnuduiusiiddyueesisznau 3 dulng Afmnuduiusiu 7 Usenis
anulanafiddnyfe

1. Content Knowledge (CK) f9 @13 mmiﬁﬁamawﬁﬂizﬂauﬁﬁmﬁgwm
flagliiiFouanansodearsmaniwildalag 339un1w wazetaunw

(verbal and non-verbal language) lngajiaaufaitauiogatiogny

wé’ﬂqmﬁizwmsﬁﬂmﬁmumaﬂ”i

2. Pedagogical Knowledge (PK) A A1u3aunszutuviFinIsaey vuned

AsffaeuiisianagnsuagislumsinnisSeuiiivannuats uaziinsilnsuny

LuIMansieunsasun wLle IR S sufmunanssausysfunule

DEMLNTAY

3. Technological Knowledge (TK) A a11u3 Tunisldmalulageng 9 1u

TUsunsy Microsoft  tugnu vidardlauasiianisléaureniasiiona

waluladsing 9 18 Projector, Visualizer, Interactive Whiteboard lag

AsHaeue1lileInglunsaeuvseTowadlamiunsasuuntn

Y o A & W = = Y Yy = v Lo
ﬂ']']lliiusl]aﬁ/l 1-3 ﬂaLUUWﬂU%Lﬂﬂ?%iaﬂjqﬂ\lgLﬂwqgﬂflusﬁﬂﬂﬁlﬂLWEJQW@SLUﬂ'ﬁ

YSuldinenisdnnisiseunisasuniuse@niain insizaziuagiaouis
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Sududesysannisanudiudu 1 disdu Seuludsde 4-6 fe PCK, TCK
hae TPK

Pedagogical Content Knowledge (PCK) @@ mmﬂuﬂﬁzmuﬁﬁﬂmi
Aoun1w JULUU wamamsaeuiuingauiuiilonianigianzaiu 4 Tng
aunsausuliivaialunsFounsaoulimnsautusnvuzveadonmiy 4

a d'

ekl SeuaInsadeansmen Wl FaRanssunmnziuLwInInITaey

De e

WUUHA® Communicative Teaching Approach LUun1sHeLaze1uaINn
oNa13959 Hnadneuselon wagldfanssu Role Play/Information Gap Tu
nsinA Wuiu

Technological Content Knowledge (TCK) fia A31u3 Avadilanisly
weluladfinarnnaisuraulowasimunzauiunisaeuioninientv
AN 9 wazanunsafinnsaniunalulaBansaumnelafidaeli

=

Assulaanusluilemmuingusvasdnlonld lnevunesiudsnnudilaly

Y Y a o v =

nsttinalulagiielidisouladilatiednusssuvesnmungissuddedinu
2EMAIY
Y
Technological Pedagogical Knowledge (TPK) ﬁamm§ AU
a v a a v oA a a
nsaeukaznIssBusamsanvzdsuiUaduls Wewmalulagasaunan
TagunUadly saufeanu wadadsnislunisasuniwitduaiunsa
wWasunlaslumunuaiunsn wietadinng o veunaluladansauman
Talunnsissunisaay %qmﬁ]L‘T]uqﬂaiiﬁﬂﬁ’lﬁmlumsaauﬁwﬁaauh@ﬁam
a | v a ° 19 a = | Y] & al
AMINITADUDENUYDZY a1aviliaeulin vseaouldlinuingussasnd
AMUUALY
Technological Pedagogical Content Knowledge (TPACK) f®
N19Y381N13 (interaction and incorporation) mmi AN NN
msuaunaulunsigasuinnssumalulad AuiSaeu tWeun Tunisesnwuy
a v 1 % @ dl’ % 6 o (% cl'
nsiseuegvaenaned wazldussuy JausenaulumessdUsenaudidni
FUNUSAUAD LY (Content: CK), 5@ou (Pedagogy: PK) wazimalulad
(Technology: TK) #lanansavinbvigiseuiivinue dausaudilaniuniw

o =
LLASIRUUTITUNLIYU
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Content Pedagogical \
I,’ Knowledge \
F (CK) (PK) \

Technological
Pedagogical
Content

LGTNN L Technological
Pedagogical
Knowledge
\ (TPK) j
- ———

~

AW 7 ANuduTusLarn1sYsNINIIAIlIAe TPACK (Koehler, 2016)

ilaziiuldinanudiamnzluwiazauiusenin CK, PK, TK wazauind
dnwaryINTIINduznulanaus PCK, TCK, TPK, uag TPACK aztiu TPACK
Fadunmsysannsanug anudila uagvinye Maudndismeiuienisiseunts

dldd a a dla' lﬂl o w 14 1

dounfduseansnm Inedidandday town

Usznsuan fe Anuiluiilomansy wwifn ndnns i uanARfves
Toyare 1 MziSeuissamiouiiasaenenluaiseuldegadiuseavsam

Usen157889 A AU AIUAINNTOLASTINYEYRINITEIENBNAIUTAIY
& = @ a Y = a vy a 1%
e suwdimsiarauseidiunalunisdnnisiieunisaeu Nanunsaligiseuiaingg
Aanudnlaluilloniiy 9 muanumuigauiundngasn1sfnunlaninuaenly
InfugiSeuegreiiussd@nsnmnazneliiinUsyansnagianvosfiiou wazdewing
watue1aientainitn1saey walianisaeusig q Ngaeuaziiunyssendlyli
WA AueMUaLELTEUMNNANINWINSBNNSIS B

Usgmisiiany Ae anuanansalunisldusglevdannmaluladansauna
< = A Ao w ! v v ad o & 1 ova
Juesesdlend iy Tauiuiuisnisasuy TunsdnaueilieniderSou

Y = Ao Y a a R~ o

ns¥ansiseuaeuninsUszendlinseunwifniiune duindunisaduayu

WUINNNTIANTSHUADUNIAMAIN LHI1ZNITIANISITEUNTHBUAUNTOULUIAAT

A ) & v Aa v Y | @
wnaliiesnisuiuyselevianmsldmalulagiiuadelunisaou widiasaungqy
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uarilsfenunmlumsdamiouideniarssresnisaou uaznndenldisnisaon
THasnadearumaluladifieliiAnusslovigeandefioudnday dwiunis
Uszgndldnsouuundnfiunalunsdanisdouniudinguiu gideulddnauslily
dvesiegaunumsieunsaouiinsussgndldanmguindnitidneiu lagas

Usngegludruvnevesunaiuil

w9 lun1saen Lo NWALATULNENITIALTIUNTTHDUA TN BING
WBNINNGWE The Five W’s and an H Uagnguin 1 sHaunaIuaI1uin
waluladdunszuiuriatiasilonilun1sasuniyisanguniunsauiunang
Usglevisonisidimalulaglunisdnnisnisiieunisaeu Asaau1wI8INgEaIse
= a o A & o o = I
@onuoundaduietluirislunisdanisitounisaoulutuiounivivewnu Ing
TutlagduenniazyJrasinlugailnidnigly smartphones uag tablet technologies
agunInane Usznauiuuleuisvesisuialvenduaiuliinislddumesidaie
N139nN15ANYY Apps 19 9 Feldgnitauiduiiielineuiuneni1usfean1sves
Y a & ' d‘ 1Y & Y]
Auslaanslulssmalazsnsseina laglanie Apps Mignimuiduaniynyulan
Weldlunisfinwvislunasueniienseu Jaeudelinnudnlued1s8efiazdad
£ = d' |
nann1slun1siden Apps MusNzaN L
) s = val v Yy a Y o & v
1. degusvasanisiSeuindesnsiigiseulaimuiiaziiiomeylsing
EiSeusaatila
2. Apps Ndenlddiunumseriseuaensls
3. MslY Apps wnzauduudazsalun1sinn1sseunIsaou
4. Apps fdenuntuIzyIgatiuayy waznsequauaulavesiseule
a =) ! 1
el egsls
5. Apps Mdonunld agahedsuidemuanilalunisiseunisasulanin
Howiiesla ognsls
Lee waz Cherner (2015) Tawmutuwivislunisiden Apps [on1si58uUNs
@0U 130 Instructional Apps IAgRIUNITATIVADUAIUNLINTI AUYNABIVBINT
WauLAIeedle wagn1snsivaeulaedidedIvgyvatediy Meil lauwdanueilunis
RSNz auTes Apps oonilu 3 tnamilug Lagdn 24 tnauvides o lnaus

=

aznaIlgaINalun1TInTeAuYe 5-point Likert Scale lnaiisngazidannd1Agy Ao
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1. Instruction A MTluULNVBINITABUAUBWINGUITEAIALUNITIANTT
S8U3 waMIHALYTINYEN19ANUAR
1.1 Rigor
ananTRUsENTUINgaveInIsidon App Lileltlunisounisaeu Ao A
dutureadomiBn g lasanlumstanarualunedldlusunsuo
1.2 21% Century skills
fnuautand AylunseiounnundealifufiFoudmiunisianly
Anssudl 21 nenmieannnsimuIinuEn1an Fnueddydmiuanissed 21
U Wnwen1suAday (problem-solving  skills)  finwgn1svituduiiuuasnis
deansiuliiousauiiy (collaboration  skil)  vinwzlunisltinaluladldeded
UsAn5an (technology  skill) LLazmmifuazﬁﬂwﬁﬁﬁzpﬂumiL‘fJuwaLﬁaﬂaﬂ
(slobal citizen skill)
1.3 Connections to future learning
flafdu Aanssy uanidenidunisndouaumdeulitudidoulunsia
Tuewian lafldutiuudidondldannsailuvszgndldldluaounisaiaidlunisly
A uAInUsEdTu
1.4 Value of errors
App  adfuayuligldnuseuiandeiianainvesnuiaslunisyiianssud
Aatu uarldfuvszaunsaiuazniadoudaindefianantu 9 lnsnislideya
foundueensainaassdiiienswamn (Constructive Feedback and Individualized
Instructions) WilelsifiSeuannsniyaudsuazgrseuvosmutadunisiaunniu uay
ATIRERUANHAIMTVeIRULA
1.5 Feedback to teacher
Tusunsunsiinnuiifduanuseliteyadounduvesyoulusingld Tns
ansalvingnsrsaeuuazinniuaiuivivesdifouls wazarunsaidenles
gruteyavesiSouudazausuiuudiddlusingiaou Saasdunistiefaoudy
oghann nmsdeyaiildduinusulilunisianiadounisaeuluieniousoly
1.6 Level of learning material

szRuveilon de fanssuuazin Ty iunquuerisey

256 PASAA PARITAT JOURNAL volume 33(2018)



1.7 Cooperative learning
rpp  MidendeadalonaligidouldFeusnuinfusuioudausuls
ansasiAanssugvienanssungusine 9 deagsilvigiFeutiefuseuiuagilndy
Finwenaneildedsaynaunuundedy
1.8 Accommodation of individual differences
App ﬁﬁiﬁmmﬁwﬁmﬁumwwmmmasuaqsﬁﬁau L UAIINLANFNUDITEAU
M09 AUBanAslusukseslalunisiseus viruai Tuusssu wazguwuuly

L=} Y & v
n13aeug Wuau

2. Design snumntiniinistdauues App fatvauulinisseusilulieds
d‘ IS5 a a
VI hAzUUITANSNINGER
2.1 Ability to save progress
anusaduiinmsldnuasiagals Inglidndudossunisldnulnddussiu
S A vew | a wa v & Y 9] &
nnassdnldny Heweulewseiansldnuasiagadiiunisidauluasiely
2.2 Platform integration
anunsadenlasiuszuudu wazansanustuiuszuumaluladeais o lalu
a ) | a ' M U e A a s & & A A
nanfeiy 1wy @ausalaauuueiesnidnilos aouimesLiiuan nieiln
Tuduled anuanunsalunsitenlesiusyuusne q 4 agdaevilrnisidanuaes App
JUsEaAnEN BNTISINEANAYAINLARSEY LavRdoulduinauy

2.3 Screen design

4 a =) ! IS 1 [
NN50BNLUUVUIID NIINNA LAY LATATNAY i 1N1500NLUUDYNLUU

'
o w oA o a

szuu meau iuesddszneuddniivinligGouayniunisldanu uazanusoiii
nwgnenwla
2.4 Ease of use
User-friendly vi3adesianisldau ladudeuawinlvgldliosnidalulda
dewnidenamanstunouniarannsaldonld
2.5 Navigation
fimnna vizetunoulunsld App lududou vligFounsuldiasdegu

m3intunauly uagzndulguyman visewydesdu 4 lalagde
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2.6 Goal orientation
Hom wazRansusing 4 Fosaenndestuiuinguszasdlumsdnniadeus
uazgUiuvreInslFudesaenndesiuiuinguszasduanisldniulddsl sl
VIANGAT NI0UNSEY
2.7 Information presentation

[ '
¥ A ]

Poyariovmninaweiiilalade Fislunsiiauenseuielidudou vivla

ey

SeuldiEninisfinuteyasn app vilden
2.8 Media integration
App TRagdasaenndestunislidnuiludinusedriu Tnefinsuaunaude
sneq WlidReiuldedreinsludu donu sUnn des Sfedumwiiadioutu
nsldauludinasmsetinuszaniu
2.9 Cultural sensitivity
sukuulun1seRNiUUYeY app waziilon fauseinsy Tuazsoulmsie

YV a 1

ANULANA1IInLeTILvelda lfiilevlaminlvigseundulandunilsidnan

kY 9

DALALNTENUNTLIDUNIINTD

3. Engagement

A Y

Ao a a a v ° Yy Yee a1 | A
app MAuariliussansnmgegadesesnsainvigiseusanidiusunseiotosy
Tunsisews wasiinuiinwenianiwann app duld dsanunsasenlaindu app il
Uszlesagraunasanunmsididudiuniwesnsinnisiseunisasu

3.1 Learner control

=

ALSEUANNNTOLRBNTEAUAINEINIIBVDINTIANUMNZ AN UAIINABINT
wardanssunuaulalarenuLes
3.2 Interactivity

Y Y a v 6 A A

lUsunsunatusgiinisdnfanssunnseduligseuladuduius vselidiu

Y
=

SHuegaaealial wWu dnisavdiay dn1slidadula Tvdann vseliiasies

a01unN13aINIslN w64 9
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3.3 Pace
fspuuiligFouannsamununisiioudiuenganiussiuvesmuieslisneg
aues TunsAnwdonsng q vesundeu Tngldnannnvietesnuninudenis
vosiFou wazimadeniteiiumnuymelsiugiGousie
3.4 Personal preferences
finseonuuulfiBsuamnsnuiuiasuldnuauveuvednuies 1wy &

1905 NS suludelandudeakasnsiiou
3.5 Interest

3.6 Aesthetics
AMsTlUYes app AAnuaisau aseassAatazudeie waulrRnniu
3.7 Utility

v = ¢ v Y @ £ A o < Y a
nsldaulaesiudivselevl AuAunisasu Aauvinwendndulaase

a

Weatesdvantuntsalaselunisldaunisnieludie wazarunsanauaues

o X <@ Y o | = a o av ¥ o v v &
Mtlazuladaitnuimislunisidenueundiadunlaiiausludnenuiu
o 1 & Y] a a v a o ada a a P v
duindundninaeilunisiansuidenldueundindunduszansnwiosnalunsla
Jundninasiusenavuuimslunisdnduladenld apps Nazaunsaianauagiin

UsglonliudiSeuegnegegn

o ' = a v =
ABEIMAUNISETEUNT AR UNNANNEIUNIS LEwmAlulag
MeguN1sIANTSEUNSaaY laensinsgiauilazautlaniulimg
e a A P a Y - v a o A
TPACK  saufangufnisidentdmalulagia 6 Usenistunisidenldwaundadud
wizaulun13InNISBEUNSEBUATWISINg Y Fall
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Terminal Objective: Write an informal email to a friend telling her/ him
about activities you are doing these days.
Enabling Objectives:
® To answer questions about the video clip ‘What are they doing?’
® To tell your friends about activities you are doing.
® To ask questions about activities that your friends are doing these
days.
® To tell the form and use of affirmative sentences, negative sentences,
and questions using Present Continuous tense.
® To write an informal email to a friend telling her/him about activities
you are doing these days.
Level: M. 1
Core Curriculum: Standard: 1.2 (1), 1.3 (1)

Content and Pedagogy:

Fruflonn asfaouannsalinsziingUszasdniniouinundngnsi
uaiiionisdemsiutiunisions ewddsansauiinduinduoguasauLes
Trfugdulilssunu sunsdeudiud

[
=

Aaouiininuiisedlassadiameniwmiunisesuigfanssuiinaainiueg

Y

Hagtu Inemstenuifiiedesiuinguszasdi fe

Language Focus:

1. Skill: Reading and writing

2. Functions: Asking for and giving information

3. Vocabulary: Do homework, listen to music, play games, play
tennis, watch TV

4. Grammar and Structure: Present Continuous (affirmative, negative
& question sentences)

Tusugtuuunisdnianssuuazisnisaey faouauisaidenldisnisi
wnganiuingUssasdnientw wu

® Show students the pictures of five actions (do homework, play games,
listen to music, play tennis, and watch TV), and ask students to

describe the actions.
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® Ask students to describe the pictures (listen to music, play tennis, and

watch TV) in negative and question form.

® |et students write an informal email telling her/him about their

current activities.

Technology, Content and Pedagogy

Tugumsldidenldineluladiidenadesiuiiiomuaznszuiunisidounis
aeumuinguszasdvesiansauiidmunliudatiy ieluladfasfaouiianulszacd
szt ldiuindeuuenuiieluandensdeumanaluladidedu wy visual aids
vio Wsuunsufiugiuing 9 asfaeuiinudssasdiiaglduoundinduil Fonin
“Boomerang Respondable” dafunauiiviausiufulusunsy Gmail way Outlook
Wietwaineguuszlen wagndnlhensal suudsddwsiiiieliannsadeusuuselon
#1149 o ludwaleeeggnisamungay

IWEILLE]‘U‘W’ELﬂ%'uﬁﬂzﬁﬁ@maaﬂMWI‘ajﬁulﬁﬁ\iWUﬂ’liﬁf\]’liM’]ﬁ]’lﬂLL‘LJ’JaGfL‘LJﬂ’]i
Fonlduounaindu Fefansanosdusid

=

o TapUsrasdinmadeuiidesnsliieuldian uasiidomerlsthe ffGen
Aol

Answer: UaUWALAYU Boomerang Respondable ﬁfmqﬂ%ﬁaﬁﬁmhaiﬁﬁﬁau
mmaaﬁﬁm%uﬁLaJa“léfgﬂé’fmmwé’ﬂbmmzﬁmmmmé’dﬂqwmm%u

® Apps 1‘7iLﬁ@ﬂiﬁi’fﬁﬂﬂﬂﬂ’l%ﬁia@%auasmli
Answer: LaUnaLAYU Boomerang Respondable HuueUiiRadetu Gmail waz
Outlook Falifuderlunisldau uasiiftsddunmsvhauiassgligGoulsiTeusns
Feududluguuuuiigniios

o nsly Apps Tmunzauiuwsiazdsaa lunsdnnisiseunsaeu
Answer: LoUNALATUANLNTORAFINU PC daudivestnisou detniseuanunsald
Tsunsudilenninnnamslukasuenieusuy

® Apps Mdenuuulziatuayy waznseduanaulavewisoulaselny
ae1als

Answer: flandunisldiuveseundinduilaziinisli feedback Jillgudiug lngaedl
anaddernurnileusingiuluvugilou tielinsgranuldeuideuiiidaiiy
gnFpMIIEANAIUENNISYIN T suBWES ol lngdinstiazanunsanseduln
v o = = o =~ = Yo %
ALSEUTANUNG NN RRIUINUTE U e LASY feedback TumnanTuuay
Wannudguvewusialy
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o Apps mdenunld sxdreasuionmaniildlunsdeunisaeuldivinlg
9814ls
Answer:  waUdannsaneulandveinsiauninurlunsdeudiuduesindeu
aealsfinusndufiavdecdinsdonounaindu
ndsanfiansannindenldueundiadunds asfasuldlindnnguiiiu
fMonu 6 Uszns wsesmauauesteuiissdnauladenldnaluladunldlunmsaeu
vosuiuiiy oliansadenlfineluladlfiAnysyansnimesisgean deil

® \Why use technology?
Answer: wialulaBndniagldlunisdnnisiseudoufielsunsy e-mail wazuoUndia
41 Boomerang Respondable ImJmeaﬁﬁaﬂ%’mdﬂaﬁméwﬁﬁlﬁaﬁaLa%af[,ﬁ
d3suainsaussqlunslunis@eudiudiduniwdinguldediagnieuasd
Usgdnsnm

® \Who is the technology best for?
Answer: TUsunsuuazuaundaduiigninunaldlumsinniasoumsaoutl deudng
Ligudeunazireianisviianudila asgaeuisAningiiouazaiunsaidifianisld
weluladmanilldognauiuon

® \What is the technology best used for?
Answer: TUsunsuuazuoundiadungniruiunldlunisdnnisiseunisaoud
aonndosiuinguszasalunisiseulusgeds iszidmnevesnisldmalulad

e oA | Y Yy a a v
wianifivegatuauulvdSouaunsaldeudiudla

® \Where should it be used?

A ° a & a o va oA a &

Answer: ialulagfignianldluunissutianuisofadslaninsosneuiiameives
lsaS8u uagmauiunesdiumvesiiou Tnagiseuaunsaisouivietndunisilioy
AUANUULAAIEA UL

® \When should the technology be used? (motivation, presentation,

practice or production)?
' a P = A P = =
Answer: 939a17uunzanlunistamalulaganifatlr9veanisiney F9e1astu
YEUAVUNTNTNYNBUNUAAIULIOU Lag NS 8UT199ANUNEDIUATD IR ULDIUULN
wazsu feedback 90 woundndunanaly ielvidisowdngnszuIunsiseuime
AULDIDE AN FULUY
1 = 1 v &
® How should the technology be used? agldnalulagegislslmidunig
afuayunIsisBuUNsAR U W RTIAR?

Answer: a1aliiniseulamiudaegrnisldmaluladivaiiognsgnsesainagiaon
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wandalenaliinGeulfifeudualinoutuesnsluiudou viodeusdsauiou
mndudteusesafiosBsdmaiunntu eldtniZeusdninmadeudualinoudy
Junrdenguiniueililnafuarannsaldlaluiing
Fofinnsanmsldusuniiedunaznadenldmaluladfanuauds Jeng

fumeugeainevesnisnaunumsldinaluladimuamunsouresuundniiunn tasd
TwazBundail

® Play the video clip ‘What are they doing?’

® Ask students questions about the video clip ‘“What are they doing?’

® Search pictures and show students the pictures of five actions (do
homework, play games, listen to music, play tennis, and watch TV),
and ask students to tell the actions in positive sentences of the
present continuous.

® Show students an example of an email that describes the current
activities.

® Write an email along with students and show them how the
application works.

® Students write an email to a friend telling her/him their current

activities and then forward their email to the teacher to receive the
feedback.

Writing an email

Instructions: Write an email to your friend. Use the present continuous tense
(positive, negative, and question). Use these words: play, watch, practice, and
listen. Write at least 4 sentences. You may add your own words.

To:

Subject:
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unasy

Tngasuunanuildndnia manandniiddgluguausnduonisly
welulafusznounmsdnnsiieuntsaounmudnguuinty seuldisanimuiun
yesdany uazmminuiivasunaduluamseil 21 fFoudesldfunamdou
aunden elildfuarnumindenlunisdidanalulaarsaunama 9 Tunis
fianenuiuasyszaunisaivesnu Favuldinntuludiagtiu wu nadsuntady
sUkUUTRINTsEusludnuyue Anywhere, Anytime  UazkuININITTEUTLUY
individualized, personalized, and standardized learnings ﬁﬂﬁﬁﬁauﬁaﬂﬁ%mi
Wauinweas o lunden q Auduiinvenianiw Tagldanunsaweneenanniuls
witeumaiFeuameidonmienvinuulusin uenainty unanuisildnands
ninnanguifugiudidylunisldmeluladifiensdsunisaouniwidanguil
aonadestunsiasundaseamalulad nuinfunisuaunatunuiiumalulad
funszuauiiend wasidlemmanisaeuntyinunseuLafn (TPACK) wagnisuniaue
wmdunisidenliueundinduiivinzauuazinyselevisonisisouivesdiseou

AYIBINOY

a

AsHasuIrAadlii sy Iveggilumsiionmaluladimunzay agelsn

a a

munuasHaeudmlngdilufuuimslunsidenldnalulagliegeiiused@n sam

o0 = =

winlatin Taednlngjazidenliinaluladifsudnuaifiarsay uild Tnglidieds
mslfnuuazausngfunsianiadounsaeufiainsndeyslevinediiou g
ﬂzy,mﬂﬁmwuﬁqﬂﬁmwﬁfﬂﬁqmmﬁwﬁm}lumﬂ%mﬂuiamﬁﬁumLLazLﬁm
Usglonlvasiseude lnediSouealiaunsadilatieanuddglunisldnalulag
dewauinisane) wazldnszudndeannudifyvesnisindulusunsusng | L919)
szl lansolianunsafiesdenledlufnisldimaluladiioimuinisfnuves
auadld fi3oudifinigii Applications fiflegunanegluldlAnyselovigaanly
nMadsuinenivivesu Mewginisgnieinueilunisldinaluladidioliaa
Usglogiinsluiunisaeuvesagiaeu uarlufiunisifouifonuiesuosfiFou

(individual learning) Fadudosfesmuuimslunmsanviiiowidymeely
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