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mu%é’f&ﬂ%ﬂﬁ“i’@gﬂizaqﬁtﬁaﬁﬂmmiﬁméwﬁwaﬁmmﬂ (move sequence) Tu
undngevesunmuivimfluamuindninaasuaznsldnuvesdnaniaiinuanniigelu
Widania (tenses) A1n3en (verb) 2nan (voice) waz UssinnuesUsylen (types of sentence)
Tnefnwanundngevesunanuuivimis o 50 aty Aldunlnensduitestauuunlsiuuas
WUURE1NNNY AN MTENTETUNTIAudainaaes (Institute for Laboratory Animal
Research Journal: ILAR) sz1i19U a.e. 2012-2014 vin53LAs1eienuaninadsives
Taddio uazauy (1994) Fesznauluseg 8 Sanma Lo fnquszasd n1seaniuumsite
USUN fI8E19 N5NARBY NI1TIANG NANITITY Wazteajunan1$Idy #an1s3denudn @ (1)
nsiSesdRuresdnanialuundngevesunauUIiaTanidainaass dviovae 10
sULuU IngunAngeadulvg) dnnsiSesddiuresdnaniavdn 2 snania Usenausig 8nania
Toyaniivas (background) wazdnaniaingusvasd (purpose) Famsi3eadrsunuuiny
mmﬁqﬂ (fewar 54) (2) snanateyagilvas uanieanuan1TITeves Taddio wavamy
(1994) filsimusmanadeyanivds uaz (3) mslinwvessnamadeyanindsinumniian
loun Jagiuna (present tense) (Soeay 97.22) nseudi (finite verb) (Sewar 92.59) Tusu
Y83n539 9N (active voice) (Seeay 79.63) uarUszinmienssausylua (simple sentence)
(5ovaz 63.89)

ANAIARY | BRANIATATIEN UNANUSHRY UnAnge dninnass

“ corresponding author
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A Study of Move Sequencing and
Language Use of Review Article Abstracts

in the Laboratory Animal Field

Abstract

The objectives of this study were: (1) to explore move sequencing in
abstracts of laboratory animal review articles and (2) to investigate frequency of
use in accomplishing the moves in terms of tense, verb choice, voice, and types
of sentence. The laboratory animal corpus consisted of 50 review abstracts
published between 2012 and 2014 by the Institute for Laboratory Animal
Research Journal (ILAR), selected by stratified random sampling and simple
random sampling. The framework of Taddio et al. (1994), which consists of eight
moves—purpose, research design, setting, subjects, intervention, measurement,
results, and conclusion—was used to analyze the data. The results reveal that: (1)
there were ten patterns of move sequencing in the abstracts of laboratory animal
review articles, and most abstracts mostly included the moves of background and
purpose (54%). (2) The background move was not included in Taddio et al.
(1994)’s study. (3) The most frequently used language forms were: the present
tense (97.22%), finite verbs (92.59%), the active voice (79.63%), and simple
sentences (63.89%).

Keywords: move analysis, review article, abstract, laboratory animal

2 PASAA PARITAT JOURNAL volume 32(2017)
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UNAMEMIITININeE AN manifidsudunndinguiiaudidnlunis
WELNS waniUasy LLazammmﬁm;J'}f’ﬁzijﬁﬂ?wmmam%ﬁ’ﬂaﬂ (Paltridge & Starfield,
2014) wona Nl unaEITInsivatsUssian Wy unAnedYe way unAuYieen de
unarwsaosUsTndauuand1eiy nd1afe unaaAte WugluuuresnnuFenin

Ay o= v

wilsieresdamiildainnside sndeululsuduiifidoudesnisiiaue tnodidou
unmsenudsuiuithaulannadde winhusaduiiauleiunndeuduumaaisels
AUDU L‘WIE]LNEJLLWﬁ@Gﬁﬂ?’]&Jiﬂ?ﬂiﬁLLWﬁﬁaﬂﬁlE)@ﬂi‘U (Lester & Lester, 2007) @uunaau
U fio unanuiiiinisussenenind ludnwusvosnisdeud 8n nis viuads veds
anuanansavesideulivimilunsmumude@sun dunsiafarianud thunFouseds
Dutedeuiiieudndamednnis (Rethlefsen, 2014) Inaviluunauisedsznouly
Ay 4 manan Lawn aiaundn (introduction) n1A35348 (methods) nnaradde (results)
waznmeAUstenaide (discussion) e IMRD  wAdnIgIN1TUNMIUNEIIIIUNARLD
(abstract) feidunpdiuilatuieatunadiudu 9 vesunaradns (Swales & Feak,
2009; McMillan, 2011) wndndonudemaseiiduniuaisvesnuiselilnedelneiiluil
97U 100-250 A1 (Cross & Oppenheim, 2006; Swales & Feak, 2009)
undngofiardudiuviliwaumadvnmsfigideudesimnuddydonings oy
guundndoneuiavinduladn avsuunanuaasionseld (Lester & Lester, 2007)
d1m¥uaensineaans Ynivanisuaziinidelalduselevianundadeifieniufin
AnunInilunsaunumanemansiudagiu sufanisuuadunasnIsHeLnINaay
e (Taddio et al., 1994; Hartley, 2002) wenani miﬂizsqaﬁmmiﬁy’aizﬁummaz

sgavwunntiundngeidutunudewulunisfiansanandvssnandineglinimeuiu

o
(YK 1

wseufiaslunisidnsinidiauednede (Huckin, 2001; Lorés, 2004) fatiy filsuinuide
warfdeudildlaldnmsinguidunviusivi svndszaunisaliunsifounwsanguios
Anwmanmsldniudangy AnvaevieguLuu kavnssesfudeyalunmsideuvesundnge
wiasUsennnauaIleaweu (NI9Fs asaanIng, 2556)
wannislénruiidrdnlunisifsuundnge nsaad asuaning (2556) nan1in
unAngeiuudeusglugusdnnia (past tense) ludiuvesinguszasAvesniside seileu
3193 warkavesnidy venaninavesnsifevesundadearunsniBeulusuues
agtiunia (present tense) wazidudidoniesannnavesnisidoidummnisaivieFossni

Wuauasalundinermians 919 n1sasieauniIs@anennsal ¥anannd 1NNISANYIVD
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Swales way Feak (1994) wui1 Uagdunia (present tense) wusnnludiuvasuniuas
mseAusena luvaediefinnia (past tense) wusnnludinvesseidouiBmsiTouasnaves
mM31se Snve Ustleanssunnan (passive voice) ludinvesszideuisnsiseudnunsld
Uszloanssudnan (passive voice) degludiuvesuni uwilunniwienansussloansse
1an (active voice) ﬁaL"T;JuﬂsziaﬂﬁugmsumﬂﬂiL%&Jummé’mqw losanniiudiusesiu
Judnseyi (Tallerman, 2005) Tudauvesdinsaiwusesnidu 2 Ussinvvan fe Ansewi
(finite verb) wazdn3enae (auxiliary verb) fn3enudl ferfiuantennis aniw wienns
AszThaeIRIY wazmassnuNTesstlen Tneinthidunsonddyuecstlen wazaens
funalidlaudniu drumnsendae (modal verb) Wusavsvenvesaanduldls
(possibility) aesUszsuluuszlea (Tallerman, 2005)

uana1nl nsdeulseloaluunarunidinguannsadeuld 4 Junuy tdun
wnssaUszlua (simple sentence) eiunssauszlua (compound sentence) dinsuselen
(complex sentence) waz oiunssadinsuszlea (compound-complex sentence) (nssAs
asadaning, 2556; Celce-Murcia & Larsen-Freeman, 1983; Swales & Feak, 2012)

TngUseleAuAasLUUTaNYULEANAITY NA1IAB

1. enssauselen (simple sentence) Aeusgluaiisznaudieuseloandn 1
Uszlen (one independent clause) adieghauselen 1

L“The mouse (Mus musculus) is currently the most popular laboratory

animal in biomedical research.”

(Gargiulo et al., 2012)

2. awnssaUselea (compound sentence) Aeuszleafiuszneudieuseluandn 2
Uszlen (two independent clauses) Fsihiminwhfunazideulsyloasemdususzan
(coordinating conjunction) laun for, and, nor, but, or, yet, uaz so (FANBOYS) lnwil
m%wmaﬁ;amﬂ w3e comma (,) Mevinedseleausn (adeegelsslen 2) vise Feuuszlun
i 2 Usslepdeinsomnedanna vide semicolon (;) (aseehauselen 3)

2“The commonsense ethical constraints on laboratory animal research
known as the three Rs are widely accepted, but no constraints tailored to
research on animals in the wild are available.”

(Curzer, Wallace, Perry, Muhlberger & Perry, 2013)
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3« Allocentric navigation involves the hippocampus, entorhinal cortex,

and surrounding structures; in humans this system encodes allocentric,

semantic, and episodic memory.”
(Vorhees & Williams, 2014)

3. dnsuszlum (complex sentence) AoUseluanusznaunislszluandn 1 Uselun

(one independent clause) Uszleases 1 Uszlem (one dependent clause) wasiioudselen

AeA1eudus U (subordinating conjunction) wsefnduiiusasswunu (relative pronoun)

AaM15197 1

[

A15199 1 AdUSIULAE AAUNUSATINUNY

A1adusau (Subordinating Conjunction) AFUNUSATTNUY
UBNLIA Tivoma vonanuil | uanInm (Relative
AL Pronoun)
after, as, as soon because, where, although, who, whom,
as, before, since, since, as wherever even which, that,
until, when, though, when,
whenever, while though,
while,
whereas

Y '

afegelselen 4 uay 5

4

(Oshima, Hogue, & Oshima, 2007)

Clinical studies are complicated because both HIV and antiretroviral

treatment cause damage to the peripheral nervous system. ”
(Mangus et al., 2014)

*>“Major histocompatibility complex (MHC) gene products control the

repertoire of T cell responses that an individual may create against

pathogens and foreign tissues. ”
(Wiseman et al., 2013)

ArwUSTaY adudl 32 (2560)




4. awnssadansusslen (compound-complex sentence) Aeussleaiiuszneuly
seUseloanan 2 Usylua (two independent clauses) Uszloases 1 Uszlea (one
dependent clause) duly gfoenatszlon 6

®“Mice imaging procedures are increasingly used in preclinical research
because they allow in vivo monitoring, and they are readily available for
longitudinal and noninvasive studies as well as investigations into the
evolution of diseases and the effects of new therapies.”

(Gargiulo et al., 2012)

Wadlluuazieuunaauideniwsinguiaslafnwundnnisldniwdangwian

AU

[V %

HilsunsAnwdnuuereguuuy uar  Mslesdrduteyalunisilesuvesundngouas
Uszinmnreuaslodisume tnarwimanslavinmsfnudnuaeviseluuukan1siiesdidu
foyalumadeuvesundageifiotieliidounuidelfGouiuasdouundngenudanguls
fetu FdumanwmaniBenmsanuian sanaadesieyt (move analysis)
NMSANYIDAANIAAATIZYA (Move analysis) laluiAnuain Msiessidunusans

(discourse analysis) las John Swales (1990) {Wugunidn wazldlirdianiuves “dnn

=3

me” (move) 1 udruvilsvesdesdvieiiuniiuansgayamunelunisdeas (Swales,
1990, 2004) Aeanntiu WilindsevinsAnuiientiu smanAlnseyt (move analysis) lu
NIRRT 9 YRIUNAMLINE 99 nrauni (Anthony, 1999; Lewin, Fine, & Young,
2001) nA3sn1573e (Bloor, 1999) nananisise (Brett, 1994; Williams, 1999) way
neanAuTenaldy (Hopkins & Dudley-Evans, 1988)

wenant TniTeldFnmSnamedemsilunmaundngevesunanuiseluaivsigeg
W Bhatia (1993) @nwundageresunannuiddeluaviall Tuvaed Taddio wazaa
(1994) AnwunAngevesunAIITElUaIVINTITLNNY wag Santos (1996) AnwiunAngeves
UNAMIIIBIUENVINAERT HAN1IANEISRONIATDIUNANYDLAZNTITBIEIAUTDINANTA

fanuwanenaiueenld aslunisien 2
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AN51971 2 sunuugnaniAvesunAnge Bhatia (1993) Taddio uazame (1994) uag Santos

(1996)
anan1a  Bhatia (1993) Taddio wazmmy Santos (1996)
(1994)

1 nsuugingUszasn nguszasa MIAINUAYDULIANUITY
(introducing purpose)  (purpose) (situating research)

2 N1595U1835N15398 N159BNKUUNITINY MMsLEUDNUITY
(describing (research design) (presenting research)
methodology)

3 N3asUNATRY uIun N1595UNLTTNTIY
(summarizing results)  (settings) (describing

methodology)

4 nmsiawedeasy AI9E9 nsasUNaIReY
(presenting (subject) (summarizing results)
conclusions)

5 NIINARDI N159AUTIUHNANITIVY

(intervention) (discussing research)

6 NTIAKE

(measurement)
7 WA

(results)
8 Toagy

(conclusion)

JiugULuUSnanaundngeusazUsuianiianuuanensiy uideassildentd

sULuUSnanAves Taddio wazamzidusuuuulumsinneideyas esandunisinu
undagounisunnd Faduavinerenans wasiiswasBuavesdnaniauinnit Bhatia
(1993) waz Santos (1996)

seun finsdnwsnaniadisziniaundadeluausneiiatiy 01i are1daine
m3eusnYuaengAnssudm iUl (Samraj, 2005) a1vinendniwadied (Cross & Oppenheim,
2006) e waaasikazinalulagnisdingl (Pho, 2008) awinemans (3snsal oau
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WA LAEVSIAT @suanIns, 2551) arndenuenans (Kafes, 2012) uaz @1w1idinssulys)

(Kanoksilapatham, 2013) aiqﬂ%uuamﬁnmﬁwﬁﬂummaﬁ 3

A15199 3 NMsAnwrunAngevesunANLITETUEIUINA1)

dlsu @A) d1uu 419131 G| HAN13398
UNANED
Samraj (2005) 12 Conservation Bhatia Purpose, Methods, Results,
Biology and (1993) & Conclusion
Wildlife
Behavior
Cross and 12 Protozoology General Move 1: situates the
Oppenhiem (Science) agreement  research within the
(2006) of abstract  scientific community
guideline  Move 2: introduces the
research by either
describing the main
features of the research or
presenting its purpose
Move 3: describes the
methodology;
Move 4: states the results
Move 5: draws conclusions
or suggests practical
applications
Pho (2008) 30 Linguistics Santos Linguistics
and (1996) M1 Situating the
Education research’,
Technology M2 ‘Presenting the

research’,

M3 ‘Describing the
methodology’,

M4 ‘Summarizing the
results’, and

M5 ‘Discussion the

research’,
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Education Technology
M2 ‘Presenting the

research’,
M3 ‘Describing the
methodology’,
M4 ‘Summarizing the
results’,
5050l 9IUNd 100 Science Santos Background information,
WAZNIIFS ATed (1996) Purpose, Method,
anng (2551) Results, & Conclusion
Kafes (2012) 138 Social Swales Introduction, Purpose,
Science approach ~ Methods, Results, &
(1990, Conclusion
2004)
Kanoksilapatham 60 Civil Swales Background, Purposes,
(2013) Engineering approach  Methodology, Results, &
(1990, Discussion
2004)

PMNMTaTeEnsinmundagevesunanuddeluanuiiviige fuandumsd 3
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Naturally Occurring Spinal Hyperostosis in Dogs as a Model
for Human Spinal Disorders

Hendrik-Jan C. Kranenburg, Herman A. W. Hazewinkel, and Bjérn P. Meij

letal hyperostosis

se is present. In companion animals, many reports
ndylosis, often without intervertebral disc degenerati
described. The nomenclature and the definitions of bof
fondylosis and DISH in biomedical and veterinary literatur,
uld be more in line to facilitate comparison. Spondylos
DISH occur in dogs spontaneously and can co-occuy

Key Words: Animal mode];:canine; diffuse idiopathic
skeletal hyperostosis; DISH; dnz; new bone formation; spine;
spondylosis deformans "
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Abstract Committee on Animal Nutrition, Ad Hoc Committee on
Dog and Cat Nutrition 2006). This has resulted in another
Both spondylosis similarity: both humans and dogs suffer more frequently

from similar disorders, such as obesity, endocrinologic syn-
dromes, osteoarthritis (OA), and degenerative spinal diseases
(ant'nan 1993; Bray and Burbidge 1998; German 2006;
Heliovaara 1987; Kiss et al. 2002a; Liuke et al. 2005; Muraki
etal. 2009; Rijnberk, Kooistra, Mol 2003). As a result, dogs
can serve as spontaneous disease animal models for certain of
these diseases (An and Masuda 2006; Casal and Haskins
2006; de Bruin et al. 2009; Kooistra et al. 2009).

Several disorders may lead to new bone formation, affect-

0] ing the spine of both humans and dogs alike. The main disor- 3
diseas ders associated with spinal hyperostosis are spondylosis
in the (et deformans (from this point on referred to as spondylosis),

diffuse idiopathic skeletal hyperostosis (DISH), OA of the
facet joints, and ankylosing spondylitis (an inflammatory
disorder found exclusively in humans) (Resnick 1985). In
this article, the focus will be briefly on the human and canine
spinal anatomy, after which this review will particularly focus
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1) Mice Anesthesia, Analgesia, and Care, Part II: Special Considerations for
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[Sentence of abstract

Move

1

diseases and for developing new therapeutic strategies

for a better wderstanding of | MB.

lbackground

The mouse (Mus musculus) is currently

VB
background

[Mice imaging

therapies

because they allow in vivo monitoring and they are readdy [background
available for longitudinal and noninvasive studics as well as
ivestigations into the evolution of discases and the effects of new

MB

about the possible interference of anesthesia with

New imaging techaiques and sophisticated laboratory animal MB
limaging tools are currently producing a large body of evidence  [background

of invivo

bose of this article s to teview the existing Berature on [M1S2
|molecular imaging studies in mice. to describe the effects of

differeat anesthetic protocols on their outcome, and to report our
lown experience with such studies,

n
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100%
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2 Frequency of Moves Found in Research Abstracts (ILAR)

Move Coding Frequency of Percentage

3 occurrences

4 1 Background MB) 47 94
5 2. Purpose ™M1 41 82
6 3. Conclusion M) 27 54
7 4. Results oM7) 9 18
8 5. Intervention M5) 8 16
9 6.  Subjects M4 5 10
10 % Research design \M2) 3 6
11 8. Measurement M6) 2 4
12 9.  Setting M3) 2 4
13 Total 144 100
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c3 - £ |
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Pattern of move sequence frequency (n=50) %

4

5 Patternl 27 54

6 NM-MI1 12 24

7 |NM-MI-MS 3 6
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17 NM-MI1-NM-M7-M8 1 2

18 NM-MI1-M5-M7-M1-M8§ 1 2
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Viqm fie 47 ns (Sowaz 94) PNUVFRLeT VLA 50 Tu (Bhoomanee & Soranastaporn, 2015)
fedmnnateyagivdsilivanglusunuusnanaundngeves Taddio uagen {ideTsfne
naeilunsfunsnaniateyagiingsain Santos (1996) I51nsal BIUNE UAENTIAT AT
aoms (2551) Kafes (2012) waz Kanoksilapatham (2013) dievunasiunldlunsiasei
Usslondoyaninds Seiinamiasdd nndideundnfemnuddquesmsing fuvesnsfine
YoummeINIAny Tienudiardoufoalududaiveaes wandiduiussloadudndy
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characterized by compulsive and uncontrolled self- | =’

administration of a substance (drug). *Years of ]

research indicate that addictive behavior is the result || o ng.
Background = | | of complex interactions between the drug, the user, | o piex sentence
S1-3 — and the environment in which the drug is used; H =s2

therefore, addiction cannot simply be attributedto |

=53

Purpose =54 T models_used to study drug addiction and the

Note: S = sentence
(Wu & Schulz, 2012)
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interactions between the drug, the user, and the &ivironment in which the drug is used;
{fherefore\ addiction cannot simply be attributed to the neurobiological actions of a drug.
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1
1
1
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gedlmnuuana9aInNan1sIdeves Bhatia (1993) Taddio uwazanz (1994) uaz Samraj
(2005) Faldinanvin dnanmainguszasAailudnaniadiiuusn wenNE Msl3ediuTes
Snan1aundngovesunauUimin 10 FULUUIAMULANAY NA1IRBAMALIYBILA
avdnnniefinnuvanevansluusarundnge wu sULUURl 1 fnsSesdduresdnonadsd
MB-M1-M5, MB-M1-M7, uaz MB-M1-M8 \Judu aenndosiuauidelusfiniinuia
n3BBedIFUTesTRan AuNdndeaunsaldsuutasldnaoniial (Kanoksilapatham,
2013)

a o

2. dnanatonandnas

v v

a (%

@ % Y = | D 1 a =
snanAteyaiivas (background) AednaniaaziglierudlawuiAavse

Y
[

wﬁﬂmisﬁuﬁugmmamuﬁaﬂ’u 9 (Bhoomanee & Soranastaporn, 2015) dnaniadeya
pindadudnanmaiusngnsFesdrduiduiumsnly 7 gULLUUQﬂﬂgULLUUﬁwm 10
sUuuy Andudesaz 70 msSesddudenanuand191nnsnyives Taddio wazaoe
(1994) FswuhdnnniatagUszasdFosddufusnaniausnvesdmamarionun aeasiu
N3L389d1AUVBIBRNNIAUNARERYDIUNANYITIATlua 1 I M dainaasunnd 199 dnn
AAUNANYDUBIUNANITBAIV1ITIN1SUNNY (Taddio uazaalz, 1994) ﬁaﬁmmﬂumiw
unAnganissnunsenmdgadulunianiunisfinun laeiiinguszasdlunisiinan1sideun
Uszgnaldlunsinufiievienistestulsa Jsfinnsnaninguszasdidusdusuusniitels
ferusitmnevesnsine luvagiiundagesudninaasuduundngovesunauyivim
ﬁaﬁm3ﬂéw35i’faagaﬁu§1ulié’ué’uLLiﬂLﬁaslﬁﬁéfmléfmsm%aagagﬁwé’w’%aﬁsszﬁmmL?Jum
vosunAnuReuiiazsutoyaifinfuluundndeviounanutisaty deyagindumdouseTn

VYo [

& & \ o a o v, X v ¢
ﬂ'mllLUUN’]%@QUWW?’]@JUQ%%?EWHEL‘VTNQ']ULGU GLQQWUUiWﬂuﬂlﬂQ’]ﬁlsﬂu LSz uYINAULTUNNS

Y
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NUNIU T3UTANNS HanITeluefauriinTiinset a1sal derudndudedinnuinie

nsuveyaiviasneu

a o

wan Nt Fanuindnaniateyagings (background) fivsunaniieiuiniigaain

Y
L4 [ 13

IAMNINUATDIUNAAGDVBIUNANUUSTAIA11dn INAa0e 39819na17baI11un3dwanan

'
a v =%

doineaedlinnudrdgyiudnaniadoyaginds Famnidnidelvedesnisiniuiunainy
Usvimdanundninaaedduinsars ILAR dnidedesliauddyuideyagindmseussin
AnuduanluunAngeresunanulsviaiavidnivaass 5?1171”’&61’1’@;3aqﬁwé’qﬁaﬂiﬁﬁmm
Husndefedudeyadfydmivie Ssenaazlildindnu vie dnidelumundainaass A
annsasulduazidlald Wesandilouundade Tfesursarmdunn anudidy SRR
foyaugnuvesnuide viaFosdnaniadeyagindslffuddusuusnvesundnge

a o

3. msldmuludnaniadeyaglindsvesunanuuiviadaividninaaas

msldnulugnaniadeyagiivias gllsudiulvgfld Jagdunia (present tense) Tu
nsdsuvsglen Bnisogluzuesnssunan (active  voice)  wazifuuszloausziay
nssauselen (simple sentence) namTITendeiiinnundefiunuidoves Swales uay Feak
(1994) nade Tdguuuulagdunia (Present tense) Tunsideuniauntiannnitdiudug
Snte wunsliuseleauuunssunan (passive voice) tegluniavesuni WAkanTITeTY
diausnsannnseds asadans (2556) na1ain unAngefiondoulugUvesednnia (past
tense) Heeradumsz (1) uningovasuiseiiduundndevosunanulivad Seflnu
wandAsanunAngevesunanuifeluioseanisliniw nanfe  Filsudeanisiaue
JoL19933adayaunazuinAn iy 9 91NN1NUNIUITINNTTY suvadunmsiesedt arse]
mAdeluedn lsuisdeulszlealagnislitagdunia (present tense) (2) fieuld n3en
wy (finite verb) \ievsuenanudalauLazALLLLDY GUENm&;msaﬁﬁﬂuﬁﬂuﬂm%u
ToyadAy wnun1sld n3e1Yae (modal verb) Fawansdannudululs (possibility) (3)

¥ a

Adeulduszlonluguesnssninan (active voice) wiedulszsulugnseih visesainsli

Y

AruddnyoUszsuvessrlentiy 1 (4) filsusesmaauadeyaiidaau Usndudouiiol
deruiumnuninuluvestoyauazaiuisadilalilaeite ilsuiadeululszleawuu
wnssauselua (simple sentence)

a3y dnaniadeyagindeliauddglunisilisuundngevesunainuusvinily

1Y

avIvdnineass Ianwaeddglunsldniw e nslddagtunia (present tenses) du
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madeulsglonegluzureanssninan (active voice) wazudstleaUszinnenssalstlen

(simple sentence)

Uszlevuinldainnisisensail
M3sesdRusnanIAUNAngovesunAUUIiAla1vdainaasudulsylovise
v =2 v a v o a v 5 ‘:g‘, (3 a Y !
UnfAnwinazinidee awisadimanisideasslluuszendldlunisi@suundngeunaiiy
Usvied Tumsauiiduniwdinge vislusnunisiesdiudnaniauaz nsldnwinsazdaeln

v =

PnAnwnariniteouundngavasunanulsvataivindnineasslaasaintarsinsivu

ayunanisAnen
PNATNUNIUITTUATTUNUIUENITAN YN U9a AU N NIATBIUNARNE DVD
unanuUiranivdninaast nuisetulitednensSesddusnaniavesundndeves
UNANUUSIATILA191IENINAaY NANISANYINUIT NS89 IAUYBIERNNIAUNANYDVBY
unanuUimiluauindninaassdinnusiisangluvuvessnaniail Taddio wagamels

v @ v

vauald A unAndediulnglinisiesdrdudnania Sudualgdnaniadeyagiings

o 1% 1 1Y ¥

(background) s usisdnaniaingUszasd (purpose) uwazdinUavinesiednanindeasy
nan15398 (conclusion) Fawan15iveaseilavidulsslestduninidouavin@nwidesnis
Anwisnudnaniainseit saunansiiteyaluussyndldlunisWeuunAngevasunaiiy

Usridunwdingy

Foauauuzlunisinuadessly
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anarnwSsuiisulassananisSesdduresdnanmaundatoresunanuUivadluavisy
WU awivdnineassiuanunivdineviieainndy 1

2. Tudumsdnwnisldniw arsdnwnisldniwlulseifiudug wu n1siinw
Tnssadreuselon msdnwnisldndudiden luumanuuidaiaeindainaassiatiuiie
wlsmsudeyaiiauysal

3. lumunisAinwsgaua asaiiesedeyaruinlvgvesunanuusiataivniv
Frinmaaaiaatiu vise urazdnania udwmsAnwlnensldTusunsudsyam concordances

WadnwAdwiluusziunnudvesd (frequency) vsadfiusingdnudes (collocation)
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AMANUIN
fradsuseleaudazusean

onssauszlea (simple sentence)
! Animal experiments are necessary for a better understanding of diseases and for
developing new therapeutic strategies.
(Gargiulo et al., 2012)
2 Animal and human studies reveal sexually dimorphic patterns in behavioral
responses to cocaine in all phases of the cocaine addiction process from initiation to
maintenance and relapse.
(Quinones-Jenab & Jenab, 2012)
® Furthermore, in animal models, females require lower doses of cocaine to
develop faster conditioned place preference and cocaine-induced psychomotor behaviors
and sensitization.
(Quinones-Jenab & Jenab, 2012)
* The use of the zebrafish, Danio (Brachydanio) rerio in research laboratories,
teaching curricula, and home aquariums has exploded over the past two decades.
(Smith, 2012)
® Two histone marks, H3K27me3 and H3K9me3, are well known for their
repressive roles in the genic and nongenic regions of metazoan genomes.
(Kim & Kim, 2012)

atunssauszlea (compound sentence)
® This form of memory is assessed in laboratory animals in many ways, but the
dominant form of assessment is the Morris water maze (MWM).
(Vorhees & Williams, 2014)
" There are several possible sources of bias, and many animal studies are
replicates of studies conducted previously.
(Hooijmans, IntHout, Ritskes-Hoitinga, & Rovers, 2014)
® Cocaine abuse is on the rise among women, and drug addiction studies
consistently show greater responses among females than males in various cocaine-related
outcomes.
(Quinones-Jenab & Jenab, 2012)
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dansuszlem (complex sentence)
° The interactions of the many factors that affect sex differences appear to be
complex.
(Quinones-Jenab & Jenab, 2012)
19 Cancer is a disease that results from the successive accumulation of genetic and
epigenetic alterations.
(Virani, Colacino, Kim, & Rozek, 2012)
' These roles establish different baselines for animal use that require
substantially different ethical considerations.
(Sikes & Paul, 2013)
12 Cell-mediated or antibody-mediated immune attack on the PNS results in
distinct clinical syndromes, which are classified based on the tempo of illness, PNS
component(s) involved, and the culprit antigen(s) identified.
(Soliven, 2014)
3 Although in dogs this approach has currently only been applied to lymphoma,
other tumor types are under investigation.
(O'Connor & Wilson-Robles, 2014)

atunssndensuszlea (compound-complex sentence)

3 Years of research indicate that addictive behavior is the result of complex
interactions between the drug, the user, and the environment in which the drug is used,;
therefore, addiction cannot simply be attributed to the neurobiological actions of a drug.

(Wu & Schulz, 2012)

 Numerous commercial system vendors now offer increasingly sophisticated

housing systems based on design principles that maximize the number of animals that

can be housed in a given space footprint, and they are thus able to support large and
diverse research programs.

(Lawrence & Mason, 2012)

15 After all, if animal experiments are not appropriately designed, conducted, and
analyzed, the results produced are unlikely to be reliable, and the animals have in effect
been wasted.

(de Vries et al., 2014)
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Effects of Extensive Reading on Thai University
Students

Patareeya Wisaijorn
Abstract

This study investigated the effects of extensive reading (ER) on the
proficiency in and attitudes toward reading English of Thai university students.
Fifty-one final year students at a Thai regional university completed a 15-week
project in which they engaged in ER, completed a pre- and post-test of reading
ability and a pre- and post-questionnaire about attitudes, and maintained journals
recording their completed readings and mid- and post-project evaluations. Results
of the pre- and post-test of reading ability in English showed little change in the
performances of the more able students but students who performed at a lower
level in the pre-test improved considerably. Results of the pre- and post-
questionnaire and evaluations showed an overall positive development of
attitudes to reading in English. The study shows that Thai students’ proficiency in
reading English, especially those whose proficiency is not highly developed, and
the attitudes to reading English can be improved by engaging in ER.

Keywords: Extensive reading, Thai university students, English reading ability,
attitudes to reading English
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Introduction

English is generally recognized as an international language and is used
as the official means of communication in the ASEAN Economic Community
(AEC). Of the four language skills, reading is considered by many researchers to
be an important source for language learning in an English as a foreign language
(EFL) context (Grabe, 2009). Nuttall (1996, p. 128) expressed a similar view,
stating that “The best way to improve one’s knowledge of a foreign language is
to go and live among its speakers. The next best way is to read extensively in it.”
Others who have addressed the key role that reading in a foreign language plays
in foreign language learning include Grabe and Stoller (2002), Hedgecock and
Ferris (2009), Hudson (2007), Koda (2005), Russell and Spada (2006), Shin
(2013), Swaffar and Arens (2006), and Yang (2010).

EFL learners are exposed to a foreign language more through reading than
any other mode; therefore, it is not surprising that the development of students’
ability to read in English is one of the main goals of university EFL programs in
Thailand. Throughout the Thai educational system, students experience considerable
difficulties with English on entering university education. At university, students
must read extensively to succeed, and they need to be able to read effectively in
English since many course books and reference materials are in English. The
development of effective reading in English adds to the contribution that young
Thais can make to their country’s role in the AEC and the world generally.

The aim of the study was to investigate the effects of the introduction of
extensive reading (ER) on English reading proficiency and attitude to reading in
English of a group of Thai university students.

The study posed two research questions:
1. What progress was made by the students in their reading ability in English
due to exposure to ER?
2. What were the changes in the students’ attitudes to reading in English due
to exposure to ER?

ArwUSTaY adudl 32 (2560) 31



Literature Review

Extensive Reading (ER)

ER is an approach designed to improve students’ reading proficiency in a
foreign language by encouraging them to read large quantities of easy and
interesting texts that they select. It contrasts with the intensive reading approach
in which the stress is on the foreign language via word-by-word and line-by-line
analysis and translation of short, difficult texts (Renandya, Rajan & Jacobs,

1999).

The most careful description of ER was done by Day and Bamford (2002)
who posited ten key principles of an ER approach. They advocated a successful
ER program is characterized by:

1.

10.

easy reading material — students are able to understand the grammar
and vocabulary of the texts without using their dictionaries or asking
their teachers for help

varied reading material — students are able to find books and other
reading materials on a wide variety of topics that encourage them to
read for different reasons and in different ways

student selection — students choose what they want to read

a great deal of reading — students are encouraged to read, read, and
read some more, both in and out of class

reading for pleasure, information and general understanding —
students read according to their personal interests

reading for its own reward — there are few or no follow-up exercises
reading quickly — reading speed is fast as students are reading texts
that are relatively easy and interesting

individual and silent reading — students work on their own and
determine the time and location of reading

teacher guidance — teachers play an active role in advising, helping,
and checking students

teacher reading — teachers are a powerful role model for their students,
showing them by example their interest and ability in reading.
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ER has been used in English as a foreign language and English as a
second language contexts and other languages (Bell, 2001; Camiciottoli, 2001,
Elley & Mangubhai, 1983; Mason & Krashen, 1997; Nash & Yuan, 1992;
Renandya, Rajan, & Jacobs, 1999; Tsang, 1996; Tse, 1996; Walker, 1997) and in
a Spanish language class (Rodrigo, 1995) and a Japanese language class (Leung,
2002).

Numerous studies showing the benefits of extensive reading suggest the
impact on language learning. Many of the research findings suggest positive
effects on reading comprehension, reading speed, vocabulary, grammar, writing,
and L2 proficiency (Day & Bamford, 1998). lwahori (2008) reported the
effectiveness of ER in developing reading fluency, as well as reading
comprehension skills. In their investigation, Beglar, Hunt, and Kite (2012) found
that all of the three groups of Japanese university students who engaged in ER for
an academic year statistically significantly improved their reading rate, while an
intensive reading group did not. In a case study conducted by Nishino (2007),
two Japanese junior high school students who engaged in ER for 2.5 years
increased their reading rate from 72 to 137 words per minute (wpm) and from 58
to 111 wpm respectively. Imamura (2012) reported that a group of high school
students who did ER as homework increased their reading rates. Huffman (2014)
studied the reading rate of first-year Japanese nursing college who took a one-
semester ER course, with students in an intensive reading (IR) course serving as
the comparison group. The ER group achieved significantly higher reading rate
gains than the IR group. He also found that there was no decrease in the
comprehension of the students in the ER group. Tanaka and Stapleton (2007), in
a study of Japanese high school students, found that the ER group scored
significantly higher in reading rate and comprehension than the control group that
did no extensive reading.

Positive influence on gains in vocabulary has also been suggested,
considering the exposure to language the learners get through reading a large
amount of books (Horst, 2005; Pigada & Schmitt, 2006). Similarly, a study by
Poulshock (2010) not only supported that learners can enjoy and be motivated,
but can also increase vocabulary. Kweon and Kim (2008) investigated the
incidental acquisition of vocabulary with 12 Korean university students. They
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were tested on their knowledge of vocabulary before engaging in ER,
immediately after the program, and one month later. The results showed a
significant word gain between the first and the second tests, and the final test.

One of the first studies that clearly mentioned the relationship between
reading and speaking was conducted by Cho and Krashen (1994). Four adult ESL
learners made clear gains in vocabulary through fanatically engaging in reading
the Sweet Valley series. Interestingly, participants reported in their interview that
reading seemed to be helping their oral language proficiency. Cho and Krashen
speculate that the specific type of book the participants read contained useful
colloquial language, which language learners often miss in formal language
learning instructions. Although this may be true, the study lacked theoretical
framework concerned with the connection between reading and listening and
speaking. Moreover, the small number of participants can also be considered as
their limitations.

Nakanishi and Ueda (2011) investigated the effects of shadowing
activities on extensive reading, specifically on the comprehension of text.
Shadowing is the task of listening in which the learner tracks the target speech
and repeats it immediately as exactly as possible. In their study, students
performed the shadowing activity with the text in front of them. The study
included two groups of students: one group engaged solely in extensive reading,
whereas the other group combined shadowing with ER. The results of the study
showed that the group of students engaging in ER with shadowing read more
words, and had substantial improvement in comprehension scores on their post-
test. Nakanishi and Ueda concluded that when extensive reading is combined
with shadowing, it improves the learners’ reading comprehension, listening, and
speaking. Therefore, it may be as effective as conventional teaching methods in
classrooms. In addition, they implied that students would be able to familiarize
themselves with the English phonological system, and it helped them feel a sense
of achievement by being able to produce the right sounds.

The effect of ER on writing has also been studied. Mermelstein (2015)
investigated the impact of an ER program on third-year university students in
Taiwan on their writing skills. His results showed a significant increase on four
areas of writing: vocabulary, language use, spelling, and fluency. Park (2016)
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used ER in three sections of an intermediate-level writing course designed for
international students at a university in the United States. The primary goal of the
writing course was to help ESL students improve their general and academic
writing ability in order to support their smooth transition to an academic
environment. Her results showed the students’ significant development in
different areas of writing: content, organization, and language use.

The affective dimension of foreign language learning and ER has also
been investigated. Takase and Otsuki (2012) found positive effects of ER on
learners in EFL contexts. An interesting and significant point about this study is
that the participants were “remedial students”, who had failed their English
classes in university and ended up registering for a repeater class. They were
unmotivated and reluctant to study English because of their negative experiences.
Takase and Otsuki’s study involved 81 non-English major EFL university
students who had failed their previous English courses. They participated in
extensive reading for approximately three months, during which students were
also involved in Sustained Silent Reading in class. Over the course, many of the
participants read over 100 books, which led them to gain self-confidence and the
feeling of self-efficacy. The post-questionnaires showed participants building a
positive attitude towards extensive reading and motivation to learn English.
Takase and Otsuki suggested that students experienced implicit learning by
reading an abundance of easy books with complete storylines, rather than
excerpt-like passages that are frequently used in school textbooks. The Edinburgh
Project on Extensive Reading Placement/Progress was administered as a pre-test
and post-test to examine participants’ English ability, and the results showed
improvements in the participants’ English ability after three months. Thus we can
see that ER is not only effective for developing English proficiency, but also
fostering the joy and pleasure to read in the target language.

An example of Extensive Reading in a second language context — a Japanese
course using Extensive Reading at the University of Hawaii

Hitosugi and Day (2004) outlined a program in a Japanese course dealing
with Japanese speaking, listening, reading, and writing for students with some
background in the language at the University of Hawaii using ER. The classes in
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the course, each containing about 15 students, met five times per week over 16
weeks. ER was used with one class containing 14 students instructed by Hitosugi
over a period of 10 weeks only, due to a shortage of texts. As all classes covered
the same content, no part of it could be eliminated to accommodate ER, so the
ER part was completed as an extra component by Hitosugi’s class.

A total of 266 books written for children learning Japanese as their first
language were collected and these were graded and color-coded from level 1
(easiest) to level 6 (hardest). As an incentive to complete the reading, 30% of the
total mark was at the teacher’s discretion. For Hitosugi’s class, 10% was for the
ER component. The following scale was used for the award of marks: 19 books -
2.5%; 20-29 5%; 30-39 7.5%; 40 10%; > 40 1% extra for every 4 books. The
reading was completed as homework and 30 minutes per week of classroom time
was devoted to activities based on the reading, such as telling others about their
favorite books and using new vocabulary from the readings. The students’
reading ability was assessed by the use of a three-part assessment that included:
a) Part A — summarize in English a short memo written in Japanese; b) Part B —
answer in English some short questions about a travel ad written in Japanese; c)
Part C — state in English some details about a letter written in Japanese. The
students’ motivation to learn Japanese was assessed by the use of a 22-item
questionnaire.

These assessments were administered to the ER class and to a regular
Japanese 102 class before the commencement and at the conclusion of the
program to be able to measure the effects within each class and between the class
exposed to ER and the regular Japanese 102 class not exposed to ER.

The researchers acknowledged the small sample size but highlighted a)
the high amount of reading — one student read 53 books; a total of 443 books
were read; the average was 32 books per student; b) the ER class improved
greatly in part C, a reading comprehension assessment, while the regular class
had lower scores; c¢) that the ER class had much higher to read than the regular
students.

36 PASAA PARITAT JOURNAL volume 32(2017)



Methodology

Participants

The study involved Thai university students, who use Thai as their first
language. These students must take English in their General Education Program
as compulsory courses. Fifty-one fourth (final) year Tourism major students in a
regular compulsory course (English in Business) in the Bachelor of Arts program
being presented by the researcher at the time of the study. The study was
conducted over a 16-week period in the final semester of the students’ degree
program. ER was included as part of the regular course; therefore, all students in
the course participated.

Procedure

The students were introduced to ER. | explained the benefits and went
over the major aspects (e.g., self-selection, easy books, reading for overall
understanding). Most of the reading was done outside of class. | gave them about
ten minutes of in-class reading time. There were no tests. The students were
offered the following incentives to read a number of books during the 16 weeks
that constituted the period for the course English in Business in which the ER
project was presented:

Complete 15+ books 5%; Completel2-14 books 4%; Complete 9-11
books 3%;

Complete 5-8 books 2%; Complete 1-4 books 1%; Complete 0 books 0%

Materials The study involved a collection of approximately 300 graded
readers of different difficulty levels from the Oxford, Cambridge, and Heinemann
publishers. This collection was available at the Self-Access Center in the Faculty
of Liberal Arts at Ubon Ratchathani University. The study was introduced as part
of the English in Business course over 16 weeks and procedures were organized
to be of minimal disruption to the regular course for students and the lecturer.

Instruments A number of quantitative and qualitative instruments were
used:

ArwUSTaY adudl 32 (2560) 37



e a pre- and post-test — in Weeks 1 and 15, students completed a pre- and
post-test developed by the researcher, respectively (see Appendix 1).

e a pre- and post-questionnaire — in Weeks 1 and 16, students completed
a pre- and post-questionnaire, adapted from Hitosuki and Day (2004) with
permission, respectively (see Appendix 2).

e journals — students were asked to keep a journal of their reading that
included a record of the title, publisher, level, start and finish dates,
number of pages, reading time in minutes, comments on appropriateness
of levels (too easy, good, too difficult), ratings of the materials (good,
fair, poor), total reading in minutes, and total reading pages. Students
were informed of the following award of marks in the English in Business
course for satisfactory completion of journals:

Completed 15+ books 5%; 12-14 books 4%; 9-11 books 3%; 5-8 books 2%;
1-4 books 1%; 0 books 0%

Journals were collected for checking in Week 8 and marks were awarded
for submission of completed journals in Week 15.

e students’ comments — in Week 16, students were invited to write
comments about ER in any language (see Appendix 3).

ER activities Nine ER activities were designed and conducted in the first
10 minutes of course lectures (see appendices 4, 5, 6, 7, 8, 9, and 10). These
activities were short, easy, involved no preparation by the students, and no
marking by the researcher. They were also intended to act as motivators for
students to read and as checks on the completion of their reading. One of these
ER activities was titled WHAT DO YOU THINK? and was used in the
measurement of students’ attitudes.

RESULTS

Pre- and post-test Fifty-one students completed both pre- and post-test
parts of the study. Their pre- and post-test results and the changes between their
performances in these two tests are shown in Appendix 11. There was an increase
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in the average score out of 50 (pre-test 34.78; post-test 35.39). However, this
increase was not of statistical significance.

The 51 students were placed in one of two groups, higher ability and
lower ability, based on the scores in the pre-test. The scores ranged from 45/50 to
22/50, the mid-point being 33/34. Those in the 34-45 bracket were placed in the
higher ability group, and those in the 22-33 bracket were placed in the lower
ability group.

As a result of this placement, the former group contained 30 students and
the latter 21 students.

Higher ability group

The average pre-test score for this group was 38.89/50 and the average
post-test score was 37.73/50. This represented a decrease in performance of
2.91%. This decrease was not statistically significant. Eighteen students recorded
lower scores (average loss 3.3) in the post-test compared to the pre-test, nine
improved their scores (average gain 3), and three remained the same (see
Appendices 11 and 12).

Lower ability group

The average pre-test score in this group was 28.95/50 and the average
post-test score was 32.04/50. This represented an improvement in performance of
10.69%. This improvement was statistically significant. Seven students recorded
lower scores (average loss 2.4) in the post-test compared to the pre-test, 14
improved their scores (average gain 5.9), and none remained the same (see
Appendices 11 and 12).

Pre- and post-questionnaire (The same questionnaire was used in the
pre- and post- situations.) Forty-nine students completed the pre-questionnaire
and fifty-eight completed the post-questionnaire. These questionnaires consisted
of 20 statements related to reading and learning English, and the students were
asked to complete them by selecting strongly agree, agree, disagree, and strongly
disagree. The statements sought to investigate any changes in the students’
attitudes to their use of English before and after the course. The results of the pre-/
post-questionnaire are displayed in Appendix 13.
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Responses to WHAT DO YOU THINK? One of the ER activities
completed by students in Week 8 of the project involved a class activity in which
students responded to a series of statements about ER. These statements aimed to
briefly reveal the students’ feelings about ER and reading in English. Their
responses are shown in Appendix 14.

Students’ comments about ER Fifty-seven students made comments
about ER, 34 in Thai, 22 in English, and 1 in Thai and English.

The main comments were — improved vocabulary (21 mentions);
improved grammar (3); difficult (4); interesting (11); improved reading skills (8);
improved English skills (7).

Some interesting comments were — books not linked to course (1); no
time to read (2); need better ways to make sure that students actually read the
books (1); changed from not liking reading to liking reading (1); proud to finish
reading a book (1); liked being able to choose for oneself (1).

Also, the following were comments as written by students:

*One of my hobbies is to read. Especially the books about children, travelling or
others culture. The books that I read from SAC are interesting and fun. 1 will keep
reading to implove my reading skill, my English and open my mind to get any idea from
books.

*1 think it is really that | can practice my English with Extensive Reading. It
made me love reading, it gave me a lot of knowledges.

(The above comments were written by the students in English themselves.
They contain some grammatical mistakes. Both comments were not edited by the
researcher.)

DISCUSSION

Pre- and post-test The results of the post-test compared to the pre-test
were generally disappointing. Even though there was an increase in the average
score out of 50 (pre-test 34.78; post-test 35.39), this increase was not statistically
significant.
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The results of the post-test compared to the pre-test based on groupings
into higher ability and lower ability students were revealing. The average post-
test score for the higher ability group was lower than that for the pre-test (pre-
38.89/50; post- 37.73/50; decrease of 2.91%). This decrease was not statistically
significant. The average post-test score compared to the average pre-test score for
the lower ability group was statistically significantly different (pre- 28.95; post-
32.04; increase of 10.69%).

An explanation of the differences in performances between the students
with higher ability and those with lower ability may be due to the motivation
related to assessment provided to the students to complete the readings (see
above).

The students’ journals were collected for checking in week 8. A number
of students had already at this stage completed the recordings for the maximum
number of readings for the award of the allocated 5% and were awarded the
marks. When the journals were again collected in week 15 for a final check, it
was noticed that many of these students had not read any more books — they had
achieved their maximum mark in the first half of the semester and realized that
they could not improve their mark by reading any more! If the students who
completed all their readings early were the better ones, this may partly explain
the poor performances of the better students in the post-test. They may have
completed the pre-test to the best of their ability, done their readings in the first 8
weeks, achieved the maximum marks available, gone on to concentrate on other
academic tasks to the best of their ability, and completed the post-test for the ER
project as quickly as possible in week 15, having had nothing to do with the
project since week 8.

The English in Business course was the only course in which it was
possible to implement the ER project at the time. The appropriateness of English
in Business for the project may be questioned. The course was not a reading
course — it involved activities oriented to writing applications for employment,
completing interviews, and fulfilling tasks associated with roles in the work
situation. It was a compulsory course for Tourism majors and was offered only in
the final semester of their final year. This meant that it was a stressful time for the
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students who were completing assessments in a number of areas and many were
seeking opportunities for employment and/or further study.

Pre- and post-questionnaire Comparison of the students’ responses to
the pre-questionnaire (n=49) and post-questionnaire (n=58) revealed an
encouraging development of attitudes to reading English. In cases where the item
was positive, there tended to be an increase in numbers of strongly agrees and
agrees and a corresponding decrease in strongly disagrees and disagrees. For
example, item 6, a positive statement, showed an increase in students who chose
“Strongly agree” from 0 in the pre-questionnaire to 6 in the post-questionnaire.
There was a decline from 5 to 1 of students who selected “Strongly disagree” for
the same item (see Table 1):

Table 1 Comparison of pre- and post-questionnaire responses to a positive item (pre-
n=49; post- n=58)

No Item Strongly Agree B Disagree C Strongly
agree A (pre-/post-) (pre-/post-) disagree D
(pre-/post-) (pre-/post-)
6 I have confidence in my
ability to read English. 0/6 17/35 27116 5/1

In cases where the item was negatively phrased, the movement of
numbers was in the opposite direction. Item 20, a negative statement, showed a
reduction from 2 to 0 in students who chose “Strongly agree” and an increase
from 3 to 14 in the number who chose “Strongly disagree” (see Table 2):

Table 2 Comparison of pre- and post-questionnaire responses to a negative item (pre

n=49; post n=58)

No Item Strongly Agree B Disagree C Strongly
agree A (pre-/post-) (pre-/post-) disagree D
(pre-/post-) (pre-/post-)
20 | feel uneasy when | see 2/0 15/13 29/31 3/14
English.
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The responses to the pre- and post-questionnaire suggested that there was
a general development of confidence in reading and/or using English on the part
of the students involved in the ER project.

Responses to WHAT DO YOU THINK? As part of the ER project,
students were asked to indicate their agreement or otherwise with a number of
statements. These were general statements of a mixed nature. The most
interesting response was to the statement ER has been useful to my English. Fifty-
one students agreed with this and only 2 disagreed. This is an extremely
encouraging response about the value of reading generally and ER specifically
from a group of students who were involved in a course that was not focusing on
reading.

Students’ comments about ER The students” comments about ER were
also positive overall. They indicated a positive attitude to reading as a means of
improving English skills and developing interests in a wide range of topics.

Limitations In the consideration and discussion of the results of this
study, it is important to take into account some limitations that may have had an
influence on the outcomes.

The participants in the study were fourth (final)-year Tourism major
students in the Bachelor of Arts program. The fact that they were final year
students may have tested their feelings of the relevance of such a project at such a
late stage of their undergraduate careers when they may be less focused on
academic skills of reading and more concerned about their career skills and
prospects.

These same feelings may also have been reinforced by the professional-
oriented nature of their major — Tourism — and the practical skills-based approach
of the course in which the project occurred — Business in English.

The implementation of the project at a late stage in their study program
and the professional nature of the students’ major and the course may have been
limitations on the outcomes of the study. Such limitations may be overcome by
the implementation of the ER project in the first year of study at university and in
a basic academic course taken by all students, such as Foundation English.
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Recommendations

1. ER is justified in any English context and/or course as reading is an
integral part of the language situation in which all skills are interrelated.
It, however, may have more relevance in reading-oriented courses in
which the students are able to recognize its relevance in such courses.

2. It may be more appropriate to use ER in an earlier situation than the final
semester of the final year of students’ programs. If so, it needs to be
introduced early in the program so that students develop their reading
skills to allow use in other areas of study.

3. It is recommended that the project be repeated with students from
different disciplines and different years of study to enable comparison of
the effectiveness of ER across academic areas and stage of study.

4. The graded readers that were used in the ER project provided a number of
texts that suited the range of students’ abilities. It is recommended that
these readers be used again.

5. The texts were stored in the Self-Access Center in the Faculty of Liberal
Arts and students accessed them using this institution’s procedures. This
relieved any loaning burden on the researcher and made the texts readily
available to the students. This system needs to be retained.

CONCLUSION

The focus of this research was on the effects of ER on the proficiency in
and attitudes toward reading English of Thai university students. The results of
the study obtained from the pre- and post-test showed that students of lower
ability who participated in the ER project improved their general English reading
ability. However, the data suggested little improvement in the general English
reading ability of the students of higher ability. But data collected by other
methods (the pre- and post-questionnaire, agree/disagree responses, and anonymous
written comments) indicated that most students responded favorably to ER. The
affective dimension of ER increases when Thai university students studying EFL
read easy and interesting books that they select. They are motivated to reading in
English and they enjoy reading in English.
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These findings are important for EFL instructors in Thailand for they
demonstrate that ER can help Thai EFL students who struggle with reading. It is
highly recommended that ER be implemented at the beginning of students’ first
year at university. This is especially important, given the finding that students
generally enjoy ER. ER can be used in any course where listening, speaking,
writing and reading are taught.
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APPENDICES

Appendix 1 (The same test was used for the pre- and post-test.)

PRE-/POST-TEST
Student’s 1.D.

You have 30 minutes to complete the passage below.

FILL IN EACH GAP WITH ONE APPROPRIATE WORD:

My name is Huckleberry Finn. My friends call (1) Huck. | am fourteen years old.

Have (2) __ heard about me? Have you heard about me (3)__ my friend, Tom
Sawyer? Mr Twain wrote (4)__ book about us. The book was about both (5) __us,
but Mr Twain called it The Adventures (6) __ Tom Sawyer. The stories in that book are
(7). But Mr Twain didn’t tell you everything about (8) . He didn’t know
everything about us. He (9)  a writer, not a boy. Writers don’t (10) _ everything
about boys!

Now I’'m going to tell (11) some more of my story. But first, (12) going to
remind you about myself.

I was (13) in St Petersburg in Missouri. St Petersburg is (14) the western shore
of the Mississippi River. My (15) died a long time ago. After that, (16) father
left town and | lived alone.

Tom’s (17)  were dead too. But Tom lived with his (18)  Polly. I didn’t have
any aunts. 1 (19)___ alone for many years. In the summer, (20)___ slept in barns on
farms near town. I (21)  go to school and I didn’t learn lessons. (22)  didn’t go to
church on Sundays and I didn’t (23)  prayers. [ didn’t wash my face and [ (24)
comb my hair. My life was good!

didn’t have any aunts. I didn’t have any (25) or sisters. But |1 had many
friends.
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(26) __ of the boys in town were my friends. (27)___ their mothers and fathers
weren’t my friends! Their (28)  and fathers didn’t want me to come to their
(29) . They didn’t want me to talk to their (30)___ . Why? Because their children
didn’t like going (31) _ school. And their children didn’t like going to (32) . All
my friends wanted to be me. (33)  parents didn’t like that.

So, what about (34) father? I didn’t see him very often. (35) he came to St
Petersburg. But he was (36) bad man. He was always drunk. He (37) hit me
and he stole things from me. (38) was afraid of him.

Two years ago, (39) 1844, Tom and | had an adventure. (40) __ were two bad
men in our town. They (41) __ stolen some money and they had hidden it. (42)__
wanted to attack a widow, Mrs Douglas. (43)____ of the men hated this widow. Her
husband (44)  dead. He had been a judge. Some (45)  before, Mrs Douglas’
husband had sent this man (46) ____ prison. The man and his friend wanted to (47)_
Mrs Douglas. They wanted to get into her (48)____ and attack her.

Tom and I found out (49) the men’s plan. And Tom and I told (50) Thatcher
aboutit.....................
Total /50
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Appendix 2

PRE-QUESTIONNAIRE (adapted from Hitosugi & Day, 2004, with permission)
Select A, B, C or D for the following statements (10 minutes).

No Item Strongly Agree Disagree S'grongly
agree B C disagree
A D
1 I don't know many English words.
It is easy for me to read English.
3 I read English books, comics, newspapers,

etc., outside of class.

4 I find English difficult.

5 I would like to do well in this English
course.

6 I have confidence in my ability to read
English.

7 When | read English, I need to look up
many words in the dictionary.

8 | When | read English, I am very interested in
what | read.

9 I find studying English boring.

10 | After reading English, | am very interested
in what | read.

11 | I would like to read more English.

12 | I look forward to coming to this English
class.

13 | I do not enjoy reading English.

14 | Considering how I study English, I can
honestly say that | do just enough to pass.

15 | I 'am a slow reader when I read English.

16 | When I read English, | understand relatively
little.

17 | | like to watch English television programs.

18 | I try to speak English outside of class at
every chance | get.

19 | Itis hard for me to read English words.

20 | | feel uneasy when I see English.
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Appendix 3

When you have finished the post-questionnaire, please write your comments IN
ANY LANGUAGE below on what you think about Extensive Reading. Thanks.

Appendix 4

ER1and ER2
Discussion guestions — discuss with a partner in any language:

1. What are your first memories of reading?

2. Did anyone read to you? No — why not? Yes — who, where and what?

3. What reading material did you enjoy the most?

4. Do you still enjoy the same material or has your reading changed? How?
5

What role does reading now play in your life as a student, a young Thai.....?

Extensive Reading

Read, read, read, read, read, read, read, and then read some more
Read easy

Read interesting

Re-read interesting

Read for general understanding

Ignore unknown or difficult words — just keep reading

Avoid dictionaries — just keep reading

Expand your reading comfort zone

© 00 N o g~ wDdh e

Set reading goals and keep a reading log
10. Enjoy your reading
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Appendix 5

ER3

Most books have a “blurb.” This is a short description of the book and is usually
found on the back cover of the book. To make your choice of a book quicker, you need
to be able to read the blurb and decide if the book is appropriate to you.

Read the 9 blurbs below and write the titles of books on display that you think they
describe. Record also why you made these decisions.

Blurb 1 — England — 1828 to 1840. Maggie Tulliver is beautiful and intelligent. But she is lonely
and unhappy.

Philip Wakem loves her. But she cannot meet him. The Tullivers and the Wakems are enemies.
Then Maggie meets Stephen Guest. They fall in love. But Stephen is going to married to Maggie’s cousin.

Blurb 2 — Ikuko goes to England to study, promising to return to Japan to get married. But in
Birmingham, Ikuko not only discovers another way of life but also a great deal about herself.
This is a powerful story about love that is carried across 3 continents and even time itself...

Blurb 3 — “Mr Scrooge,” said the gentleman. “I have come to ask for your help because it is
Christmas. I want money to help the poor people who have no money and no homes.”

“Aren’t there any prisons?” asked Scrooge. “Put these poor people in prison.”

“But prisons are not very pleasant places. I’'m sure you want people to have a merry Christmas.”
“I don’t have a merry Christmas,” said Scrooge. “Christmas is nonsense. I don’t believe in

Christmas. I’m not giving anyone money so they can have a merry Christmas.”

Blurb 4 — This is a love story you won’t forget. Oliver meets Jenny. He plays sports, she plays
music. He’s rich, and she’s poor. They argue, and they fight, and they fall in love.

They get married and make a home together. They work hard, they enjoy life and they plan for
the future. Then they learn that they don’t have much time left.
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Blurb 5 — In the mountains of Transylvania, there stands a castle. It is the home of the Count — a
dark, lonely place, with wolves howling at night.

In 1875, Jon Harker comes to do business with the Count. But Jon does not like the castle.
Strange things happen at night, and very soon, he begins to feel afraid...

Blurb 6 — These enjoyable stories offer 8 slices of life in England today. The themes include
food, the media, immigration, student life, football and leisure. These stories provide a fascinating
picture of the country at the start of a new century.

Blurb 7 — Liz teaches archaeology in Athens. She works hard and needs a holiday, so she goes to
the beautiful and peaceful island of Sifnos. But the peace does not last long when a mysterious
yacht arrives. Liz becomes involved with some dangerous people.

Blurb 8 — “I sleep with my eyes open. My ears hear the smallest sound and I wake. You may see
something moving the corner of your eye. If you turn to look, there will be nothing there. But |

am following in the darkness behind you. I am your worst dream.”

Blurb 9 — Frank Wormald is a writer. He doesn’t have much money and his wife is unhappy. To
help him finish one of his stories he starts to use a computer. But the computer gives him more
than he wants. Then he really needs help!
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Appendix 6

ER4 — FIND YOUR LEVEL — WRITE ON THIS PAPER - DO NOT WRITE ON THE

TEXTS.

1.

CHOOSE 1 OF THE TEXTS (THEY ARE THE FIRST PAGES OF SOME OF THE
CAMBRIDGE GRADED READER BOOKS.)

RECORD THE CODE (LETTER AND NUMBER, E.G. B2 - THE NUMBER TELLS YOU
THE LEVEL OF THE BOOK)

QUICKLY READ THE TEXT AND RECORD BELOW ANY WORDS OR PHRASES
YOU DON’T UNDERSTAND — DON’T WRITE ON THE TEXT.

IF YOU FEEL COMFORTABLE WITH THE TEXT....

IF YOU RECORD MORE THAN 5 WORDS OR PHRASES....

CODE (LETTER WORDS OR PHRASES YOU ISIT
AND NUMBER) DON’T UNDERSTAND YOUR LEVEL?

FIRST
TEXT

SECOND
TEXT

THIRD
TEXT

ArwUSTaY adudl 32 (2560) 55



Appendix 7

ER 5 - NEW VOCABULARY

Complete the table for 5 new words that you have discovered in your Extensive

Reading.
New word Part of Meaning Synonym(s) | Antonym(s) | Other forms
speech, e.g. of word, e.g.
noun etc. adjective
1
2
3
4
5
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Appendix 8

ER 6 - SHARED NEW VOCABULARY

Complete the table for new words from others’ Extensive Reading.

New word

Part of
speech, e.g.
noun etc.

Meaning

Synonym(s)

Antonym(s)

Thank you

10
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Appendix 9
ER7 WHAT DO YOU THINK?

| agree | disagree

Reading in my first language is fun.

ER has been useful to my English.

Reading in English is difficult.

| feel comfortable reading the ER texts.

I look up new English words in the dictionary.

If I read quickly in English, I don’t understand
the text.

I enjoy reading out loud in English.

The ER texts are too easy.

Appendix 10
ER 8 - RE-ORIENTATION

(Going in the right direction; keeping on track)

Your aim is to read and record in your journal at least 15 books to achieve the 5%

allocated for Extensive Reading.
e You started in week 1 at zero.
e This is week 12 — you should have read and recorded at least 12 books.

¢ How many have you read and recorded? . Are you on track?
e Check the 10 points about Extensive Reading that you were given in ER 1.
e You have to hand in your journals on 9.2.07 (week 15).

ER 9 - MY FAVOURITE PASSAGE/BOOK
With a partner, tell each other what your favourite passage/book that you have read in
ER is. Tell each other:

1. title, author, type of book (love, history, adventure...)
2. brief description of the passage/book
3. reasons for liking the passage/book
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Appendix 11

Pre- and post-test results and changes between pre- and post-test (n=51)

Student number Pre-test Post-test score Change between
score /50 pre- and post-test
/50
h — higher ability
| — lower ability
1 45 h 41 -4
2 37h 38 +1
3 251 30 +5
4 24 | 28 +4
5 26 | 35 +9
6 321 29 -3
7 40 h 39 -1
8 321 29 -3
9 40 h 33 -7
10 43 h 47 +4
11 331 39 +6
12 40 h 39 -1
13 42 h 38 -4
14 34 h 25 -9
15 26 | 32 +6
16 34 h 31 -3
17 37h 35 -2
18 37h 32 -5
19 39h 36 -3
20 39h 42 +3
21 28 | 37 +9
22 43 h 46 +3
23 311 32 +1
24 39h 38 -1
25 35h 35 0
26 331 40 +7
27 42 h 40 -2
28 301 38 +8
29 44 h 44 0
30 311 30 -1
31 39h 41 +3
32 41h 39 -2
33 311 38 +7
34 27 | 26 -1
35 43 h 37 -6
36 37h 38 +1
37 37h 34 -3
38 36 h 40 +4
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39 221 26 +4
40 37h 36 -1
41 35h 34 -1
42 291 34 +5
43 281 31 +3
44 38h 38 0
45 331 41 +8
46 291 28 -1
47 251 24 -1
48 34h 40 +6
49 331 26 -7
50 39h 34 -5
51 40 h 42 +2
Appendix 12

Higher and lower ability groups’ pre- and post-test averages and % differences in

performances

Ability level Pre-test average/50 Post-test average/50 | % difference
higher 38.89 37.73 -2.91

lower 28.95 32.04 +10.69
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Appendix 13

Results of pre-/post-questionnaire titled Responses to statements about ER

Strongly . Strongly
No Item agree Agree pre- Disagree disagree
/post pre-/post
pre-/post pre-/post
1 I don't know many English words. 2/1 32/25 13/28 2/4
2 It is easy for me to read English. 1/5 18/41 28/12 2/0
3 I read English books, comics, hewspapers, etc., 1/6 20/43 22/8 6/1
outside of class.
4 I find English difficult. 2/1 25/24 21/32 1/1
5 I would like to do well in this English course. 28/32 18/24 312 0/0
6 I have confidence in my ability to read English. 0/6 17/35 27/16 5/1
7 When | read English, | must look up many 9/6 28/21 12/31 0/0
words in the dictionary.
8 When | read English, | am very interested in 5/11 39/45 5/2 0/0
what | read.
9 I find studying English boring. 0/1 5/4 33/31 11/21
10 After reading English, I am very interested in 5/13 37/43 712 0/0
what | read.
11 I would like to read more English. 19/20 20/34 10/4 0/0
12 I look forward to coming to this English class. 11/12 29/35 9/10 0/1
13 I do not enjoy reading English. 0/0 10/4 33/36 6/17
14 Considering how | study English, I can 0/4 22/34 23/12 4/8
honestly say that | do just enough to pass.
15 I am a slow reader when | read English. 9/5 29/25 10/28 1/0
16 When | read English, | understand relatively 3/0 35/29 11/29 0/0
little.
17 I like to watch English television programs. 16/21 19/29 9/8 5/0
18 I try to speak English outside of class at every 10/8 25/26 10/12 4/2
chance | get.
19 It is hard for me to read English words. 312 16/10 28/35 2/11
20 | feel uneasy when | see English. 2/0 15/13 29/31 3/14
(pre- n=49/post- n=58)
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Appendix 14

Results of class activity WHAT DO YOU THINK? (n=54)

| agree | disagree

Reading in my first language is fun. 53 1
ER has been useful to my English. 51 2
Reading in English is difficult. 22 31
| feel comfortable reading the ER texts. 40 13
I look up new English words in the dictionary. 52 0
If I read quickly in English, I don’t understand 26 27
the text.

I enjoy reading out loud in English. 31 22
The ER texts are too easy. 13 40
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An Investigation of Thai Learners’ Needs of English
Language Use for Intensive English Course

Development

Chatraporn Piamsai
Chulalongkorn University Language Institute
Abstract

Needs analysis plays an important role in course and curriculum
development. Not only is it a necessary step for mandatory courses offered at
schools and universities, but it is also crucial for language schools and institutes
that offer intensive courses to learners. Assessing the purposes and needs as well
as the activities for which the language is needed for the learners can help direct
the curriculum as well as lead to successful teaching and learning. The objectives
of the study were to study the needs of the learners and the English skills needed
by the learners who enrolled in intensive English courses at Chulalongkorn
University Language Institute (CULI), and also to investigate the content,
teaching methods and length of the courses appropriate for them. The participants
were 321 learners who voluntarily took part in the study. The learners were
divided into 3 groups based on their occupations and CULI’s course management
as follows: students, government officials and employees of private
organizations. The data were collected from a needs analysis questionnaire and
interviews with selected participants. Both quantitative and qualitative methods
were used to analyze the data. The results showed that the learners were
interested in improving their English in all four language skills. They needed
basic language skills such as reading for the main idea, giving information and
general conversational skills in order to communicate effectively in everyday life.
There were also demands for English for Specific Purposes courses targeting
skills related to their occupations. In addition, interesting information useful for
course and curriculum development and management was also identified.

Keywords: needs analysis, needs assessment, learners’ needs
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Background

Up to and following the recent establishment of the ASEAN Economic
Community (AEC), Thailand, especially the Thai government, has been
attempting to make the transition as smooth as possible. One key aspect is the
improvement of the country’s English teaching and learning system with the
hope of increasing the English proficiency of Thai citizens. English will play an
increasingly important role than in the past since it will be used as a medium of
communication for ASEAN country members. However, according to the
Ministry of Education’s report on its strategic plans during 2006-2010, its goals
concerning English language development have not yet been met. Its plans to
restructure Thailand’s English education system includes making English the
Thai student’s first foreign language, implementing English courses early in year
1, encouraging schools to open more English Programs as well as supporting the
establishment of international schools, funding English teacher development,
and, in 2006, adopting the communicative teaching approach. Despite the
different types of measures that have been taken, the average scores of grade 6
and grade 9 students’ English remained the lowest, compared to those of the
other core subjects. Regarding grade 12 students, the average English score on
the national test is also not satisfactory (NIETS, 2016). This partially leads to
students seeking extra English courses. Like young learners, adults also need
greater English training to better equip themselves in a more competitive world.
This has contributed to the expansion of private tutoring businesses around the
world. They are prevalent especially in North America, Europe and Asia-Pacific
(Schlenker, 2012). Examples are clearly evident in Asian countries. In 2012,
South Korea accounted for 15% of the global market in the business, which was
worth approximately US $13.9 billion (ICEF, 2012). Thailand is also following
this trend with the private tutoring businesses growing at 5.4% each year, and, for
high school students alone, the business is worth more than 8 billion baht in value
(MGR online, 2013).

With the huge profits generated by the tutoring business has come greater
competition. Chulalongkorn University Language Institute (CULI), with its
mission to provide English language education not only to university students,
but also to the public, therefore, has to actively engage and compete within this
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sphere. CULI has been offering intensive English courses to the public for many
years. Course and teacher evaluations are always carried out at the end of each
course with the purpose of enhancing both teaching and learning. In some
classes, teachers also explore students’ needs at the beginning of the class.
However, in order to ensure that students’ needs are met, a systematic method
like a needs analysis is required. Knowing what learners need does not only help
prepare CULI for competing in the business, but, more importantly, it also leads
to achieving its ultimate objectives of providing quality teaching and learning.

Needs analysis
Firstly, how can we know that the courses and the course content meet
learners’ expectations? Munby (1978) suggested that needs analysis or needs
assessment is an initial requirement. This is very important for course
development as it facilitates the course design process that will be beneficial to
all parties: students, teachers and the institutions and organizations involved.
Needs analysis has long been viewed as an initial and important step for
curriculum development. Rahman (2015) emphasized that needs analysis is
crucial as it is necessary to assess the purposes and needs as well as the activities
for which the language is needed. In the early years, needs analysis was
predominant in English for Occupational Purposes (EOP); however, the focus
later shifted to English for Academic Purposes (EAP). Needs analysis for general
English is also included (West, 1994). Dudley-Evans and St. John (2007) defined
‘needs analysis’ as a process of finding what and how a course should be, and an
‘evaluation’ as a process of finding if it is effective.
Needs analysis in education is important as it provides useful information
for teachers and eduators in the following areas (McCawley, 2009, p.3):
e Impact — From needs assessment, we are able to create a positive
impact on the students. This helps us know what they need.
e Approaches — We are able to select the most effective teaching
approaches which best suit our students.
e Awareness — We are able to see the gaps between the programs we
offer, and what we should offer to bridge the gap, which leads to more
effective teaching and learning.
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e Qutcomes — We are able to use the current situation to document
outcomes.

e Demand — We are able to know what the potential demand is for our
future programs. This is very important especially for those in
competitive markets.

e Credibility — We are able to guarantee if the programs serve the target
group of learners well, and to show the funding authorities that the
programs are effective.

What are needs? Needs are defined in many ways. McCawley (2009)
defined a needs analysis as an assessment to ascertain the gap between what the
learners possess (i.e., what they know, what skills they have, what they are
interested in, what they prefer and what their learning habits are like) and what
they need. Dudley-Evans and St. John (1998, p.125) proposed a theoretical
framework of needs analysis, which consists of (1) learners’ professional
information, (2) learners’ personal information, (3) learners’ language information
about the target situations, (4) learners’ lacks, (5) learners’ needs from the course, (6)
language learning needs, (7) communication information in the target situation, and
(8) environmental information. In 2007, Dudley-Evans and St. John provided a
precise descriptive summary of needs analysis — as influenced by Brindley (1989:
63-65) and Berwick (1989: 55) — as objective and subjective, perceived and felt,
target situation/ goal-oriented and learning as well as process-oriented and
product-oriented. Objective and perceived needs are derived from outsiders. These
needs can be verified and are based on facts. In contrast, subjective and felt needs
are derived from insiders and are related to cognitive and affective factors. How
learners feel, for example, is considered as falling under the subjective and felt
needs category. Dudley-Evans and St. John proposed three types of analyses: 1)
target situation analysis, which includes product-oriented and goal-oriented
needs, 2) learning situation analysis, which is based on process-oriented needs,
and 3) present situation analysis, which can be described as lacks.

Munby (1978) proposed the model “Communication Needs Processor”
(CNP) in which information about participants is analyzed to get their profiles of
needs. His model emphasized the importance of needs analysis and has been
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widely adopted. From the 1970s until now, the role of needs analysis remains
influential. Macalister and Nation’s (2011) model of the curriculum design
process shows that needs analysis is one of the essential parts in the curriculum
development process. Based on the model, there are three types of needs, namely,
necessities, lacks and wants. According to Hutchinson and Waters (2006) these
needs are categorized under the bigger term of “target needs”. Necessities refers
to the knowledge learners need to know in order to be able to communicate
effectively in a target situation. These needs are based on the demands of the
target situation where learners have to use the language. Lacks are referred to as a
gap between learners’ existing knowledge and the target proficiency that they are
required to have in order to perform in each particular situation. Wants are based
on learners’ viewpoints. In Nation and Macalister (2010), they are referred to as
learners’ “subjective needs” since for the same target situation, the necessities of
skills one must possess can be objectively explained; however, what learners
want in the same target situation may vary from one to another. For example, for
two learners who are from the same company and with the same job
responsibilities, one might want to learn more about how to write business
correspondences, while the other might desire to practice more speaking skills.
Hutchinson and Waters (2006, p.59) proposed a target situation analysis
framework that includes the following main areas: the reasons why the language
is needed, the way of using the language, the content area of the course, the
interlocutor with whom learners will use the language, the situation where the
language will be used, and the time when the language will be used. Another
framework suggested by Hutchinson and Waters (2006, p. 60) is a learning needs
analysis framework, which refers to what learners need to know in order to be
able to perform or meet the target situation needs. The questions asked are as
follows: the reasons why the learners take the language course, the resources that
are available, who the learners are, and where the course will take place.
However, Syssoyev (2014) suggested that to study only the needs of the
students might not be enough to develop a successful course or program. A
student analysis is needed to see what students’ interests are. In a student
analysis, teachers will be able to see both what their students are like, in terms of
their proficiency levels, their motivation, their background, etc. as well as to learn
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what their needs are, or what they want to achieve. The student analysis can be
conducted after a needs analysis, which serves as a basis for course development,
since teachers might not be able to meet the potential students before class.

In addition to needs analysis and student analysis, means analysis is also
suggested as an additional tool for course development. Means analysis, a
method widely used in English for Specific Purposes (ESP), is a means to study
the local setting or the environment where the language course will take place.
This is to study, for example, the teachers, the students, the teaching methods and
the facilities in order to make the course suit each teaching and learning
environment (Dudley-Evans and St. John, 2007).

West (1994) suggested three periods in a course when needs analysis
should be carried out. Needs analysis can be done in advance of a course so that
teachers will have plenty of time to prepare for their syllabus and materials. This
is called an offline analysis, and it may need to be reviewed when the teachers
meet the learners. The second period to conduct needs analysis is on the first day
of the class. This is advantageous because teachers are able to see their students,
and also meet and talk to them. They will subsequently acquire a truer picture of
their students’ needs. However, it is disadvantageous in that the teachers do not
have time to prepare for the course in advance. The third is ongoing needs re-
analysis. This is to help teachers identify their students’ new or short-term needs.
West recommended that needs analysis be repeated during the course since
students’ needs can change. This is supported by Goémez Garcia (2010)
suggesting that needs analysis be conducted throughout the course, not only as a
pre-stage, but also during a course design period.

Approaches to Needs Analysis
Needs analysis is a complicated process, involving interpretations of a
large amount of data. McCawley (2009, p.4) proposed six steps in conducting a
needs assessment for an effective educational program development as follows:
1) writing the objectives of the needs assessment
2) selecting the target informants
3) sampling the informants who represent the needs of the whole population
4) choosing instruments to collect data
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5) analyzing the data
6) making a decision or assessing needs based on the collected data

To ensure the reliability and validity of a needs analysis study, Cowling
(2007) and Long (2005) recommended triangulating different sources. According
to Long, triangulated sources should be done “to increase the credibility of the
interpretation of the data...” (p.28).

Different data collection procedures include those such as logs,
interviews, observations, questionnaires and testing (Long, 2005 and Nation and
Macalister, 2010). Gémez Garcia (2010) also recommended needs analysis
through various types of methods. Hutchinson and Waters (2006, p.58) and
Palacios Martinez (1994, p.143), quoted in Gomez Garcia, suggested different
methods through which information about learners’ needs can be gathered. These
are surveys, questionnaires, interviews, attitude scales, job analyses, content
analyses, statistical analyses, observations, data collection, and formal consultation
with sponsors, learners and other relevant parties. Jordan (1997) recommended
the same methods for needs analysis, namely observations, surveys or
questionnaires, and structured interviews. Other methods he suggested include
diagnostic tests, learner diaries, case studies or a thorough investigation of the
needs and difficulties the students have, evaluation and feedback, and previous
research, which can serve as a valuable source of information for the teachers or
course developers. In research by Brown (2002), surveys, questionnaires,
interviews and observations are also suggested. Other methods are those such as
tests, personal reviews and performance appraisals.

To gain substantial information, not only should methods of data
collection be considered, but the sources of information are also important.
According to Dudley-Evans and St. John (2007), the main sources of information
can be both the people involved and the documents. They can be learners, people
who work or study in the field, students who used to take part in the course,
relevant documents, clients, employers, colleagues, and relevant research studies.
Kaewpet (2009) suggested inviting multiple perspectives from all stakeholders. If
the whole population cannot be included, it is necessary to carefully select the
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informants. This is to ensure that they truly represent the whole population
(McCawley, 2009).

Studies on Needs Analysis

A number of research studies have used needs analysis as a tool for
curriculum development, improvement and evaluation, especially in ESP. For
example, Goémez Garcia (2010) explored the needs of different European
enterprises for an online language course and material development. Kaewpet
(2009) studied and proposed a framework for investigating the ESP needs of
engineering students in an EFL context, and Srisueb (2009) studied the needs and
attitudes of students from a private Islamic school in Narathiwat province. In this
context, English is taught as a third language.

Numerous studies have also addressed students’ needs in English training.
They strongly prove that students consider English an important tool of
communication. Some studies found the oral and aural skills the most important
and, therefore, needed. For example, Wiriyachitra (2003, cited in Somdee and
Suppasetseree, 2013), found that English listening and speaking in the workplace
are more essential than reading and writing skills as they are used more.
Panpreuk and Mahapoontong (2007) investigated the needs and interests of
studying English of post-graduate students at King Mongkut’s Institute of
Technology North Bangkok. The study revealed that the students highly value the
importance of English. Their needs regarding English training are for listening,
speaking, writing and reading respectively. According to the study, the students
have problems in giving presentations and answering questions related to their
presentations. They also lack everyday conversational skills. Similarly,
Dueraman (2013) revealed that Thai adult learners of English see the importance
of English in various aspects such as education, everyday communication and in
their careers. They reported that speaking skills are needed the most. These
subjects said that with the advent of the AEC, these skills are highly important
for communication especially for the tourism industry. Also, these are the skills
in which Thai people lack confidence; therefore, speaking skills, alongside
listening skills, need to be enhanced.
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In the study conducted by Unkaew (2010), the needs and problems of
employees at a company were explored. The employees revealed that they have
problems with speaking skills the most, followed by listening, writing and
reading, respectively. Their needs for English training courses reflected what they
found the most difficult. Unkaew (2010) concluded that the employees’ needs for
training courses are parallel to the skills they lack. She also suggested that the
four skills be taught altogether to enhance the effectiveness of teaching.

Another study conducted with non-Thai students also supported the
students’ view of English as valuable, and the oral and aural skills as being of
paramount importance. Litticharoenporn (2014) studied the oral and aural
English language needs of students at an international school in Bangkok as
perceived by teachers, parents and students. During the first phase of her study,
the target group was Japanese students only. According to the findings, general
listening comprehension skills (besides formal lectures), effective participation in
class or group discussion, project or study group, and communication with
teachers in and out of class were ranked as the top three most important skills —
although not in the same order — by the three groups. The ability to give
presentations, take notes and to follow the pronunciation/intonation/stress
patterns of American English were considered important, but not to the same
degree.

In the same way, Kittidhaworn’s (2001) research study showed that
listening skills, particularly listening to classroom lectures, are necessary for Thai
undergraduate students. The study explored the needs of 182 Thai undergraduate
engineering students’ English language learning in language structures, rhetorical
categories, language functions and language skills (i.e. listening, speaking,
reading and writing). It revealed that despite their demographic variables, there
was no significant difference in their needs. It also showed that grammatical
structures, especially those related to their target language use (TLU) such as
structures used in scientific discourse, are needed. Moreover, she revealed that all
language skills are perceived as important for the students with “listening to
classroom lectures”, “reading scientific/engineering texts for comprehension”,
“reading for particular purposes (e.g. main ideas, skimming, etc.)”, “asking and
answering questions during the group or class discussion”, and stating opinions
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or ideas about different topics during classroom discussion” on the top ten list.
Regarding the skills that they perceive as being the least proficient in, speaking
skills were ranked first, followed by listening. The students reported themselves
as being most proficient in reading skills.

It is definitely unsurprising to learn that listening and speaking skills are
in need the most. As can be seen in the following chart (skillsyouneed.com, 2012,
citing Adler et al., 2004), people spend 70% of their time on communication, and
such communication is mainly oral communication (listening 45% and speaking
30%).

Time Spent Communicating

4, Communicating |
70%

Speaking
30%

© 2012 www.skillsyouneed.com

Despite the fact that listening and speaking skills are used the most in
everyday life, students have little opportunity to practice them in English.
Biyaem (1997, cited in Noom-Ura, 2013), revealed that there have been many
obstacles for Thai students to master English speaking. One of the obstacles is
their lack of opportunity to use the language in everyday life.

Regarding the other two skills, i.e. reading and writing, there have also
been studies supporting the significance of their roles, and underlining the need
for training in these skills. Although some studies revealed that Thai students
perceive their reading skills as being their strongest of all the four language skills,
other studies have highlighted the problems they encounter in reading.
Chawwang (2008) studied the English reading problems of Thai grade 12
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students and found that they have problems in sentence structure, vocabulary, and
reading comprehension. Also, when the two majors of science and arts were
compared, the results showed no significant difference in the reading problems of
the two groups. Phakiti and Li (2011) explored the reading and writing
difficulties of post graduate students in TESOL. They reported that the students
have difficulties in the academic vocabulary related to TESOL and that they also
find synthesizing information difficult. As for writing skills, academic writing
skills are specifically what they need. In Pawapatcharaudom (2007), it was found
that Mahidol University students viewed writing skills as the most problematic
for them. Their concern is that of writing an essay within a time limit. Therefore,
courses on writing are necessary for them. Naphon (2008) investigated the needs
and problems of auditors at the Big Four in using English at work. The results
showed that, for audit work, they need English writing skills the most, followed
by reading skills. The speaking and listening skills are used less at work.
However, the most difficult skill for them is speaking, with the difficulty lying in
the selection of appropriate words to speak. Moreover, the study also revealed the
auditors’ preference for foreign teachers, who they perceive as more fun and
relaxed. They also think integrated skills should be taught through a wide
selection of teaching materials, the context of which should be business-related.
The appropriate length of a course should be 3 months with 2-hour-classes
offered once a week on a weekend morning.

It can be concluded from the previous studies that students view it as
important to learn English. However, the skills they need the most vary according
to the contexts or the situations in which they use the language. Morrison et al
(2011) emphasized the importance of context analysis. They posited that context
is highly influential on learning experience. Bracaj (2014) also supported this
view, reporting that there have been an increasing number of ESP courses, which
is a result of the attempts to meet learners’ future career needs. The incorporation
of the contexts for English teaching provides real world examples and scenarios
for students. This is why needs analysis is an important part of curriculum
development, especially in ESP. As Rahman (2015) pointed out for ESP courses,
language teaching should reflect real world needs. Students will benefit more if
the curriculum serves learners’ needs, as found by Souriyavongsa et al (2013) and
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their findings that Lao students perceive their low proficiency of English as
resulting from the curriculum. They think it is ineffective and unable to help them
improve their English proficiency. Douglas (2000) also stressed the importance
of target language use (TLU) analysis in ESP, and pointed out that the four skills
of listening, speaking, reading and writing should not be viewed as separate
components; however, they should be considered as the ability that one needs to
possess to be effectively engaged in a TLU situation.

In addition to curriculum development, some studies also looked at how
information obtained can be used for curriculum review and evaluation. Balint
(2005) investigated students’ perceived English language needs so that the
information would be used for his curriculum review. He also validated the
perceived English language needs that the students initially reported by
comparing them to students’ later selection of courses. In another study,
Vasavakul (2006) surveyed learners’ needs to develop oral business English
communication courses and to assess if the existing courses were effective. A
study conducted by Bosher and Smalkoski (2002) aimed at evaluating why ESL
students who enrolled in the Associate of Science degree nursing program did not
successfully achieve their academic goals. The sources of information were
derived from primary interviews, observations and questionnaires. A mixed
method of target situation analysis and present situation analysis was used.

Research Methodology

Context

Chulalongkorn  University Language Institute’s (CULI) Academic
Services Department consists of three centers: CULI’s State Personnel
Development Center, Academic Services Center, and Test Development Center.
The first two centers are in charge of course management for the public and serve
different groups of learners. Learners who are government officials have to enroll
in courses offered by the State Personnel Development Center while students and
those who work in private organizations have to enroll in courses run by the
Academic Services Center. The courses are taught in the evenings on weekdays
and thoughout the day on weekends. They target various skills ranging from
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general language skills such as effective communication and grammar to specific
skills for particular contexts such as writing in the workplace and academic
writing. Needs analysis, in this situation, is important even though some courses
are for general English. It is believed that needs analysis is not only limited to
English for specific purposes, but should also be conducted in general English
courses (Seedhouse, 1995).

Research Objectives
The purpose of this study is to investigate the needs of learners who take
intensive English courses at CULI as there have been problems in making
decisions concerning what courses should be offered and how they should be
managed. The aim is that the findings will suggest whether the courses offered
need improvement or adjustment in response to the needs of potential clients or
learners. Since the key problem is to serve the needs of a heterogeneous group of
learners, this research aims to explore the initial needs in English of these
learners, as suggested by Levy (2008) who states that pre-assessment on what the
students know, what they want to know and what they have learned is necessary
for a class with students of different abilities, experiences, and backgrounds.
However, to minimize the diversity of learners’ backgrounds, and to maximize
the benefits for CULI from the findings, the learners were grouped based on their
occupations: students, government officials and employees of private organizations,
in accordance with the institute’s course administration as explained above.
The objectives of the study are as follows:
1. To study the needs of the English language use of students,
government officials and employees of private organizations
2. To study the English skills that students, government officials and
employees of private organizations are required to master
3. To investigate the content, teaching methods and length of English
training suitable for setting up intensive English courses for students,
government officials and employees of private organizations
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Population

The population comprised learners enrolling in the intensive English
courses run by the State Personnel Development Center and the Academic
Development and Services Center at CULI from the second to the last quarter of
2014. The estimated total number was 700. According to Yamane’s formula of
sample size (1967), an acceptable number for a population of 700, with a
confidence level of 95%, is 255. In this study, 321 participants voluntarily
provided information and returned the questionnaire.

The participants were divided into 3 main groups: 1) students (i.e. high
school, undergraduate and graduate students) (n = 132), 2) government officials
(n =138), and 3) employees working in private organizations (n = 51). They were
grouped according to their occupations and CULI’s administration of the
intensive courses as mentioned. From each sample group, participants were
interviewed on a voluntary basis to give more in-depth information. In total, 46
participants volunteered to give more information via the interviews. Of this
number, 20, 14, and 12 participants represented students, government officials
and employees in private organizations, respectively.

As shown in Table 1, the majority of the participants in the study were
women. They accounted for 69.78 % (n = 224) of the total number of
participants. The age of the majority (n = 137 or 42.68%) ranged from 15-25
years old. Most of the participants (n = 176 or 54.83 %) held a bachelor’s degree.
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Table 1

Occupation
Total
Student Public Private
N % N % N % N %
male 58 18.10 22 6.90 17 5.30 97 30.22
Gender
female 74 23.10 116 36.10 34 10.60 224 69.78
Under 15 yrs 0 0.00 1 0.50 0 0.00 1 0.30
15-25yrs 122 38.00 6 3.20 9 4.80 137 42.68
Age 26-35yrs 10 3.10 55 29.10 31 16.40 96 29.91
36-50yrs 0 0.00 62 32.80 9 4.80 71 22.12
Over 51yrs 0 0.00 14 7.40 2 1.10 16 4.98
Secondary 35 10.90 1 0.31 0 0.00 36 11.21
Bachelor’s 76 23.68 65 20.25 35 10.90 176 54.83
Education | Master’s 17 5.30 65 20.25 14 4.36 96 29.91
Doctorate 3 0.93 4 1.25 2 0.62 9 2.83
Others 1 0.31 3 0.93 0 0.00 4 1.25

Research Instruments

1.

Needs analysis questionnaire — The questionnaire was created based on needs
analysis frameworks and theories, related previous studies, and English needs
surveys from other institutions and organizations. The questions were adopted
from the needs analysis questionnaire used by SEAMEO Regional Language
Center, Singapore as SEMEO RELC and CULI share some similarities in
terms of the courses they offer. The two institutes teach both regular and
customized English courses, including those targeting general language skills,
test preparation skills and English for Specific Purposes courses. The skills
included in the study were basic language skills and were related to the
content of the courses. Experts were consulted to ensure the content validity
and revisions were made before a trial with a comparable group of 78
participants. The questionnaire consisted of 2 parts: 1) Informants’ background
information and their needs concerning the time, the length, the method of

78
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teaching and the teacher they prefer, and 2) their needs for each language
skill. As for the teaching methods, three types of course management namely
e-learning, blended learning and teacher presence in class were the focus as
CULI would like to explore Ilearners’ opinions towards classroom
management to see if the use of technology would attract them to take courses
at CULLI, and because the institute has developed several e-learning courses,
investigating learners’ views would be of great benefit. A Cronbach’s alpha
value of 0.9671 confirmed the reliability of the questionnaire.

Interviews — Interviews were given to learners. The interview was given to 46
participants who volunteered to give more information. There were 20, 14,
and 12 participants representing the students, the government officials and the
employees in private organizations, respectively.

Data Collection

1.

To obtain the information regarding the participants’ needs and English
language use, the questionnaire was distributed to the participants in class.
The interview was conducted with participants from each focus group who
expressed interest in taking part.

Information about the skills required to master was investigated from
participants’ responses in the questionnaire and the interview.

Information concerning the content of the course, the teaching methods and
the length of the course that the learners found appropriate was obtained from
the questionnaire and the interviews provided to the learners.

Data Analyses

1.

Descriptive statistics was used to analyze the data gained from the
questionnaire concerning the needs regarding English use of the three groups
of participants.

Regarding the specific English skills that they are required to master,
descriptive statistics was also used to analyze the data obtained from the
questionnaire. The information from the interviews with the students was
analyzed qualitatively.
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3. To investigate the content, the teaching methods and the length of English
training appropriate for the learners, the data from the questionnaire and the
interviews were analyzed qualitatively.

Results of the Study

To identify the learners’ needs, the results are discussed based on the
research objectives as follows.

1. To study the needs of the English language use of students, government
officials and employees of private organizations

The needs of English skills in this study were divided into three main
categories: conversational skills (listening and speaking), reading skills, and
writing skills. They were subdivided into three types according to different
language domains, i.e. for general usage, for work and for studies.

Based on the data shown in Tables 2-4, the participants expressed the
need for all skills as can be seen from the high mean scores in each category.
Regarding the student group, the results showed that their need for general
conversational skills was at the highest level (mean = 4.48). As the need for
reading and writing skills, they ranked reading for higher studies and writing for
higher studies as their top priority (mean = 4.50 and 4.59, respectively).

As for the government officials, the participants viewed conversation
skills, reading skills and writing skills for work as the most important, compared
to those for other contexts. The averages were 4.45, 4.43 and 4.50, respectively.

The results gained from the learners who worked for private
organizations followed the same direction as the government officials. They
reported that they needed all of the language skills for the working context the
most (mean = 4.48, 4.55 and 4.45, respectively).
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Table 2: Students’ needs for specific skills

Needs Mean S.D.
1. Need for Conversational Skills (Listening and Speaking)
1.1 Conversation for general usage 4.48 0.82
1.2 Conversation for work 4.45 0.73
1.3 Conversation for studies 4.40 0.75
2. Need for Reading Skills
2.1 Reading for general usage 4.39 0.79
2.2 Reading for work 4.47 0.73
2.3 Reading for higher studies 4.50 0.78
3. Need for Writing Skills
3.1 Wiring for general usage 4.54 0.67
3.2 Writing for work 4.47 0.72
3.3 Writing for higher studies 4.59 0.66

Table 3: Government officials’ needs for specific skills

Needs Mean S.D.
1. Need for Conversational Skills (Listening and Speaking)
1.1 Conversation for general usage 4.47 0.82
1.2 Conversation for work 4.45 0.73
1.3 Conversation for studies 4.07 0.93
2. Need for Reading Skills
2.1 Reading for general usage 4.33 0.78
2.2 Reading for work 4.43 0.75
2.3 Reading for higher studies 4.20 0.96
3. Need for Writing Skills
3.1 Wiring for general usage 4.33 0.81
3.2 Writing for work 4.50 0.68
3.3 Writing for higher studies 4.20 0.96
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Table 4: Employees of private organizations’ needs for specific skills

Needs Mean S.D.

1. Need for Conversational Skills (Listening and Speaking)

1.1 Conversation for general usage 4.33 0.87
1.2 Conversation for work 4.48 0.71
1.3 Conversation for studies 4.14 0.93

2. Need for Reading Skills

2.1 Reading for general usage 4.26 0.79
2.2 Reading for work 4.55 0.68
2.3 Reading for higher studies 4.29 0.84

3. Need for Writing Skills

3.1 Wiring for general usage 431 0.75
3.2 Writing for work 4.45 0.80
3.3 Writing for higher studies 4.22 0.94

2. To study the English skills that students, government officials and
employees from private organizations are required to master

Tables 5-8 show the purposes for the needs for each specific skill. The
student group ranked listening for the main idea/summarizing and listening for
conversational purposes as the top two (mean = 4.60 and 4.50 respectively).
Regarding speaking skills, the students needed the skills that they could use to
give information (mean = 4.58) and carry on conversation (mean = 4.57) the
most. For reading skills, they needed the skills of capturing the main idea (mean
= 4.52) and understanding a topic (mean= 4.50). As for writing skills, giving
reasons/explanations was the most required skill (mean = 4.58), followed by
descriptive writing (mean = 4.55) and writing to give information (mean = 4.55)

The public sector group gave similar responses concerning the listening
skills to those of the student group. They viewed listening for the main idea/
summarizing and for conversational purposes as the most needed listening skills
(mean = 4.59 and 4.58 respectively). The speaking skills that they needed were
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giving information (mean = 4.56) and conversation skills (mean = 4.51).
Regarding reading skills, they needed skills that could help them to identify the
main idea and summarize a text (mean = 4.59) and to understand a topic (mean =
4.49). The writing skills that were necessary for their work were skills that could
be used for giving information (mean = 4.50), writing reports (mean = 4.36) and
giving reasons/explanations (mean = 4.36).

The listening skills that the private sector group considered the most
important and that they have to master were listening for the main
idea/summarizing (mean = 4.66) and for conversational purposes (mean = 4.66).
Speaking skills for conversational usage were what they sought the most (mean =
4.57). Giving information and giving opinions were also two of the most
important skills for them (mean = 4.41). Concerning reading skills, similar to the
first two groups, they said that they required reading skills that could help them
capture the main idea/ summarize the most (mean = 4.60), followed by reading
and understanding a topic (mean = 4.47). As for writing skills, the top two skills
needed were giving information (mean = 4.4) and giving reasons/ explanations
(mean = 4.4). Giving opinions through writing was also viewed as most needed
(mean =4.33).

Table 5: Needs for listening skills

Occupation

1._ Pur_poses for the Needs of Specific Student Public Private
Listening Skills

Mean S.D. Mean S.D. Mean S.D.
1.1 Understanding a topic 4.45 0.68 4.36 0.77 4.48 0.63
1.2 Capturing main idea/ summarizing 4.60 0.63 4.59 0.61 4.66 0.48
1.3 Making an interpretation 4.47 0.68 4.37 0.71 441 0.75
1.4 Understanding attitudes 4.30 0.73 4.16 0.82 4.26 0.83
1.5 Conversational purposes 4.50 0.73 4.58 0.62 4.66 0.66
1.6 Usmg information/detail for a report/ 430 0.76 428 083 4.16 1.06
presentation
1.7 Pleasure 3.90 0.97 3.87 0.99 3.76 0.96

ArwUSTaY adudl 32 (2560) 83




Table 6: Needs for speaking skills

Occupation

2. Purposes for the Needs of Specific . .
Speaking Skills Student Public Private

Mean S.D. Mean S.D. Mean S.D.
2.1 Meeting 4.30 0.86 4.29 0.83 4.21 0.87
2.2 Negotiation 4.37 0.83 391 1.03 4.14 0.99
2.3 Giving information 4,58 0.69 4.56 0.67 441 0.82
2.4 Conversation 4.57 0.70 451 0.73 4.57 0.65
2.5 Telephoning 4.30 0.84 4.28 0.86 4.36 0.81
2.6 Giving opinions 4.53 0.68 4.45 0.73 441 0.65
2.7 Persuasion 411 0.91 3.77 0.92 3.79 0.87
2.8 Using appropriate gestures 4.32 0.75 4.13 0.84 4.21 0.79
2.9 Presentation 453 0.66 4.33 0.75 4.38 0.75
Table 7: Needs for reading skills

Occupation

3. Purposes for the Needs of Specific
Reading Skills Student Public Private

Mean S.D. Mean S.D. Mean S.D.
3.1 Understanding a topic 4.50 0.77 4.49 0.67 4.47 0.60
3.2 Capturing main idea/ summarizing 4.52 0.77 4.59 0.63 4.60 0.56
3:3 Obt_aining in_formation for further 445 0.74 447 068 443 070
discussion/ sharing
34 Using information/ detail for a report/ 439 0.74 431 078 422 086
presentation
3.5 Pleasure 4.09 0.88 3.88 0.88 3.78 0.94
3.6 Making an interpretation/ an analysis 4.44 0.77 4.19 0.92 4.17 0.88
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Table 8: Needs for writing skills

Occupation

@thjirr%ogelji |f|2r the Needs of Specific Student Public Private

Mean S.D. Mean S.D. Mean S.D.
4.1 Persuasive writing 421 0.78 3.95 0.85 3.81 0.85
4.2 Descriptive writing 4.55 0.62 4.35 0.76 4.26 0.76
4.3 Narrative writing 4.42 0.70 4.31 0.78 4.14 0.78
4.4 Giving information 4.55 0.65 4.50 0.65 4.40 0.67
4.5 Report writing 4.48 0.65 4.36 0.72 4.29 0.73
4.6 Comparative writing 4.43 0.72 4.23 0.81 4.14 0.85
4.7 Giving reasons/ explanations 4.58 0.59 4.36 0.79 4.40 0.72
4.8 Giving opinions 4.48 0.74 4.30 0.82 4.33 0.80
4.9 Argumentative writing 4.45 0.72 4.03 0.90 4.05 0.89

3. To investigate the content, teaching methods and length of English
training suitable for setting up intensive English courses for students, government
officials and employees of private organizations

As concerns the course content, the previous results shown in Tables 2 to
8 illustrate that the learners who enrolled in the intensive English courses were
interested in courses focusing on all language skills. This will be discussed
further in the discussion part. Table 9 below shows participants’ views towards
the teaching method, length of a course and other details relevant to course
management. In this part, participants were allowed to answer, not to answer, or
even choose more than one answer that reflected their opinions. The percentage
was calculated against the total number of participants in each group, i.e. students
(n = 132), government officials (n = 138) and employees from private
organizations (n = 51). According to the data presented in Table 9, participants
from all groups would like to attend classes in which integrated skills are taught
(students = 84.85%, public = 78.99% and private 88.24%). Their interest in other
courses lies mostly in teaching methodology (students = 34.85%, public =
46.38% and private 33.33%). Other courses they suggested were mostly English
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for Specific Purposes or Occupational Purposes courses such as English for
Engineering, English for Health Care, English for Teachers, English for Flight
Attendants, English for Business and English for Work. Some would like to
target specific skills such as presentation techniques, public speaking and
business negotiations. With regard to the length of the courses, the learners
(students = 50.76%, public = 43.48% and private 64.71%) agreed on 30 hours
being the ideal.

As for the methods of teaching, a large number of students supported the
use of blended learning and e-learning (93.18% and 68.94%). The government
official group also had positive attitudes towards the use of e-learning and
blended learning teaching methods (71.74% and 89.13%). The employees from
private organizations did not show much interest in e-learning programs
(49.01%) as compared to blended learning (94.12%). The results also showed
that all groups of students preferred teacher presence in class (student = 89.39%,
public = 74.64% and private = 96.08%). As regards the teachers, the participants
reported a preference for English native speaker teachers (student = 67.42%,
public = 61.59% and private = 70.59%) over Thai teachers (student = 25%,
public = 23.91% and private = 25.49%).

Table 9
Occupation
Student Public Private
N % N % N %
Individual skills 19 14.39 27 19.57 6 11.76
Skills
Integrated skills 112 84.85 109 78.99 45 88.24
Teaching methodology 46 34.85 64 46.38 17 33.33
Classroom research 25 18.94 21 15.22 10 19.61
Other courses | English test development 28 21.21 26 18.84 9 17.65
English media development 34 25.76 53 38.41 10 19.61
Others 7 5.30 23 16.67 8 15.67
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Occupation
Student Public Private
N % N % N %

Less than 15 hours 3 2.27 13 9.42 0 0.00

15 hours 8 6.06 13 9.42 1 1.96
Length of 20 hours 15 11.36 20 14.49 2 3.92
intensive
courses 25 hours 3 2.27 2 1.45 2 3.92

30 hours 67 50.76 60 43.48 33 64.71

More than 30 hours 40 30.30 32 23.19 13 25.49

E-learning 91 68.94 99 71.74 25 49.01
Teaching Blended learning 123 | 9318 | 123 | 8913 | 48 | 9412
methods

Teacher presence in class 118 89.39 103 | 74.64 49 96.08

Native speaker teachers 89 67.42 85 61.59 36 70.59

Teachers of other nationalities 0 0.00 2 1.45 1 1.96
Teachers

Thai teachers 33 25.00 33 23.91 13 25.49

Others 10 7.58 18 13.04 1 1.96

The Results from Interviews with Learners

Interviews were given to volunteer participants representing each group.
A total of 46 participants volunteered to give more information. There were 20,
14 and 12 participants representing the student, public sector and private sector
groups, respectively. According to the responses from the interviews with the
students, their aim for taking intensive English courses was to brush up and to
improve their English (65%, n = 13). They also needed to prepare themselves for
a proficiency exam for their higher education (30%, n = 6), and for their career
(5%, n = 1). The reasons influencing their choice of Chulalongkorn University
Language Institute (CULI) included suggestions from others (35%, n = 7),
reasonable course fees (15%, n = 3), convenience (15%, n = 3), their trust in
CULI (10%, n = 2), familiarity with CULI (10%, n = 2) and others (15%, n = 3).
Other responses were, for example, native speaker teachers (this could be traded
for qualified and experienced non-native teachers) and small class size. The
courses that this group of participants would like to take were exam preparation
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courses, i.e. CU-TEP, TOEIC, TOEFL and IELTS, and speaking and writing
courses. They suggested CULLI place students based on their level of proficiency
if possible, and use more effective methods to advertise courses.

For the second group, government officials, their goals for taking
intensive English courses were to prepare for a proficiency test for their studies
(57.14%, n = 8) and to improve their language skills (42.86%, n = 6). The criteria
behind their choice of CULI were the quality of instructors (50%, n = 7),
familiarity with CULI (28.57%, n = 4), reasonable course fees (14.29%, n = 2), and
convenience (7.14%, n = 1). The coursesthat they were interested in taking were
thesis writing, academic writing, basic language skills, effective communication and
other exam preparation courses, i.e. CU-TEP, IELTS, and TOEFL.

The last group, learners from private organizations, shared similar goals
towards language learning. They needed to improve their English to meet job
requirements (83.33%, n = 10) and to further their studies (16.67%, n = 2). The
factors that influenced their selection of CULI were their trust in CULI’s
instructors and CULI itself (33.33%, n = 4), convenience (33.33%, n = 4),
reasonable course fees (16.67%, n = 2), and suggestions from friends (16.67%, n
= 2). The courses that they would like to take were grammar, basic language
skills and exam preparation courses, i.e. CU-TEP, IELTS and TOEFL.

Discussion

Based on the framework of needs analysis proposed by Hutchinson and
Waters (2006), the necessities, lacks and wants of learners in language should be
explored. According to the findings, the learners’ needs did not focus on one
language domain. They expressed their needs or wants for English skills in all
areas. As mentioned earlier, they value the importance of English (Kittidhaworn,
2001; Panpreuk and Mahapoontong, 2007 and Dueraman, 2013). In this study,
despite their heterogeneous backgrounds, the findings revealed that the skills the
participants needed the most were the same — identifying the main idea for the
two receptive skills (listening and reading), giving information and explaining
reasons for the writing skills, and carrying on in conversations (conversational
skills) for the speaking skills. However, the skills that they needed were for
different contexts relating to their occupations or backgrounds; for example, the
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student group expressed the need for English skills that help them with their
studies. On the other hand, learners who work in public and private organizations
desired to improve their language skills for work. The courses that a language
institute offers should, therefore, cover a wide range of English skills and should
be made appropriate for each group of participants. This can be achieved by
further analysis of TLU (Hutchinson and Waters, 2006). Contexts where
language is used should further be analyzed to enhance the teaching and learning
(Bracaj, 2014 and Morrison et al, 2011).

Further investigation of the participants’ needs in each specific English
skill revealed that listening for the main idea and for communication ranked top,
as supported by studies conducted by Kittidhaworn (2001), Panpreuk and
Mahapoontong (2007), Wiriyachitra (2003) and Litticharoenporn (2014). This
can be explained by taking a look at the percentages of the skills that people find
themselves involved in every day. Listening skills account for the largest
proportion (skillsyouneed.com, 2012). Also, the need to improve these listening
skills may arise from the fact that English is not greatly used in Thailand
(Biyaem, 1997 cited in Noom-Ura, 2013), resulting in the lack of ability among
Thais and, consequently, their need for improvement. As for reading skills,
although in many studies these skills were not chosen as those first in need of
training, further investigation has shown that the students still lack important
reading skills. According to the findings of this study, the reading skills that the
participants needed the most were reading for the main idea and making a
summary. Khittidhaworn (2001) revealed similar findings indicating that the
students expressed a need for reading for comprehension, i.e., reading for the
main idea. This also corresponds with the results gained from the study
conducted by Chawwang (2008) who posited that students needed to have their
reading comprehension skills enhanced.

Similar to the listening skills, as for the speaking skills, the participants
considered giving information and conversational skills as important needs.
These are basic skills that can be used both in classrooms and at work. Other
more advanced skills such as meetings, negotiations, telephoning, presentations
and especially persuasion are more specific to particular types of tasks, so their
need to master these skills was not as great as general speaking skills.
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Litticharoenporn (2014) also found that all of the stakeholders’ needs in her study
were greater for general speaking skills such as effective discussion in class,
group discussion and study groups in which they had to exchange ideas, as well
as for communication with teachers in and out of class, which are general
conversational skills. As for writing skills, the needs for giving information
through writing outweighed those for others. Communication across borders is
now exceptionally common, and exchanging information through writing such as
email is, therefore, unavoidable. However, as the characteristics of writing vary
from one context to another, more analysis on students' needs as regards the
genre of writing, e.g. writing an academic essay, business report or email
correspondence, needs to be further conducted.

Interestingly, as found in this study, the needs of using all English skills
for pleasure, e.g. reading for pleasure and listening for pleasure, gained the
lowest mean scores compared to others. This underlines the assertion that Thai
people do not use English in everyday life (Biyaem,1997 cited in Noom-Ura,
2013).

With regard to the overall administration, it can be concluded from the
findings that CULI should consider offering intensive English courses of at least
30 hours in length. Longer courses might be appropriate for exam preparation,
e.g. TOEFL, IELTS, etc. The use of technology to enhance teaching and learning
should be taken into account. Various course schedules should also be arranged
for students’ convenience. Moreover, students expect to learn with native
speakers of English, or with competent and experienced Thai teachers. Courses
that include integrated skills are more preferable than those focusing on one skill
(Unkaew, 2010). The results in this part are similar to what Naphon (2008)
reported in terms of the length, course schedules, teachers, and skills that are
taught in class. In addition, the findings revealed a difference in the reasons
behind the participants’ selection of the language institute. The participants who
have jobs made a decision based mainly on the credibility of the language
institute and its teachers, while course fees were considered an important factor
for the student group.
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Conclusions and Recommendations

Based on the results of the study, the courses that learners who sought
intensive English courses needed cover all English language skills, namely
speaking, listening, reading and writing. All groups needed the same language
skills, but in different contexts (studies or work). Their needs were mainly based
on their intention to improve their English either for work or higher studies, and
on the requirements for them to gain proficiency test scores. The content of each
course should cover the skills that learners can use in everyday life such as giving
information, reading for the main idea, and conversational skills. The courses
offered do not have to be for a single skill. Integrated skills, for example,
listening and speaking, can be taught in a conversation course.

Recommendations for a language institute are to offer courses that focus
on English skills for academic purposes and for work, and to run examination
preparation courses. The skills to be taught should include listening for the main
idea and for conversational purposes, reading for the main idea and summary,
speaking for conversational purposes and giving information, and writing for
giving information. Choosing experienced and knowledgeable English native
speaker teachers or Thai teachers should be taken into account as qualified
teachers are an important criterion prospective participants use when enrolling in
a language program. Other criteria include course fees and convenience (time and
location). As for the length of courses, 30 hours is an acceptable standard. More
hours can be added to such courses as TOEFL, IELTS, TOEIC, etc. that require
more time for practice. In this case, technology can be used to support teaching
and learning. Moreover, to attract more learners, a language institute might
incorporate the use of technology in teaching.

Since this study aims to investigate learners’ needs of English skills to
arrange courses that respond to the needs of the public, further studies conducted
on each particular group of learners and the skills they lack are suggested. As
mentioned earlier, students will benefit more if the course meets their needs.
Means analysis, context analysis or TLU analysis should be considered. Many
researchers (West, 1994 and Gomez Garcia, 2010) also recommended that needs
assessment be conducted more than one time so that clearer pictures of learners,
in terms of their needs, wants and lacks, can be fully elicited. Moreover, if a
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course is to be developed for a particular group of learners, it is necessary to
include all stakeholders like their supervisors, administrators and teachers in the
process of needs assessment (Kaewpet, 2009).
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Incorporating Online Tools to Promote English

Reading for EFL Learners: an Action Research Study

Supaporn Manowong
Faculty of Liberal Arts, Maejo University

Abstract

The purpose of this action research was to explore EFL learners’ English
reading and learning experiences while using online tools in a face-to-face EFL
classroom. The pedagogical intervention, based on the use of infographics as the
main learning assignment along with other online tools: Padlet, Google Docs, and
Canva, was implemented to promote English reading for EFL learners. The data
were gathered from students’ reflections and questionnaires. The findings
revealed that the class tasks over the period of eight weeks, incorporating online
tools, enhanced students’ experience when reading English. The students viewed
the use of infographics as motivating, and the easy-to-read visual texts enabled
them to understand the assigned reading topics much easier. In addition, the
infographic assignments incorporating the use of online tools encouraged them to
actively participate in English reading activities in a collaborative atmosphere
while allowing them to exercise their creativity and develop positive attitudes
toward the supportive role of technological tools in educational settings.

Keywords: English reading, infographics, online tools
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Introduction

Reading is recognized as an essential academic language skill for all
foreign language learners and through reading, students learn new information
and learn to synthesize, evaluate and interpret the subject matter (Noor, 2011).
Anderson (2003) stated that individual learners with good reading skills are able
to make greater progress in other areas of language learning, while those without
good reading ability may encounter many challenges in a language classroom. In
a Thai EFL tertiary-level context, reading competence is important to Thai
students as they are exposed to course texts, references, and online materials that
are in English. However, many of them have poor English reading skills and thus
require improvement in reading comprehension strategies (Wisaijorn, 2009).

English education in a Thai educational context emphasizes the
development of students’ language proficiency to achieve purposes such as
communication and business to gain economic competitiveness in the globalized
era and also focuses on lifelong education (Darasawang, 2007). An English as a
foreign language classroom selected in this action research focuses on English
skills development and aims to motivate students to extend their exposure to
English language inside and outside the classroom so that they can develop their
English language skills and increase content knowledge which is useful for their
future study and careers. Nonetheless, most of the students in the selected class
have low levels of motivation and proficiency with limited vocabulary
knowledge. Many of them need improvement in all English skills, particularly
the reading skill which is an important skill to support and enable them to
comprehend increasingly more complex content that is specific to their fields of
study. To address the problems in the Thai EFL classroom, it would be necessary
to look for ways to motivate students to read and increase their reading skills at
the same time.

According to Velandia et al (2012), new information and communication
technologies have become an important tool that can encourage new interests and
abilities among people. Crane (2012) argued that teaching tools for teaching and
learning with technology or Web 2.0 tools are ideal for students’ learning English
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because they provide them opportunities to use authentic language and be
actively engaged in learning by motivating them to listen, speak, read, and write.
There are many online tools that can be used at various levels and in various
subject areas. Holzweiss (2014) listed several web tools that teachers can
integrate into the curriculum to motivate student learning. Collaboration tools
such as Google Docs and Padlet, for example, are web tools that allow students
and teachers to share documents and files, whereas Piktochart, Easel.ly, and
Canva are tools that help students to create instant infographics online.

By incorporating technology in English education, Cote Parra (2015)
found that technology-supported learning environments allow a dynamic and
more engaging way of learning to foster student interaction and the use of a
foreign language in authentic contexts. Donaldson (2014) argued that the use of
Web 2.0 technologies in classrooms can empower learners to take a more active
role in their learning through collaborative online opportunities. It can be seen
that technological innovations like online tools can help redesign learning and
teaching in higher educational environments, and this would be beneficial to
students to improve their competence in the target language.

Regarding reading skill development, infographics can be powerful
sources for engaging students in critical analysis via close reading. Davis and
Quinn (2013) stated that infographics can support reading comprehension and
writing while strengthening critical thinking and synthesizing skills. Krauss
(2012) suggested using infographics as a tool for engaging and developing
analysis and interpretation capabilities, both when students interpret the graphics
and when they create them. Using online programs for infographic creation such
as Pikochart, Visual.ly, Infogr.am and Canva, which are user-friendly and do not
require design skills, not only support the language learning process in a
motivating way, but also increase students’ computer literacy (Wertz & Saine,
2014).

In order to enhance student motivation to read English texts and to
develop English reading for students with low levels of motivation and limited
vocabulary knowledge and reading skills in English for Science and Technology
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2 class, Maejo University, the teacher/researcher decided to introduce a
technology-related change to classroom instruction. The classroom action
research was conducted to provide students with an opportunity to practice
applying reading strategies when reading texts with the help of infographics and
technological online tools. The study aimed at addressing the following research
questions:
1. Can infographic assignments make English reading easier and students
more motivated?
2. What are students’ views about technology tools: Google Docs, Padlet,
and Canva, in terms of the advantages, disadvantages and obstacles to the
implementation of such online tools in the classroom?

Review of Literature and Related Studies

Technology integration in a classroom

Using technology in foreign language learning and teaching is useful for
both teachers and students. According to Altun (2015), technology-based
instruction can contribute to the quality of teaching and the learning experience.
Technology is a facilitating and supportive tool of education with which teachers
and students can get a great deal of benefit. To integrate technology in language
teaching, Altun (2015) argued that since different technological materials offer
different advantages, a teacher should be aware of utilizing technology by
applying technology to his/her teaching skills and needs. In addition, to achieve
the full benefits of incorporating technologies into educational settings, it is
necessary for teachers to understand appropriate ways to integrate the
technological tools to support students to learn meaningfully and to participate in
authentic experiences that build motivation and enhance learning (Keengwe et
al., 2008).

Web 2.0, the second generation of the Internet, offers a wide variety of
tools, such as Google Docs, Popplet and Prezi, which allow multiple users to
collaborate on shared documents (Jacobs & Seow, 2014). To help students gain
competence in the second language, Crane (2012) suggested that teachers should
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incorporate Web 2.0 tools into language instruction by providing a meaningful
and interesting context for the introduction of new items, encouraging students to
use English for communication, and paying attention to different student learning
styles and cultural differences. Moreover, using a variety of resources available
through Web 2.0 can help promote interest in learning for English-language
learners and provide an atmosphere that supports the learning. The Internet,
especially with Web 2.0 and social networking tools for communication and
collaboration, offers creative tools allowing students to practice English skills
even outside the classroom. It is obvious that students benefit in a number of
ways when using Web 2.0 tools as integral parts of lessons.

In this action research, the selected Web 2.0 tools are Google Docs, Padlet
and Canva. The descriptions of each are presented below.

Google Docs

Google Docs is free browser-based software offered by Google providing
applications including a word processor, a spreadsheet, a presentation package
and a form designer (Firth & Mesureur, 2010). Google Docs gives students a way
to publish and share their work (YYamauchi, 2009). Jacobs and Seow (2014)
provided an example of using Google Docs with a group of students
collaboratively writing a research report. After the students had finished their
individual research, they shared their draft in Google Docs so that every student
could view the document and had an equal opportunity to comment or edit the
shared document. As they worked together on the report, peer interactions were
facilitated, and as a result, higher order thinking skills were stimulated. Through
the process of collaborative writing, students are able to recognize the value of
cooperation and learn to be aware of their contributions to teamwork
achievement. In addition, the study by Matta Abdelmalak (2015) showed that
students agreed that using Google Docs gave them a sense of learning community
and was a great way to collaborate since it allowed all members to work on the
document collaboratively. It can be said that this Web 2.0 tool influences
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students’ learning experience by changing the ways they collaborate and
construct knowledge.

Padlet

Padlet (https://padlet.com) is an online board that both teachers and
students can use to express their thoughts or to post content on the page (Kaya,
2015). Byrne (2015) identified “Padlet” as one of the collaborative research tools
that is a free-of-charge service allowing the creation of online pages of shared
notes, videos, and documents. Using Padlet in classroom learning increases the
cooperation and collaboration among students, who can access the virtual walls
anywhere and anytime (Kaya, 2015). Based on Fuchs (2014), she used Padlet to
increase student participation in class and pointed out several advantages of the
Padlet wall by saying that “Padlet is a useful tool in the information literacy
classroom because it works on a variety of different devices, does not require
participants to create accounts to use it, and requires no special technical know-
how” (Fuchs, p.7). Fuchs then concluded that using Padlet in instruction has
provided a supportive space for collection and classroom collaboration because
students are encouraged to contribute and learn from one another.

Shields (2014) suggested several learning activities in combination with
Padlet. For example, Padlet can be used to create lesson plans, vocabulary lists,
multimedia projects, assignment postings, collaborative group work and
brainstorms, teacher or peer feedback, and much more. Moreover, this user-
friendly tool allows the posting of pictures, videos, links and digital documents
like Word files or PDFs. Shields further explained that creating an account for
Padlet allows teachers to save and edit Padlets and also Padlet URL can be
embedded into a website. These features have made Padlet a potential
collaborating space.

Infographics in classroom instruction
An infographic is “a visual representation, chart, or poster of information
about a particular topic” (Fowler, 2015, p.44). Krauss (2012) explained that an
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infographic is an engaging method to teach new information and critical thinking
as a visual presentation of data can make the brain process more effectively.

Infographics are regarded as promising learning tools that can be adapted
to any educational setting to enhance students’ learning experience. Matrix &
Hodson (2014) studied the benefits of infographic adoption in the online college
classroom by incorporating a research-based graphic design assignment into
coursework. Their study revealed that teaching with infographics encouraged
students’ visual digital literacy competencies which are essential for 21 century
learners. They also concluded that the infographic assignment is well suited for
online and blended courses offering a motivating learning experience to today’s
students of Gen Y learners, who prefer using digital tools to interact and perform
a more active role in their learning process.

Additionally, Davidson (2014) explained that when students work on their
infographics projects, they reach several literacy goals. They learn appropriate
methods for filtering information to find credible sources. They learn how to sort
data and interpret what they find and to decide what they can use to provide
evidence for their points. Students can also develop their media and digital
literacy by exercising their creativity in creating their own designs and revising
their design elements until they find the right combination of information and
artwork to communicate their message.

There are a lot of options for creating graphs, charts, and other visuals.
Commonly used web-based applications for creating infographics are Infogr.am,
Piktochart, Easel.ly, Dipity, Google Drawing tools, PowerPoint and NCES
(Abilock & Williams, 2014) and Canva (Neltner, 2015). In this study, Canva
(www.canva.com) was selected. Neltner (2015) explained that Canva is “an
online graphic design program that can be used to create anything from blog
graphics, Facebook headers, to posters to flyers” (Neltner, p.24). She further
added that Canva is free to access and user-friendly as it is a drag-and-drop image
editor and also users can download a PDF or JPEG of creation to share. As such,
Canva is a good choice for infographic creation which can be handled even by
users who are not technologically-savvy.
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In this action research, Canva and other two more collaborative online
tools: Google Docs and Padlet were integrated into the instruction practices to
support reading activities, learning motivation and engagement.

Methodology

Research design

This classroom action research was to incorporate infographic assignments
and some online tools into classroom instruction over the period of eight weeks
to enhance English reading for EFL students. Since this study focuses on one
instructor and the instructor is also the researcher, the findings from this study,
have limited generalizability.

Participants

The participants in this study were 27 tertiary-level students enrolled in
English for Science and Technology 2, 1/2015 academic year, Maejo University,
Chiang Mai campus. Among these participants, 22 majored in Architecture and
the rest were Computer Sciences, Information Technology and Biotechnology
students.

Materials

Throughout the eight week period, four infographic assignments were
designed to engage the students in close reading to comprehend the English texts
and to practice reading strategies such as taking notes and summarizing as well as
developing digital literacy skills using technological tools. These were facilitated
by using Google Site as a class portal where the extra and relevant resources were
found, in combination with other online tools access. The integration of Web 2.0
tools was implemented as follows:

e Infographics, a representation of information in a graphic format, were
the main online tools used in this action research. They allowed
readers to understand the information more easily as they combine
texts, images, and other visual elements to help readers to focus on
essential facts.
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e Padlet walls were used for whole-class engagement and students’

infographics exhibitions.

e Google Docs were used for collaborative writing among group

members.

e Canva, a free graphic design tool website available on www.canva.com,

was selected for the students to design and create their own

infographics in order to present what they had learned from the

assigned reading texts in a creative and motivating way.

Typically, a task involved the students in a close reading activity. The

reading contents were part of Unit 1, concerning innovations and Unit 2,

concerning environmental issues, respectively. The following table describes the

four infographic assignments.

Table 1 Descriptions of four infographic assignments

No. Aims Descriptions Web 2.0 technologies
in use
1 | To practice After studying different types of - Canva
note taking innovations, students choose one - Padlet

strategies and
get students to
know about
Canva, a free
website for
making
infographics,
and to learn
how to use it.

innovation inspired by nature to
study. They collect and filter what
they have learned, taking notes about

the main ideas and supporting details.

They then organize the notes and
present them in the form of graphics
using Canva. They post their
infographics on the Padlet wall.

To get the students be aware of the
usefulness of an infographic criteria,
they are reminded of following the
criteria strictly and also are assigned
to evaluate their peers’ products.
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http://www.canva.com/

No. Aims Descriptions Web 2.0 technologies
in use

2 | To practice Students are assigned to study reading - Google Docs
note taking texts about a particular innovation, - Canva
strategies and reading, rereading, discussing and - Padlet
to get to know | assessing their understanding with
Google Docs. peers before recording notes about the

main ideas and supporting details. To
finish the assignment, they are
encouraged to further their reading
and sharing of information on Google
Docs, created by group leaders. Each
group, again, creates an infographic to
present facts on what they have
learned about that particular
innovation using Canva. Their final
product is placed on the Padlet wall.

3 | Toincrease After studying and close reading three - Three selected
students’ infographics about food wastage, infographics
English reading | students get into groups and share about food
comprehension | what they have learned from the wastage
skills and infographics. They help each other - Canva
motivation to make an outline with comprehensible - Padlet
read English and sufficient content or details to
texts. share knowledge about “Food waste”.

Then, they are assigned to create their
own food waste infographic which
will be posted on the Padlet wall.
They are assigned to write feedback
on reading from infographics on the
Padlet wall.
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No. Aims Descriptions Web 2.0 technologies

in use
4 | Toincrease Students are assigned to study about - E-waste
students’ e-waste presented in a graphic format. infographic
English reading | After that, close reading with ten - Google Docs
comprehension | questions is completed by each pair, - Canva
skills and and then the students get into groups - Padlet

motivation to to study different topics concerning e-
read. waste. A jigsaw reading activity is
applied to foster an expert on each
particular topic. Again, they form a
new group to share their knowledge
with the other group members on
Google Docs, created by a group
leader. They collaboratively work
online to organize what they want to
present and how to design an
infographic to represent the content.
They create the group infographic and
post it on the Padlet wall.

Data collection

The methods of data collection in this classroom research included
student reflections posted on Padlet walls, a journal kept by the teacher/
researcher and a questionnaire consisting of five close-ended questions with 5-
point Likert scale (1 = strongly disagree, 5 = strongly agree) and five open-ended
questions (see Appendix) adapted from Majid (2014), Abdelalak (2015), and
Aikina & Zubkova (2015). To collect the data, the students were asked to write
two reflective texts either in Thai or in English on two separate Padlet walls with
regard to reading with infographics and the creation of infographics to understand
how the use of infographics could influence their English reading. Additionally,
the observations of the participants’ involvement in the learning activities were
recorded. The participants were requested to complete an online questionnaire

ArwUSTaY adudl 32 (2560) 109




consisting of close-ended and open-ended questions to express their preferences
about online tool implementation one week after the last assignment was
completed. The questionnaire was in Thai so that the participants could
understand the questions. The participants answered the open-ended questions in
Thai.

Data analysis

Data collected from the close-ended questionnaire were analyzed
quantitatively to determine the mean and the standards deviation. The students
were asked to rate their agreement to the five statements. A rating guide is as
follows: 4.21-5 = strongly agree, 3.41-4.2 = agree, 2.61-3.4 = neither agree nor
disagree, 1.81-2.6 = disagree, and 1-1.8 = strongly disagree. In addition, the
students’ reflections and responses to the open-ended questionnaire were
analyzed using content analysis. The data from the instructor’s journal were used
to substantiate the data collected from students’ reflections and comments. The
data obtained were analyzed to understand how exposure to and the use of online
tools could impact the students’ English reading and learning experience.

Findings

In order to address research question 1: Can infographic assignments
make English reading easier and students more motivated?, the results obtained
from the close-ended questionnaire are displayed below to present descriptive
statistics for students’ perspectives towards the infographic assignments and the
online tools applied. The students were asked to rate their agreement to the five
statements as shown in Table 2.
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Table 2 Questionnaire results: descriptive statistics

Statements Mean Std. Interpretation

1. Infographic assignments increased 4.15 0.662 Agree
students’ willingness to read the
target language.

2. Infographic assignments helped 4.30 0.609 Strongly agree
students to better understand
written texts.

3. Infographic assignments enabled 3.67 0.734 Agree
students to remember words and
language structures better.

4. Infographic assignments 4.63 0.492 Strongly agree
encouraged students’ creativity.

5. Infographic assignments made the 4.04 0.649 Agree
studying process motivating.

*N =27

Table 2 shows that most students had very strong to strong opinions about
the positive contributions of infographic assignments. In terms of reading
comprehension, the activities encouraged them to read English texts, and most
importantly, they helped them to comprehend the written English texts much
easier. In addition, the students agreed that they gained knowledge about words
and language structures and perceived that this technology-based activity
increased their creativity and motivation to learn.

The analysis of students’ written reflections on reading English texts from
infographics revealed that infographics can make English reading easier, and that
students become more motivated. Most students expressed the view that
infographics make reading English texts easier and also make reading an
interesting, rather than a boring activity. The frequent keywords expressed were:
“easy to understand”, “easy to read”, “understand easily”, “help to understand”,
and “make me understand more easily”. Some other keywords were “interesting”
and “not boring”. In addition, their responses to English reading activities using
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infographics show that most of them realized that some elements applied in
infographics promoted their understanding of the topics presented. The students
mentioned that “photos”, “images”, “graphics”, and “diagrams” incorporated in
infographic presentations made the texts “attractive”, “interesting”, “beautiful”
and ““easy to read”. Other responses revealed that students viewed infographics as
presenting a text in a simple and straightforward way as well as in a creative and
beautiful fashion, making reading activities more motivating and easier.

The students were asked to reflect on their experience of infographic
creation assignments and gave positive responses about the activities. The
following excerpts show how the students explained in their own words what
they had experienced in the assigned activities:

| have more fun and want to learn more.

Infographics help make learning easier and are easier to

understand.

| think infographics make me understand English subjects

better than words alone.

Infographics help me better understand English and

encourage my creativity.

The statements above indicate that the technology-integrated infographic
assignments not only encouraged the students to read English texts in a more
engaging way and understand English more easily, but also created a better
learning experience by allowing students to exercise their creativity in generating
their own infographics using online tools.

In addition, one of the students stated that infographic assignments made
English learning more interesting, and she was looking forward to this kind of
classroom. Another one also shared a similar viewpoint by stating that
infographics increased her desire to read and learn English and an infographic
activity interested her and she loved it. These statements show that the
infographic assignments positively influenced students’ English reading.

Furthermore, the data from the teacher’s journals also supported the
findings. A high level of student participation was observed. For example, the
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students did well in the close reading activity and contributed great time and
effort to infographic creation. Though all students were new to Canva, the
infographic creation web, they were able to use it to make their own infographics
with a drag-and-drop image editor without difficulty.

To answer the second research question: What are students’ views about
technology tools: Google Docs, Padlet, and Canva, in terms of the advantages,
disadvantages and obstacles to the implementation of such online tools in the
classroom?, the students were asked to complete open-ended questions by
expressing their preferences about online tool implementation. It was found that
throughout the period of the technology-integrated instruction, the students
experienced learning that was different to traditional teaching methods. They
expressed the feeling that technology-integrated learning activities made their
learning convenient, interactive and motivating. For instance, one student
explained that:

Working and submitting the assigned tasks became convenient

through the use of online tools, using infographics made English

reading easier to understand, and creating one’s own infographic

on Canva was a new and easy way to present information that can

attract the readers.

Some students indicated that they learned and developed skills including
reading, listening, cognitive and critical skills as well as online literacy skills.
They learned how to use different online tools to benefit their learning. The
students also felt that online tools supported interaction between students and the
teacher allowing students to work collaboratively to achieve a shared goal, and to
receive guidance and feedback from the teacher.

Furthermore, many students’ comments on the infographic-incorporated
reading activities show that they had a positive experience using online tools.
They perceived that technology can facilitate their learning and create a vivid
learning atmosphere which is different from the tradition-based language
classroom. Some statements revealing the students’ views are:
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I had fun with this kind of classroom.

I need to learn and use more online tools.

Technology makes learning easy and convenient.

I would like this kind of classroom to happen in the future.

This class is interesting and different from others though the

Internet connection is sometimes a problem.

The students’ views toward the technology tools: Google Docs, Padlet,
and Canva, in terms of the advantages, disadvantages and obstacles to the
implementation of these online tools in the classroom are presented as follows:

Google Docs

The students regarded Google Docs a useful online tool. They said that
using Google Docs allowed them to collaborate with group members on the same
document without time or place limitations. One of the students stated that
“Using Google Docs makes collaboration easy because we were able to work
together while being apart.” Another statement reflected the benefit of Google
Docs as a space that allowed online discussion between group members.

Padlet

From the teacher’s observation, the students actively collaborated and
interacted on an interactive wall of Padlet. They learned to post digital sticky
notes to share their ideas, resources and learning products with other users. It can
be said that Padlet is a whole-class engagement wall, and some students
expressed their preferences on these walls by stating that:

Padlet is so easy to pin up opinions.

It is easy to post and pin my infographics.

Padlet is a good tool to show a collection of students’ products.

Canva
Many students were impressed by Canva. They found out that Canva
made the learning process more interesting and fun. It enabled them to present
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what they had learned from reading the texts in a more creative and interesting
way. One student stated that “Canva allows creativity and a new way of
knowledge presentation.” Some statements indicated that Canva was considered
a user-friendly online tool which can make English text presentation fascinating
and the English learning process more enjoyable.

Additionally, several students realized the usefulness of personal
computers with Internet connections and smartphones. The former allowed more
opportunities for online resource access and the latter made learning in a
technology-integrated classroom more convenient, anytime and anywhere.
Nevertheless, some data obtained from the students showed that utilizing
infographics and online tools in English learning led to several problems or
hindrances. The results from the open-ended questions were analyzed and the
data reveals three main significant factors affecting learning. They are the
Internet connection problem, the lack of vocabulary knowledge, and being
unfamiliar with the online tools. The statements below illustrate their reflections:

We need to learn more about English vocabulary.

Having good vocabulary knowledge would make it easier to

understand English.

High speed Internet is needed for the better operation of the online

tools.

Because | am not familiar with Canva, | find it hard to make a

good graphic format.

Furthermore, a statement made by one of the students revealed that
though technology-integrated learning activities provided some benefits, they
inhibited her long-term memory of information, so she preferred paper-based
instruction where she could jot down notes allowing new knowledge to remain in
her memory longer. This indicates that learners’ learning styles can affect each
individual perspective towards a particular teaching approach. Another
interesting point that the students considered valuable in a technology-supported
classroom was the role of the teacher. This indicates that a supportive teacher is
always an important component in any classroom instruction. Some students
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shared some suggestions for the successful learning through the use of
infographic assignments:

Though infographic makes it easier to understand the English

texts, we still need time to read and digest the information in

detail.

Good computer connected to the Internet is important to complete

the tasks assigned.

Some comments from the students are useful and helpful for the teacher
to prepare better learning activities in the future. One stated that it would be good
to spend more time learning how to use Canva to create infographics. Another
suggested that additional online resources such as videos should be integrated to
make learning more interesting.

The data obtained from the study not only demonstrate the benefits of
integrating infographic assignments and online tools into classroom instruction,
but also provide some technical and instructional challenges. By observing
student participation, although some students felt a new motivating atmosphere in
reading activities, some felt uncomfortable experimenting with new online tools,
and some students with high levels of computer anxiety found it confusing to
understand and complete the assigned tasks.

The teacher/researcher may have overestimated students’ digital skills,
considering that they belong to the digital generation. The use of such technology
may have caused some students to feel uncomfortable and then develop negative
feelings about the technology-integrated classroom. It appears that these students
struggled with the use of certain tools, and became discouraged with the blended
learning environment. This evidence indicates that not all students have the same
level of computer literacy. In addition, the teacher should not overestimate
students’ digital skills, but should provide adequate training and step-by-step
instructions on how to use the selected online tools. To develop students’
technical fluency with Canva, an infographic creation tool, for example, the
students need to be provided with a better understanding of infographic devices
and the basics of design. Moreover, they require more practice to become
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familiar with Canva procedures. It can be said that it is important for the teacher
to be aware that it may take considerable time for some students to feel
comfortable using new technological tools and obtain new skills.

Discussion

It is clear that the students had a positive experience engaging in
infographic assignments and applying different types of online Web 2.0 tools to
complete the given tasks. The findings revealed that reading infographics could
be an alternative reading activity to assist students to comprehend English texts
more easily because they integrate words and graphics to present complex
information quickly and clearly (Davidson, 2014). At the same time, an
infographic made it easier to understand than words alone and was considered a
supportive tool that increases student motivation to read. In addition, the students
expressed different views toward each online tool they employed. Google Docs
was viewed as a great tool for communication and collaboration. The whole class
was able to contribute to the Padlet walls by posting their notes and presenting
their production easily and in real-time. Canva, in addition, was seen as a novel
tool to present complex information in a more attractive and comprehensible way
by integrating words and graphics. Data from the classroom observation also
confirmed that the tasks provided an opportunity for the students to perform other
skills other than language skills to achieve the learning outcomes. Most of them
learned to use online tools, especially Canva, without difficulty and create an
attractive infographic of the assigned topic.

Furthermore, in this study, the Padlet wall seems to play a supportive role
in this teaching context by encouraging students to participate more. It was used
as an online space for whole-class engagement and students’ infographics
exhibitions. It was found that this online space inspired the students to complete
their assignments and therefore increased engagement. It enabled the students to
see other people’s work and to learn from one another. In a future application, it
would be more beneficial to students if the teacher manages them to give peer-to-
peer critiques. Peer comments would encourage them to become more critical
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and gain valuable insights into the strengths and weaknesses of the design
choices. This interactive space is regarded as an online community where the
students can share, interact and sustain social conversations. It is thus crucial for
the teacher to consider making available space such as a Padlet wall as it allows
students to discuss, share and present their work or self-generated infographics,
and this will encourage student responsibility and involvement as well.

As one of the major drawbacks that can hinder student performance is the
instability of the network system, the teacher requires a backup plan in case of
technology failure and should deal with technical issues and any enquiries
quickly. Apart from this, students’ learning style preferences can impact the
attitudes toward a particular teaching technique or instructional tool. To support
students with different learning styles, different types of tasks and online tools to
match student learning styles should be carefully designed. For example, group
work that encourages students with good computer skills to mentor others is a
good idea, or selecting some interesting videos on YouTube to introduce a new
learning topic can attract student attention. In addition, since most students are
accustomed to paper-based instruction, they need time to learn when
incorporating online and traditional teaching. It is therefore necessary for the
teacher to equip them with sufficient learning strategies and be a facilitator
during the activities, as well as monitoring the students’ learning process, and
providing assistance and feedback when appropriate.

Moreover, to implement the use of infographic assignments and online
tools to assist EFL reading and to improve students’ reading comprehension
successfully, students require some development of vocabulary knowledge and
more practice in making full use of the online tools. Students who lack basic
knowledge of English might spend too much time figuring out how to start the
work. The teacher should therefore encourage learners to acquire sufficient
reading vocabulary knowledge that would support their reading for
comprehension. Thus, it would be a good idea to present the target vocabulary in
infographics and pre-teach it. Furthermore,, to understand the use of infographics,
it is important that students develop a better understanding of infographic devices
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and the basic components of infographic design before creating their own
infographics. A good infographic should pay attention to purpose, style, evidence
including data and citation, and format (Davis & Quinn, 2013). In terms of ICT
skills, since students possess different levels of computer skill, the teacher should
provide training and clear instructions to increase students’ confidence to employ
different online tools to benefit their learning outcomes. In addition, the technical
ability and creativity of teacher is also significant in order to create a successful
learning environment. Therefore, teachers themselves should receive continuing
training in technology implementation to develop more effective instruction.

As the research results have revealed several educational benefits of the
use of an online tool, teachers are encouraged to employ appropriate technology
to support learning achievement. In addition, they should take into consideration
the previously mentioned suggestions to use online tools to assist and improve
students’ English language learning. Teachers who understand appropriate ways
to integrate technological tools will be able to provide meaningful learning and
authentic experiences that enhance learning for their students (Keengwe et al.,
2008).

Conclusion

The results of the action research confirm that infographic assignments
can make learning English easier and motivate EFL students to read English texts
in an enjoyable way. In addition, the students identified the benefits of using
technological tools, which provide a learning environment that made learning
convenient, engaging, and fun. Through a close reading activity, they were
exposed to more than just English texts. Reading from infographic provided them
with an opportunity to closely examine images, graphs and much more. They
therefore improved their reading skills little by little and developed positive
attitudes towards English reading activities. Moreover, online tools such as
Google Docs, Canva, and Padlet, which required them to conduct various levels
of thinking and skills, enabled the promotion of critical and creative thinking as
well as collaborative skills.
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Using infographic assignments therefore has potential to promote English
reading in the EFL class and motivates as well as engages the students in the
language learning process. It could be one of the most effective instruction ideas
to assist EFL reading, and is a novel creative way to improve the reading skills of
students. Incorporating technology in the classroom can clearly enable the teacher
to teach better and can enable the students to learn better. Since technology has
made a great contribution to the language learning process, it is important that
today’s language teachers learn how to take advantage of the technology and how
to integrate it with their other teaching skills and the curriculum framework
(Altun, 2015).

All in all, it is evident that the use of technologies can be advantageous to
classroom teaching and studying. Consequently, integrating appropriate online
tools into a language classroom to encourage reading in English and to increase
the motivation to read is advisable. It is hoped that the findings of this action
research will be useful for English language teachers and EFL students in
developing better teaching and learning outcomes through the use of technological
tools of the 21 century.

Limitations

The research was conducted in a particular classroom setting with a small
sample size, and therefore the generalizability of the findings should be viewed
with caution. However, the results advocate the positive use of technological
tools such as Web 2.0 in classroom settings for English language learning, which
can boost reading skills and motivation.
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An online questionnaire consists of 5 close-ended questions and 5 open-ended questions

Appendix

as follows:
Close-ended questions
Please consider the following statements if you strongly disagree to strongly agree

(1-5).

1. Infographic assignments increased students” willingness to read the target
language.

2. Infographic assignments helped students to better understand written texts.

3. Infographic assignments enabled students to remember words and language
structures better.

4, Infographic assignments encouraged students’ creativity.

5. Infographic assignments made the studying process motivating.

Open-ended questions
Please express your opinions towards the following questions.

Question 1:  Which is the most interesting/motivating/useful online tool you have
experienced from the infographic assignments? Why so?

Question 2:  What are three things you felt the most valuable about technology-
integrated learning activities?

Question 3:  What problems did you encounter with the infographic assignments
incorporated by different online tools?

Question 4:  Can you describe any problems and successes in completing the

infographic assignments using online tools?

Question 5: Do you have further comments about the infographic assignments?
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The Integration of Dynamic Assessment
into the EFL Classroom

Pimpan Syamananda
Chualongkorn University Language Institute

Abstract

Dynamic Assessment (DA) is a subset of interactive assessment which
integrates teaching and assessment together through the use of mediation. It
originated from the principles of Socio-Cultural Theory of Mind (SCT)
developed by L.S. Vygotsky and his colleagues. DA has been developed with the
aim to provide an alternative to static assessment which does not provide the
immediate feedback to students during the learning and testing process. The aim
of this article is to discuss the integration of dynamic assessment into the EFL
classroom. The article discusses the theoretical constructs of DA and some
concerns for the integration of DA in the EFL context. The article concludes with
some recommendations for further use of DA in the EFL context.

Keywords: Dynamic assessment, zone of proximal development, English as a
foreign language classroom, language assessment
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Introduction

Dynamic assessment (DA) refers to the integration of assessment and
instruction which is an approach based on the principles of Socio-Cultural
Theory of Mind (SCT) developed by Vygotsky and his colleagues. Dynamic
assessment (DA) which has been developed as an alternative to traditional, static
psychometric tests is considered as a subset of interactive assessment (Haywood
& Tzuriel, 2002). The goal of dynamic assessment is not limited to evaluating the
learner’s present performance level but providing assistance during the learning
process in order for teachers to gain useful information regarding students’
performance level.

Language learning and assessment in Thailand: Some background and
challenges

Traditionally, assessment has been used as an information-gathering
activity to gain insight into learners’ current level of knowledge or ability (Baily,
1996; McNamara, 2004). Because of its nature in measuring learners’ current
development or what the learners have already learned, it is also called “static
assessment” by some researchers (Feuerstein et al., 1979). In recent years, static
assessment has received a lot of criticism as most critics believe that the learner’s
performance is not static, that is, it can keep on improving and expanding.
Poehner (2008) pointed out that L2 educators and teachers were frustrated by
static assessments because they were seen as activities that are “distinct from, and
perhaps even at odds with, the goals of teaching”. This type of criticism can be
seen in complaints about “teaching to the test” or “assessment-driven instruction”
from teachers (Teo, 2012).

Since then, assessment reformers have emphasized the need for a closer
connection between assessment and meaningful instruction (Shepard, 2000).
According to McNamara (2000), language tests play a powerful role in many
people’s lives. This is obviously true in the field of language learning where tests
have been used by teachers and evaluators as important devices for the purposes
of assessment, evaluation as well as other purposes related to the process of
language learning. Additionally, for many years test scores were considered as
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the only true indicator of testee’s performances without any attention to the
process of learning and teaching (Birjani & Sarem, 2012).

This “teaching to test” situation can be clearly observed in Thailand
where English is considered a foreign language. Thai students are still studying to
pass exams which are informed by structuralist and behavioral views of language
and language learning. English language teaching in the Thai context still relies
on rote memorization and grammar translation methods. This might result from
the tremendous public pressure on students, teachers and schools to raise scores
in high-stakes tests such as the O-NET examination. Teachers’ attention during
classroom interaction is therefore geared towards the treatment of students’
grammatical errors, even in tasks that require greater attention to communication,
discourse and appropriateness. This situation has led to a growing demand for
tailored instruction that targets high-stakes tests.

A recurring criticism of tests used in high-stakes decision-making (such
as entry to college, university, or prestige faculties) is that they distort instruction
by forcing teachers, whether they want to or not, to teach to the test (Garb, 2003).
This type of situation can be harmful to language learning as Herman (1992:
p.74) states that “time spent on test-taking often neglects higher-order thinking
skills”. Other researchers also suggest that while student scores will rise when
teachers teach closely to the test, learning often does not change (Shepard, 2000;
Smith and Fey, 2000). In fact, in many EFL classrooms in Thailand, instruction is
synonymous with preparing students for these high-stakes tests.

With the current education reform in Thailand towards a knowledge-
based society, many educators want to move away from traditional rote
memorization towards student-centred learning, learner autonomy and the
development of critical thinking skills. This new concept of “learning to learn” is
in sharp contrast with the dominant “teaching to test” method in Thailand.
According to Freeman (2001), the purpose of education today is to produce
autonomous life-long learners, and the emphasis should be placed on assessing
pupil’s ability not only on acquiring information and skills, but also on their
ability to transfer and use information, skills and thinking and problem-solving
strategies in a wide and flexible range of contexts. In short, it is by concentrating
on the process of learning, and students’ engagement in this learning process that
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teachers can facilitate the acquisition of effective learning skills for the 21%
century (Shepard, 2001).

What this means for Thai students studying English language is that
greater emphasis should be placed on alternative forms of assessment that
promotes learner autonomy. In recent years, there has been a major paradigm
shift from a focus on traditional forms of assessment to a greater focus on
assessment for learning. The top priority of assessment for learning lies in using
assessment to promote student learning through involving students actively in the
assessment process (Black and William, 1998). The aim should be a combination
of low-stakes, ongoing, formative assessment that guides teaching and learning,
tied tightly to both the curriculum and the state's high-stakes summative test
(Garb, 2003). Dynamic assessment is one form of assessments that can be
implemented in a language classroom to strengthen instruction and assessment.

What is Dynamic Assessment?

Dynamic assessment has been developed by assessment researchers
through Vygotsky’s Socio-Cultural Theory (SCT) of learning which emphasises
the central roles of social interaction and culturally constructed artifacts in the
organization of human forms of thinking (Lantolf and Thorne, 2006). In other
words, proponents of SCT believe that the process of human learning occurs
through social interaction with other human beings and the environments
surrounding them. According to Haywood and Tzuriel (2009) dynamic assessment
or DA refers to assessment of thinking, perception, learning, and problem solving
by an active teaching process aimed at modifying cognitive functioning. DA,
therefore, is a combination of instruction and assessment into one single activity
which makes it different from static testing where examiners present problems or
questions to examinees and record their responses without any help or guidance
as they believe that it would interfere with the examinees’ performance.

As the term dynamic implies change, the major goal of DA is to assess the
process of thinking that is constantly changing. Through DA, teachers and
students engage in a dialogue to find out the students’ current level of
performance on any task and share with each other the possible ways in which
that performance might be improved. This teacher’s intervention during the
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assessment challenges conventional views on teaching and assessment by
supporting the idea that teaching and assessment should not be seen as separate
activities but should instead be fully integrated.

Theoretical Constructs of DA

The central concept of the dynamic assessment (DA) was grounded in the
concept of Zone of Proximal Development (ZPD) in Vygotsky’s (1978) Socio-
Cultural Theory and Feuerstein et al.’s (1988) Mediated Learning Experience
(MLE).

Zone of Proximal Development (ZPD)

One of the key constructs of Vygotsky’s sociocultural theory is the Zone
of Proximal Development (ZPD). Zone of Proximal Development (ZPD) refers to
the difference between what an individual can do independently and what he or
she can do with assistance or mediation. In ZPD, the development of the
learner’s ability cannot be seen only from their actual or current development, but
also their ability to respond to mediation which can provide an insight into their
future development. In SCT, knowledge is constructed through an interaction
between a child and the environment (a teacher) through the use of symbolic
tools such as language. Hence, ZPD can be viewed as a gap between what an
individual can learn unassisted, and what he can learn with the help of a more
knowledgeable peer. When applied specifically to a learning context, ZPD
proposes that learning may be greatly facilitated through interactions between
students as novices and a more knowledgeable and experienced person such as a
teacher (Behrooznia, 2014) through tools called mediators.

Mediation

Vygotsky argues that human activities and mental functioning are
mediated and facilitated by tools, cultural practices, and artifacts. Mediators,
whether they are objects, symbols or people, help transform spontaneous
impulses into higher mental processes such as approaches to problem solving
(Tziona Bohrer-Levi, 2012). In the case of language learning, successful learning
actions may depend to some extent on how the language learning is mediated.
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Thus, whether it takes the form of a textbook, opportunities for L2 interactions,
direct instruction or other forms of teacher assistance (Donato et al., 1992),
mediation is an essential instrument of cognitive change. Through this interaction
process, learners may use what Kozulin (1998) referred to as a “symbolic tool” to
understand their own environment. Wertsch (2007), influenced by Vygotsky’s
theory, proposed two concepts of mediation: implicit and explicit mediations.
The concept of thinking aloud is an example of implicit mediation which is
relatively transparent and easier to control when compared to explicit mediation
which is intentional and obviously introduced into the course of activity either by
the individual or by someone else such as a teacher. In the context of language
learning, teachers can use mediation to collaborate on an assessment task which
is closely relate to each student’s current level of performance in order to enable
the teachers to move students to the next level of their ZPD.

Imitation

Through interaction, learners will start to imitate what their teachers do.
Imitation in the context of SCT is not mindless copying of an activity but an
intentional and selective mental activity which is a stepping stone towards
internalization (Newman & Holzman, 1993). That is, what the learner imitates
may gradually become internalized through the interaction process, thus needing
less assistance from the teacher to accomplish the same task later on.

Internalisation

When learners are able to complete the tasks that were once possible
through mediation or assistance from others on their own, it means that they are
able to bring externally formed mediating artifacts into their thinking activity.
Aljaafreh and Lantolf (1994) provide three conditions for successful
internalization. First, assistance should be graduated with only implicit help
offered initially. Next, help should only be offered when needed. And lastly, help
should occur through dialogue between learners and a teacher.
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DA Formats and Approaches
According to Lantolf and Poehner (2004), there are two approaches to
DA: interventionist and interactionist.

Interventionist DA

Interventionist DA can be defined as a more formal and standardized
approach that involves quantifiable assistance and aims towards quantifiable
measurement. In other words, assistance takes the form of standardized
interventions that make use of predetermined guidance, feedback and support.
Two formats which exist within interventionist DA are referred to by Sternberg
and Grigorenko (2002) as the ‘sandwich’ and the ‘cake’ formats.

* The Sandwich format

The sandwich format consists of three stages: pre-test, intervention
(instruction) and post-test. The intervention in this format comprises structured
teaching and guidance designed to help the examinee to arrive at the correct
outcome or answer. First, the test takers are asked to complete pre-test activities;
second, they are given instruction (planned in advance or adjusted to test-takers’
needs derived from their performance during the initial test); and finally, they
move on to a series of post-tests. Instruction occurs between the pre-test and post-
test stages throughout the process of test administration.

* The Cake format

With this format, assessment involves intervention (or feedback) from the
examiner during the test procedure itself. The examinees carry out testing
activities that are given item by item. If they cannot solve an item correctly, they
are provided with instruction presented in the form of pre-fabricated hints.

Sternberg and Grigorenko (2002) explain the format as successive hints
that are presented like layers of icing on a cake and the number of hints varies
according to examinees. In other words, the examiner provides the examinees
with hint-based instruction and determines how many hints an examinee needs to
solve the item correctly. Guthke, Heinrich and Caruso (1986) developed a
language aptitude testing instrument based on this assessment format which
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provides examinees with five pre-fabricated hint: 1). vague hint, 2). more explicit
hint, 3). even more explicit hint, 4. a very explicit hint, and 5). correct pattern and
explanation of the solution.

Interactionist DA

In the interactionist approach, learning occurs through a cooperative or
dialogic interaction between the examiner and the examinee (Poehner, 2005). A
cooperative or dialogic interaction refers to an interaction in which the examiner
immediately reacts to the examinee’s needs, and learners are allowed to post
questions and receive immediate feedback. During the interactionist DA
sessions, leading questions, hints or prompts are not planned in advance and
teacher-learner interactions are fine-tuned to the learner’s ZPD.

In recent years, many researchers have become interested in the
integration of DA in language learning (e.g., Leung, 2007; Poehner and Van
Compernolle, 2011; Rea-Dickens, 2006; Tzuriel, 2011) and classroom based
assessment (Ableeva, 2008; Ableeva & Lantolf, 2011; Sternberg & Grigorenko,
2002). In the next part we will discuss some theoretical background and key
concepts of DA.

DA Literature Review

In recent years, there has been rich research literature on DA both in
psychological and in educational fields. Language educators have begun to
examine the pedagogical applications of DA on L2 reading (e.g. Abdolrezapour,
Tavakoli, and Ketabi, 2014; Ajideh & Nouradad, 2012; Kozulin and Garb, 2002),
on L2 writing (e.g. Aljafreh and Lantolf, 1994; Alavi and Taghizadeh, 2014;
Panahi, Birjandi, and Azabdaftari, 2013) and on L2 speaking (e.g. Anton, 2009;
Poehner, 2005). Among the four language skills, the L2 listening comprehension
skill has so far received the smallest share of L2 DA research (Ableeva, 2010;
Hidri, 2014).

Research in DA with special focus on language learning first began with
research being conducted on the relationship between DA and children with
specific language impairment or with language differences (e.g. Anton and
DiCamilla, 1998; Donato and McCormick, 1994; Lantolf and Appel, 1994;
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Lantolf and Poehner, 2008; Kozulin and Garb, 2002). Among these studies, it
was found that DA could improve reading comprehension among 23 at-risk
immigrants from Ethiopia studying EFL in Israel. The teachers in this study were
trained to offer suggestions and ask questions to help students verbalise their
decision making processes. This seems to confirm the inseparable link between
assessment and instruction as Lantolf (2009) put it, “assessment and instruction
are both moments of a single process.”

The use of DA in the foreign language classroom was reported in the
studies conducted by Poehner (2009) and Lantolf and Poehner (2011) who
integrated DA into the classrooms of K-5 primary school students for 15 minutes
per day with the hope to improve the correct use of grammatical structure of
Spanish. In a study conducted by Poehner (2009), it was found that working
cooperatively in activities improves everyone’s performance (2009) as students
take turns to engage in one-on-one interaction with the teacher. When a student
answers incorrectly, the teacher either prompts the same student until he or she
gets the correct answer or indicates that the response is incorrect, provides
assistance, and asks a different student to provide the correct answer. With these
two approaches, Lantolf and Poehner (2011) note that students seem actively
engaged, and many times, are asking if they could volunteer the answer.

In another study conducted by Davin (2011), the development of 9
students was observed as they participated in large and small group mediation
provided by the class teachers and by their peers. Davin’s findings suggest that
there are some students who could move from assisted to unassisted performance
during the large group DA. These students could also act as mediators during
small group work for those who still require mediation. Based on this finding,
Davin (2011) suggested that DA can be integrated into the language classroom of
an early language programme and that small group work is an essential part of
DA as it provides students with opportunities to request mediation either from the
teachers or from peers. To summarise, these studies all demonstrated the
contribution of DA to L2 pedagogy both for individuals and for groups.
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DA in the L2 classroom context

The focus of this section will be on the implementation of dynamic
assessment in L2 classroom setting. Dynamic assessment (DA) can be
implemented in the language learning classroom to strengthen instruction and
assessment. In a DA classroom, instruction and assessment can occur
simultaneously. At present, there is growing support for the use of DA in second
language pedagogy (Anton, 2009; Lantolf and Poehner, 2004; Poehner and
Lantolf, 2005; Poehner, 2005; Ableeva, 2007, 2008; Summer, 2008). One of the
reasons for this growing support is because researchers believe that language
acquisition and learning can be achieved through joint interactions between
instruction and assessment (Davin, 2013).

Poehner (2009) proposed two approaches of dynamic assessment that
could be applied to the language classrooms: a cumulative approach and a
concurrent approach. In the cumulative approach, a teacher directs all mediation
to the same student. In this approach to DA, the teacher engages individuals in
dialogue within the whole classroom setting. During daily instruction, when a
student makes an error, the teacher will provide pre-scripted prompts one by one,
adjustable upon the student’s response, until the student is able to formulate the
response correctly. Poehner (2009) distinguished between primary interactants-
those speaking directly to the teacher — and secondary interactants — those
listening in the background. Because the exchange occurs in the social space of
the class and before the other students, it has mediating potential to the whole
class.

In the concurrent approach, on the other hand, a teacher interacts with all
students instead of directing the mediation to a single student. When an
individual gives an incorrect answer, the teacher provides mediation and calls
upon other students to reformulate the answer, thereby creating a group of ZPD.

Concerns for the integration of DA in the EFL context

Despite notable literature on DA as described earlier which describe the
usefulness of DA, it is still difficult to replace conventional static language tests
in the Thai EFL context with DA even though this form of static assessment is
believed to be limited as it does not promote learners into becoming independent
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knowledge constructors and problem solvers (Birjandi and Sarem, 2012). In this
section, the limitation and challenges of implementing DA in the EFL context as
an alternative form of assessment will be discussed.

When it comes to applications and implications for learning and teaching,
every new paradigm or theory has some advantages and disadvantages. One of
the challenges in implementing DA in any language classrooms is the fact that
DA is a far more time-consuming assessment method than static testing. DA
requires more skill, better training, more experience, and greater effort from
teachers than static testing. Even with proper training, DA examiners must be
able to determine each learner’s problem and appropriate mediation required and
how to interpret the difference between pre-mediation and post-mediation
performance. This process requires more time to administer than static testing
and can be a challenge to many Thai EFL teachers because of the current short
fall of teachers (Mackenzie, 2011). Additionally, with a class size of up to 30
learners, targeting the development of an individual might represent an unrealistic
model for classroom teachers. Because of the large class size, finding proper
mediation or treatment that works for a large number of students is another
challenge for DA whose goal is to integrate instruction and assessment
(Haywood and Lidz, 2003).

So far we have looked at the challenges of integrating DA into the EFL
classroom from the perspective of practicality. However, the greatest controversy
of the integration of DA concerns the goals of assessment. There are essential
differences between traditional static assessment and DA with regards to validity,
reliability and fairness of dynamic assessment.

The issue of validity

It is argued that learning-centered assessments such as DA must meet the
validity and fairness criteria if they are to provide meaningful and accurate
information for further learning and teaching. Bachman (2000) has characterized
validation as a process of deciding whether a test measure is really worth
counting. In other words, validity challenges assessors to defend their
interpretations of assessment performance and to consider the consequences of
assessment for individuals, programs, institutions, and society.
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However, the fundamental difference between DA and psychometric
testing lies in their different relationships between assessment, teaching and
learning. Psychometric testing and dynamic assessment are fundamentally two
distinct activities with different goals and methods. With traditional psychometric
tests, assessment is believed to be a standalone activity that reports the products
of learning but is not intended to impact teaching and learning directly (Alderson
and Wall, 1993; Cheng 2005; Cheng, Watanabe and Curtis 2004). The
assumption that processes of validating standardized tests can be
unproblematically applied to classroom assessments such as DA has been
questioned on the grounds that these two types of assessment differ in many ways
(Moss, 2003). While psychometric or standardized tests seek to isolate abilities,
which are believed to be stable and fixed, dynamic assessment is less interested
in observing consistencies in performance and more on the process of
development. These different goals have important implications for how
assessment validation is approached as they shift the focus of assessment from a
measurement activity to one that focuses on learner development. This implies a
shift from assessment being a mere observation of performance to cooperation
with learners and intervention. Through DA, it is argued, the validity of
assessment is derived from its success in promoting learner development

Reliability

In psychometric testing, a reliable test refers to a test in which performance
is the same across different learners and different administrations. However, as
mentioned earlier, the goal of DA is to support learners’ development through
guided prompts. Thus, change is expected and should be viewed positively. To
resolve this fundamental difference, standardization of the mediation process
could be implemented to improve greater reliability of DA (Buchel and
Scharnhorst, 1993) as in the interventionist approach to DA. On the other hand, it
should also be noted that the goal of DA assessment is not on traditional stability
but improvement of students’ performance which could result from rigorous
documentation of the interactive process between the teacher and learners.
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Fairness
It is undoubtedly true that the intention of every assessor is that their
assessment practices are fair. But how can one justify what fairness is.
Delandshere (2002: p 1480) asks the following:
“When the same test is given to all sixth graders in a state to find out
whether their educational experiences yield similar achievements, is it
because we are working from a theory stating that if students have all
been taught the same thing, they all will learn it in the same way at the
same time? It seems unlikely that any educator would articulate such a
theory.”

Even though the term ‘fairness’ has not been clearly defined, Gipps
(1999) argued that the major developments in assessments have been driven by
attempts to achieve this concept of fairness. It was believed that the
standardization of tests was an act of fairness where similar contexts for all test-
takers would reduce differences in performance. However, in SCT where the
learner’s development occurs out of an interaction of each individual with the
world, fairness refers to the idea of treating or interacting with people differently
in order to teach and for them to learn within their ZPDs (Swain, 2010). Thus, in
theory, mediation in DA provides the condition for perhaps the most fair and
equitable testing process possible because it is being adjusted to meet the specific
needs for each learner’s development.

Recommendation for further use of DA in the EFL context

A large class size and heavy teaching workload makes it difficult for a
teacher to interact with not just a single ZPD but a group of ZPDs. A one-to-one
format of interaction between teacher and student has become a challenge to
classroom teachers who have to interact with a group of ZPDs. In recent years,
there have been some recommendations of ways to implement DA into the L2
classroom. Lin (2009) suggested administering a set of pre-formulated supportive
hints and mediations which could provide teachers with information about
students’ needs and their potential responses to mediation. Poehner (2009)
developed a framework called group dynamic assessment (G-DA) in which
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teachers can negotiate with a group of learners to co-construct several ZPDs.
Poehner’s framework of G-DA proves to be attractive in the field of language
learning (Saniei, Birjandi and Abdollahzadeh, 2015) as it offers L2 teachers and
practitioners a more realistic model of applying DA with groups of learners rather
than individuals. This framework is more welcoming as it is less time and energy
consuming to language teachers in Thailand who must accommodate a class size
of more than 30 students.

In order to successfully implement DA in the Thai EFL context, more
research on the implementation of DA in group settings is needed. Although DA
might prove to be helpful in uniting teaching and assessment, it might not be
practical for students in a large class due to time limitation (Davin and Donato,
2013).

Another way to successfully implement DA in L2 classrooms is through
computerized DA (C-DA). Since computer-based tests are increasingly common,
DA researchers are beginning to explore the possibility of electronically
delivering mediation (Poehner, 2008). Some distinct advantages of computerized
dynamic assessment are that it can be administered to a large number of students.
In addition, students may be re-assessed as frequently needed and reports of
learners’ performances are automatically generated.

The use of peer-to-peer mediation (Kaufman and Burdern, 2004) can also
be used to apply DA in the L2 classroom. A number of studies in recent years
(Swain and Lapkin, 1998, 2000; Swain, 2001) suggest that peers can serve as
effective mediators. Moreover, through the interactions between learners in order
to solve problems and their strategies for solving them, teachers can use this
information to better plan instruction by addressing areas of weakness. Swain
(2001) further suggested L2 teachers and practitioners to consider administering
tests to pairs or groups of students, as this would “more faithfully mirror regular,
daily classroom and non-classroom activity”

Conclusion

To conclude, although the process of implementing DA can be time-
consuming and requires careful planning in advance, it is believed to be an
innovative and valuable way of assessing students as it allows teachers to
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integrate instruction and assessment simultaneously while reducing the student’s
test-taking anxiety. It is therefore important for L2 teachers and researchers to
carry out more research in this area in order to fully understand the impact of
dynamic assessment on L2 teaching and learning development.
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Vocational Students' Use of Vocabulary Learning

Strategies

Natcha Puagsang and Usa Intharaksa

Department of Languages and Linguistics, Prince of Songkla University
Abstract

The present study aimed to investigate vocabulary learning strategies
(VLSs) employed by vocational students. The participants of this study were 242
first-year high vocational certificate students studying in three fields: engineering,
accounting, and hotel and tourism from five government vocational colleges in
Krabi Province, Thailand. A questionnaire and an individual semi-structure
interview were used to elicit the frequency of VLSs use. The results of this study
revealed that among five strategic categories (determination, social, memory,
cognitive and meta-cognitive), social strategies were ranked as the most
frequently used. The participants employed strategies from all five categories at
the frequency level of “sometimes". In addition, VLSs use varied based on a
participant's fields of study (Sig. at P< 0.05, P<0.01).

Keywords: vocabulary learning strategies, vocational students, AEC, fields of
study
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Introduction

Vocabulary learning has long been highlighted as critical in learning
languages (Atasheneh & Naeimi 2015; Behbahani, 2016; Chon, Shin & Lee,
2012; Nation, 2001; Thornbury, 2002). Wilkins (1972) stated that “without
grammar very little can be conveyed, without vocabulary nothing can be
conveyed” (p. 111). In addition, insufficient vocabulary knowledge will negatively
impact the development of students' skills in reading, writing, listening and
speaking (Alhaysony, 2012; Hu & Nation, 2000; Liu, 2011). Therefore, in order
to improve vocabulary acquisition, students need to apply effective vocabulary
learning strategies (Nation, 2001; Nirattisai & Chiramanee, 2014; Teng, 2015;
Walum & Charumanee, 2014).

Vocabulary learning strategies (VLSs) are defined as a set of actions,
behaviors or techniques that learners use to help them find out the meaning of
new or unknown words, to retain those words, and to use them in oral or written
communication (Cameron, 2001; Intaraprasert, 2004; O’Malley & Chamot, 1990;
Schmitt, 1997; Taka¢, 2008). The VLSs have been classified by different scholars
(Gu & Johnson 1996; Nation, 2001; Oxford, 1990; Schmitt, 1997). Schmitt’s
taxonomy (1997) is one of the VLSs classifications that is widely-known and
widely accepted among researchers (Nirattisai & Chiramanee, 2014). For this
reason, this current study was based on Schmitt’s classification (1997) in
developing the instruments.

Schmitt  (1997) proposed five sub-categories of VLSs: determination
strategies, social strategies, memory strategies, cognitive strategies and meta-
cognitive strategies. The first, determination strategies, consists of the strategies
that learners have to determine the meaning of the words without interaction with
others; whereas, social strategies are ways that learners use to find the word
meaning by interacting with others. Memory strategies refer to the strategies in
which students associate new words with previous knowledge. Cognitive strategies
are similar to memory strategies; they include repetition and using mechanical
means. Lastly, metacognitive strategies involve the strategies that learners use to
control and evaluate their own learning.

Schmitt (1997) points out that many learners use strategies to facilitate
acquiring vocabulary. According to Gu (2010), VLSs can be used by foreign
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language learners as a tool for deciding not only how to learn, but also what to
study. Nation (2001) asserts that by using VLSs, learners can acquire a large and
rich vocabulary. Gu and Johnson (1996) concluded that learners equipped with a
range of VLSs can deal with new or unknown words much more efficiently than
those with insufficient VLSs knowledge.

As discussed above, VLSs play a critical role in language learning by
helping learners expand their vocabulary. Due to the importance of the VLSs,
many studies on VLSs use have been conducted. Those studies have focused on
students’ use of VLSs at the high school level (Walum & Charumanee, 2014), the
vocational level (Teng, 2015) and the university level (Asgari & Mustapha, 2011;
Boonkongsaen & Intaraprasert, 2014; Kalajahi & Pourshahian, 2012; Komol &
Sripetpun, 2011; Nirattisai & Chiramanee, 2014; Saengpakdeejit, 2014; Siriwan,
2007; Suppasetseree & Saitakham, 2008; Wanpen, Sonkoontod &
Nonkukhetkhong, 2013). The aforementioned studies examined students’ VLSs
use, and relationship between VLSs use and vocabulary knowledge.

With regard to VLSs use, Boonkongsaen (2012) points out that a factor
affecting VLSs use is students’ fields of study. Some research revealed a
correlation between students’ fields of study and their VLSs use (Bernardo &
Gonzales, 2009; Boonkongsaen & Intaraprasert, 2014; Tsai & Chang, 2009;
Siriwan, 2007). In Thailand, vocational students need to become more proficient
in English to cope with the international work opportunities for the AEC labor
market (Ngmsa-ard, 2012). However, the English proficiency of vocational
students remains weak (Saraithong & Chancharoenchai, 2012). Yomyao and
Khammul’s study (2012) revealed that vocational students had low scores in
vocabulary.

It is, therefore, worthwhile to explore VLSs use of vocational students,
studying in the fields of professions under the AEC agreements. The results of
this study would add to the literature on VLSs use by vocational students.
Additionally, the results could be beneficial to both vocational students and
teachers. An understanding of the VLSs employed by vocational students would
not only enable students to be aware of the VLSs they use, it would also provide
valuable guidelines for language instructors to teach VLSs that are suitable for
students’ learning styles.
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Research Questions
The purpose of this study was to explore vocational students' use of VLSs
and the relationship between their choices and students' fields of study. The
research questions were:
1. What kind of VLSs do vocational students employ?

2. Are there any variations of VLSs use among vocational students according to
the students’ fields of study? If so, what are the main patterns of variation?

RESEARCH METHODOLOGY
Participants

The participants of this study were first-year high vocational certificate
students enrolling in five government vocational colleges in Krabi Province in
the second semester of the academic year 2015. The participants were studying
engineering, accounting, and hotel and tourism. Within the engineering field, 127
students were majoring in Mechanical Tools, Mechanical Technology,
Information and Technology, Electrical Power, and Electronics Technology.
Forty-one students were majoring in accounting and 74 students in Tourism and
Hospitality.

Instruments
There were two main instruments employed in this study.

1. Vocabulary Learning Strategies Questionnaire

A questionnaire with a five-point Likert scale was used as the main
instrument. The rating scales were ranked from (5) always use to (1) never or
almost never use. The 39 items were categorized based on Schmitt’s taxonomy
(1997). They were divided into five main VLSs categories: items 1-8 for
determination strategies, items 9-14 for social strategies, items 15-25 for memory
strategies, items 26-31 for cognitive and items 32-39 for meta-cognitive
strategies. The questionnaire was adapted from that of Nirattisai (2014),
Thavonpon (2012) and Walum (2014). Three experts in the field of TEFL
reviewed the content validity of the questionnaire. A pilot study was conducted in
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January, 2016 with 34 first year high vocational certificate students majoring in
computer business at Krabi Technical College to ensure the reliability of the
questionnaire. Using Kuder-Richardson formula 20, the reliability of this
questionnaire was 0.917 indicating that the items in the questionnaire were highly
reliable.

2. Semi-Structured Interview
The individual semi-structured interview was used to elicit detailed
information about participants' attitudes towards English and the VLSs employed
by the participants. Each of the ten volunteer participants was interviewed for 15-
20 minutes. The interview was audio-recorded. The researcher also took notes
during the interviews.

Data Collection

The data were collected during January and February, 2016. Two hundred
and forty-two first year high vocational certificate students out of the 298 (81.20%)
completed the questionnaires. In addition, ten volunteer participants, four in
engineering, three in accounting, and three in hotel and tourism were interviewed
using Thai in order to avoid the misunderstanding between the researcher and the
interviewees.

Data Analysis

Statistical Analysis

Descriptive statistics was used to compute mean scores and standard
deviations (S.D.) of the VLSs data. The interpretation of the use of VLSs was
applied from Srisa-ard (2002). The mean scores of the VLSs were interpreted as
follows:

4.21 - 5.00 = Always used strategies,

3.41 -4.20 = Frequently used strategies,

2.61 -3.40 = Sometimes used strategies,

1.81 - 2.60 = Seldom used strategies,

1.00 - 1.80 = Almost never used strategies.
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In addition, ANOVA was employed to analyze statistically significant
differences between VLSs used among three groups of students.

RESULTS
This section reports the results of the students’ use of VLSs and variations
in students’ use according to their fields of study.

1. The vocabulary learning strategies use of vocational students
The frequency levels of students’ use of VLSs in each category were

reported in Table 1.

Table 1: The frequency of students’ use of VLSs based on category

VLSs Category Mean SD. Frequency Level
Social Strategies 335 60
Determination Strategies 324 58
Memory Strategies 3.17 67
Meta-cognitive Strategies 311 78 Sometimes used
Cognitive Strategies 2.96 73 strategies
Overall 317 56 Sometimes

Table 1 summarizes the means of the frequency level of students’ use of
VLSs in each category from the highest mean to the lowest. It was found that the
overall frequency level of VLSs used by the vocational students was in the range
of “sometimes” (mean = 3.17), indicating that students sometimes used vocabulary
learning strategies. Among five categories, social strategies category was ranked
as the highest used strategy (mean = 3.35), followed by determination strategies
(mean = 3.24), memory strategies (mean = 3.17), meta-cognitive strategies (mean
= 3.11) and cognitive strategies (mean = 2.96) respectively.

Upon further examination, the mean scores of the students’ use of 39
strategies at different level of use (frequently used, sometimes used, and seldom
used strategies) are presented in Table 2 - 3.

Table 2 below shows the frequently used VLSs by the students.
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Table 2: The frequently-used vocabulary learning strategies employed by students

No. Strategies Mean Category Frequency
of use

4. Analyze any available pictures or gestures 355 DET
Use an English-Thai dictionary 353 DET

9.  Ask teachers for an L1 translation 350 SoC

12.  Ask classmates for meaning 347 SOC Frequently

11. Ask a teacher for a sentence including the word 345 SOC used

3. Guess word meaning from textual context 345 DET strategies
Use a Thai-English dictionary 343 DET

10.  Ask teachers to describe a similar meaning or provide a 343 SOC

synonym of the word

26.  Learn words through verbal repetition 343 COG

As shown in Table 2, nine strategies that students frequently employed
were ranked from the highest to the lowest mean. The strategy analyze any
available pictures or gestures in the determination category was employed with
the highest mean score of 3.55, followed by the strategy use an English-Thai
dictionary in the determination category (mean = 3.53)and the strategy ask
teachers for an L1 translation in social category (mean = 3.50). In terms of the
categories, four strategies were in the determination category (Iltems 4, 7, 3 and
8), four strategies were in the social category (Items 9, 12, 11 and 10) and only
one strategy (item 26) was in the cognitive category.

In the interviews, participants stated that the learning materials and
classroom environment were important for their learning. The students explained
that their English textbook contained various colored pictures and signs that
aroused their interest in learning English in the classroom. As a result, they
applied learning materials that the teacher provided in the classroom both inside
and outside the classroom. With regard to using a dictionary, they stated that the
teacher allowed them to bring any kind of dictionary into the classroom. They felt
comfortable learning English vocabulary.

The VLSs sometimes and seldom used by students are shown in Table 3.
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Table 3: Sometimes and seldom used vocabulary learning strategies

No. Strategies Mean Category  Frequency
of use
32.  Listen to and watch English media for example movies,  3.35 MET
songs, etc.
13.  Discover new meanings through group work activity 3.33 SOC
35. Translate the word from English to Thai 3.29 MET
15.  Study words with pictures 3.28 MEM
22.  Associate the word with other words you have learned 327 MEM
27.  Learn words through written repetition 3.24 COG
16. Connect words with a personal experience 323 MEM
34. Translate the word from Thai to English 323 MET .
- Sometimes
19.  Spell words aloud when studying 321 MEM Used
18.  Say words aloud when studying 3.19 MEM Strategies
20. Learn the words of an idiom 317 MEM
24.  Remember words by underlining initial letter of the 317 MEM
words
21.  Connect the word with its synonyms or antonyms 3.14 MEM
6. Use an English-English dictionary 3.10 DET
33. Read English media for example cartoon books, 310 MET
magazines, novels, website etc.
37. Play online games 3.10 MET
38.  Try to speak or describe things in English 3.09 MET
17.  Make a group of words by topic 3.05 MEM
36. Play vocabulary games 3.03 MET
1. Analyze part of speech such as verb, noun, and adjective.  3.02 DET
30. Take notes of newly learned words in class 3.01 COG
23.  Stick the word and its meaning in the place where itcan ~ 3.00 MEM
be obviously seen.
31. Review words by reading the vocabulary section in 295 COG
textbook.
39. Practice by doing vocabulary exercise 2.95 MET
2. Analyze affixes and roots 293 DET
14.  Interact with native speakers 291 SOoC
5. Use flash cards 2.90 DET
25.  Use physical action when studying words. For example,  2.90 MEM
you walk when you remember the word “walk”
28. Keep a vocabulary notebook everywhere you go 2.62 COG
29. Listen to a tape of word list 2.60 COG Seldom
used
strategy
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As illustrated in Table 3, 33 strategies were ranked from the highest mean
score of sometimes used VLSs to the lowest mean score of seldom used VLSs.
The majority of vocabulary learning strategies (29 items) were sometimes used,
while only item 39 in the cognitive category ‘listen to a tape of word list” was
seldom used, with the lowest mean value (mean = 2.60). For the strategies that the
students sometimes employed, 11 items were in the memory category (ltems 15,
22, 16, 19, 18, 20, 24, 21, 17, 13 and 25), eight items belonged to the meta-
cognitive category (Iltems 32, 35, 34, 33, 37, 38, 36 and 39), four strategies were in
the determination category (ltems 6, 1, 2 and 5), four items were in the cognitive
category (ltems 30, 31, 28 and 29)and two strategies belonged to the social
category (Items 13 and 14).

2. The variations in students’ VLSs use according to the fields of study
According to Table 4, there was a significant difference in the use of VLSs
among vocational students in the three fields of study.

Table 4: Variations in students’ strategy use in five categories according to fields of study

Fields of study

VLSs Category Eng. Acc. Host = Patterns
(n =127 (n = 41) (n=74 of
X |sD.| X |sSD.| X |sSbD. variation
Determination Strategies 321 | 56 | 326 | 63 | 328 | 58 41
Social Strategies 330 | 63 | 332 | 64 | 344 | 52 121
Memory Strategies 307 | 66 | 322 | 69 | 332 | 65 | 3.37* | Host>Acc>
Eng.
Cognitive Strategies 291 | 75 | 300 | 80 | 303 | 66 67
Meta-cognitive Strategies 310 | 80 | 313 | 86 | 313 | 69 .05
Overall 311 | 58 | 319 | 58 | 325 | 50 1.65

Note:  *SigatP < 0.05
(Eng. = Engineering, Acc. = Accounting, Host = Hotel and tourism)
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As revealed in Table 4, the results showed that the hotel and tourism
students employed VLSs significantly more frequently than accounting and
engineering students in the memory strategies. On the contrary, there were no
significant differences across these three fields of studyin the use of
determination, social, cognitive and meta-cognitive strategies. Interestingly,
although the use of strategies in the other four categories did not vary
significantly according to students’ major fields, the hotel and tourism students
reported slightly higher use of all VLSs than engineering and accounting
students. In addition, the mean score of social strategy reported by the hotel and
tourism students was in the range of “frequently” (mean = 3.44).

The variations in the students’ use of total 39 vocabulary learning
strategies according to their fields of study were presented in Table 5 below.

Table 5: The significant variations in the students’ strategy use according to fields of study

Fields of Study

| . Acc. Host Patterns
Strategies (N=127) (n=41) (n=74) F of
" Variation

Mean | S.D. | Mean | S.D. | Mean | S.D.

Determination Strategies

4. | Analyze any available | 346 | 85 | 344 | 63 | 3.77 | .75 | 403* | Host>Eng
pictures or gestures >Acc.

Social Strategies

14. | Interact with native | 2.77 | 1.05 | 283 92 3.19 95 | 4.26* | Host>Acc.
speakers >Eng.

Memory Strategies

18. | Say words aloud when | 299 | 93 | 329 | 93 | 347 | 92 | 658* | Host>Acc.

studying >Eng.
19. | Spell words aloud | 305 | 92 | 334 | 88 | 342 | 97 | 4.22* | Host>Acc.
when studying >Eng.
Meta-cognitive Strategies
37. | Play online games 329 | 112 | 300 |114| 281 | 118 | 4.31* | Eng>Acc
>Host

Note:  *Sig at P<0.05, ** Sig at P<0.01
(Eng. = Engineering, Acc. = Accounting, Host = Hotel and tourism)
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Table 5 demonstrates significant variations in the use of VLSs according
to fields of study. Five out of 39 VLSs had significant differences among the
three fields of study. However, the results showed that there were three patterns
of variation relating to three fields of study.

The first variation pattern, “Host > Eng. > Acc.” indicates that there was a
significantly greater mean of hotel and tourism students than engineering and
accounting students (F = 4.62, P< 0.05). In other words, hotel and tourism
students used (item 4) ‘analyze any available pictures or gestures’ strategy
(determination category) more frequently than engineering and accounting
students.

The second variation pattern was “Host > Acc.> Eng.” indicating that
there were significantly greater means of hotel and tourism students than
accounting and engineer students. Three strategies that hotel and tourism students
employed more frequently than accounting and engineering students were items
14,18, and 19 ‘interact with native speakers’ (F = 4.26, P< 0.05), ‘say words
aloud when studying’ (F = 6.58, P< 0.01), ‘spell words aloud when studying’ (F =
4.22, P< 0.05) respectively.

The third pattern “Eng. > Acc. > Host” shows that there was a
significantly (F =4.31, P<0.01) greater mean of engineering students than
accounting and hotel and tourism students. The results reported that ‘play online
games’ strategy (item 37) had a higher frequency of use by engineering students
than accounting and hotel and tourism students.

The results of the interview were in line with the responses from the
questionnaires. During the interview, two out of three hotel and tourism students
stated that they usually learned vocabulary from native speakers. During the
internship, participants had to speak English with native speakers. When they did
not understand the words, they asked the native speakers to speak slowly or to
explain it again. In contrast, two out of four engineering students pointed out that
they were exposed to English within the classroom and when playing games.

For ‘say words aloud when studying’, and ‘spell words aloud when
studying’ strategies, three hotel and tourism students cited that they usually said
and spelt the words out loud when they were studying vocabulary, especially
when their English teacher taught these strategies in class. After the class ended,
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the teachers assigned homework. They needed to remember the words, English
sentences and their meanings. This was especially true for participants in hotel
and tourism. Therefore, these strategies helped them learn and retain those words.
In terms of ‘play online games’, three out of four engineering students
informed that they frequently learned new vocabulary from the online games.
They reported that while they were playing games, they had to follow English
instructions. It was a new and different way to acquire English words.

Discussion

This study was limited to exploring VLSs use of first-year high vocational
certificate students in three fields of study; engineering, accounting and hotel and
tourism in Krabi Province, Thailand. The difference in using VLSs between
males and females was not measured.

The results of this study showed that vocational students employed all
five categories at the frequency level of “sometimes”. A possible explanation for
this finding may be related to the neglect of explicit teaching and learning of
vocabulary (Hedge, 2000; Schmitt, 1997). In Thailand, vocabulary has not
received attention as a subject, but is taught as a part of listening, speaking,
reading and writing (Nirattisai & Chiramanee, 2014). Therefore, a lack of
attention to vocabulary learning and teaching appears to be a key factor affecting
students’ use of VLSs (Siriwan, 2007).

The social category was used with the highest mean. The finding of this
study was not in line with the results of Komol and Sripetpun’s study (2011) and
Nirattisai and Chiramanee’s study (2014) which found that social strategies were
the least used by university students. However, students need social support and
interaction with others to learn languages (Chang, Weng & Zakharova, 2013).
This was in line with the interview session. Seven students reported that their
teachers created relaxed classroom atmosphere. Students felt comfortable
interacting with others in classroom.

Among the 39 strategies, the strategy ‘analyze any available pictures or
gestures” was reported as the most employed VLSs with ‘listen to a tape of a
word list” the least employed. The most frequently used strategy of ‘analyze any
available pictures or gestures’ could be explained in relation to materials that
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attract students’ attention. According to Copper (as cited in Abebe & Davidson,
2012), pictures aid students to determine the meaning of words. Plass, Chun,
Mayer, and Leutner (1998) and Oxford and Crookall (1990) also supported that
visuals and verbal modes aided students to learn second language. Furthermore,
Shahrokni’s study (2009) suggested that the combination of text and images
glossary could help students learn more vocabulary. In this current study, six
students reported that there were many pictures and symbols in their English
textbooks and learning materials that aroused their interest while they were
studying.

Listen to a tape of word list was the least used strategy. This finding was
consistent with a study done by Nirattisai and Chiramanee (2014). They found
that students rarely employed the ‘listen to a tape of word list” strategy. One
explanation of the present result seems to relate to Information and
Communication Technology. Many new technologies have been invented to aid
learning acquisition whereas a tape of word list appears to be out-of-date. Larrotta
(2011) suggested that teachers provide activities which students can learn words
in everyday-life instead of giving them vocabulary lists. In addition, teachers
might use more modern technologies in the classroom. In students’ interview
sessions, six interviewees expressed that their teachers used various kinds of
modern teaching and learning materials such as CD, dictionary online, or
YouTube.

In relation to the variation in the students’ use of VLSs and fields of
study, the results showed three patterns of significant variation. Hotel and tourism
students used the strategies ‘say words aloud when studying’, and ‘spell words
aloud when studying” which were in the social strategy greater than accounting
and engineering students. However, engineering students employed the strategy
‘play online games’ (meta-cognitive strategy) at a higher frequency than
accounting and hotel and tourism students. One possible explanation might be
related to the different characteristics of students. According to the studies of
Bernardo and Gonzales, (2009), Boonkongsaen and Intaraprasert (2014), Tsai and
Chang (2009), students from various fields of study employed different VLSs.
The results of those studies also revealed that a field of study is one of the factors
affecting students’ VLSs use. In this study, hotel and tourism students were more
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extroverted. Meanwhile, students with engineering background were likely to
rely on media or technology.

The exposure to language can be one explanation for the participants’ use
of the social strategy, ‘interact with native speakers’. Students with more exposure to
English tended to have a greater frequency of VLSs use (Nirattisai & Chiramanee,
2014). The hotel and tourism students had to work and interact with foreigners.
Furthermore, they had more experiences in learning language outside the
classroom, especially while they were trainees. The experiences provided them
more opportunities to use and learn more vocabulary than engineering and
accounting students. It was consistent with Boonkongsaen and Intaraprasert’s
study (2014) which concluded that learners who had exposure to English beyond
classroom instructions employed VLSs more frequently than learners who had
exposure to English only within classroom instructions. In addition, language
learning experience had strong effects on students’ VLSs use (Boonkongsaen,
2012).

The strategy ‘analyze any available pictures or gestures” was not only the
most frequently used by students, but also had a significant difference among
three fields of study. The results showed that hotel and tourism students used this
strategy more frequently than engineering and accounting students. The
difference may be explained with regard to learning materials that the teacher
provided students in class. Students in all three fields of study reported that there
were many colored pictures in their textbooks. Their teacher also provided
interesting learning materials for them in class. This is consistent with the
interview results. The hotel and tourism participants stated that they had to learn
a lot of English vocabulary, words and phrases, technical terms and expressions,
and symbols in their three English subjects while engineering students had to
learn two English subjects. The accounting students described learning only one
subject, Basic English. This suggested that hotel and tourism students had more
opportunities to learn English through learning materials in classroom than
engineering and accounting students.
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Conclusion

This study aimed to investigate vocational students from varying fields of
study with regards to their choice of VLSs. The results showed that, overall,
vocational students sometimes used VLSs to learn vocabulary. Moreover, the
students tended to rely on social strategies. In addition, there were significant
differences of VLSs use among the three fields of study. The results of this study
suggest that students should be aware of their VLSs use, realize the importance of
VLSs, and know that different kinds of VLSs can be used and applied both inside
and outside the classroom. So, they can utilize the VLSs that are appropriate to a
specific situation. Moreover, the results indicate that students employed the
determination strategy and social strategy more than the other strategies. In this
respect, teachers should teach and encourage students to use a wider range of
VLSs both in-class and in self-directed activities, so that students can take more
individual responsibility for their own learning.

For future research, it might be worth exploring VLSs employed by other
groups of professional fields of study using more research instruments, for
example, class observation and in-depth interviews in order to obtain a deeper
understanding of VVLSs used by a wider range of vocational students.
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Action Research as Continuing Professional Development
A Special Interview with Asst. Prof. Dr. Betsy Gilliland,

University of Hawai‘i Manoa

Pramarn Subphadoongchone
Chulalongkorn University Language Institute

In this issue of PASAA PARITAT, we are privileged to have an
opportunity to interview Asst. Prof. Dr. Betsy Gilliland from the Department of
Second Language Studies at the University of Hawai‘i Manoa in Honolulu,
Hawai‘i, USA. She holds a Ph.D. in Education from the University of California,
Davis, and an MA in TESOL from the School for International Training
(Brattleboro, VT, USA). Her research interests relate to the teaching of academic
language, ranging from immigrant secondary school students learning to write for
academic purposes in California to novice teachers of English for academic
purposes learning to conduct classroom research while participating in a teaching
practicum in Thailand.

With her expertise in action research, Dr. Gilliland was invited by
Chulalongkorn University Language Institute (CULI) to serve as a featured
speaker for CULI’s International Research Seminar held on July 15, 2016. Under
the theme of Action Research in ELT for Quality Instruction, the seminar, which
was meant to commemorate CULI’s 39" anniversary, was aimed at serving as a
convivial forum for scholarly discussions among those interested in conducting
research as part of their continuing professional development. Through the lens
of action research, she discussed the diverse forms that novice classroom
researchers’ studies take, using van Lier’s (1988) framework to situate the
teachers’ research projects. She demonstrated the value of action research as a
starting point for novice teacher-researchers wishing to investigate their students’
learning and their own professional practice.
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Drawing on her extensive, hands-on experience in conducting and
advising for action research projects, Dr. Gilliland graciously further shares with
us in this interview her perspectives on action research as part of teachers’
professional development.

1. Could you please briefly share with us what “action research” means to
you?

To me, “action research” is research done by teachers in their own
classrooms, investigating their students’ learning. It requires both action, doing
something different in teaching, and research, the systematic collection and
analysis of data. Unlike traditional research, where scholars conduct research on
others, in action research, teachers conduct research with their students and study
themselves in the process (McNiff, 2013). Although it is possible for someone to
conduct action research as a guest in another teacher’s classroom, from my
experience, it is much more difficult than when the teacher conducts research in
her own class.

Reflection is a key practice that should be integrated throughout action
research. Teacher researchers reflect before they begin research on potential areas
for research; they reflect while teaching on how students are receiving the new
interventions; and they reflect after collecting student work on what students have
learned from the interventions. | hope that all teachers reflect on their practices,
thinking about what happened, why it might have happened, and what they could
do differently in the future. Reflection alone, however, is not action research. To
go from reflection to research requires careful documentation of what happened,
including some consideration of the impact of new actions on student learning.

2. In some teaching contexts, teachers are encouraged to conduct “collaborative
action research.” What are the potential benefits and challenges of carrying
out collaborative action research?

Collaborative action research happens when teachers collaborate (work
together) with each other in the research process. They can design a research

ArwUSTaY adudl 32 (2560) 167



study in which they all try out the same interventions with their students and
collect the same forms of data, or they can conduct individual studies and meet
regularly to support each other as they do their research. Either way, the
collaboration helps overcome many of the potential limitations to teachers doing
research on their own: they have the opportunity to talk through ideas before
implementing them in the classroom; they can get feedback on their intervention
design, data collection plan, and analysis outcomes; they can share drafts of
written reports about their research process for responses from their colleagues;
and they can provide emotional support when their peers are feeling
overwhelmed or depressed by the research process.

Having tried to do collaborative action research myself, | can say that one
of the huge drawbacks is time. Teachers are busy people, and trying to find a time
when all members of the collaborative group can meet with each other on a
regular basis is very difficult. This problem could be eliminated if the group were
willing to meet online, using a forum where they could share their ideas,
materials, and data with each other asynchronously. Another related problem is
energy. We have probably all experienced situations where we are enthusiastic
about a new venture and then lose energy as our other responsibilities become
more pressing. A collaborative action research group where the members commit
to supporting each other both academically and emotionally, however, could be
an antidote to this common problem. If teachers find their action research team
meetings energizing, then they will look forward to attending and continue to
prioritize the process.

3. Action research has been criticized, to a certain extent, as being small-
scale in nature and because of its generalizability. Some people are
anxious about whether it is a legitimate form of academic research. What
do you think?

| obviously think it’s a legitimate form of research, and one that is worthy
of being shared publicly! I do, however, know that this is not a universally held
view. | had a couple Korean students who asked me whether they would be able
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to get into PhD programs if they did action research for their MA theses. They
had heard from classmates that Korean universities do not value action research
because, as you say, it is too small-scale and not generalizable. | talked with them
about how action research, when done well, can provide just as rich data as any
other classroom-based qualitative study. The key is to do it well and be systematic in
your data collection process.

Generalizability in itself is a false concern with much research, including
action research. Unlike with statistical studies, the goal of action research and
many other qualitative studies is to examine a context in depth and for the
researcher to use his or her close knowledge of the classroom and students to
understand what is going on in ways that a researcher without personal
connections to the context could not do. While it is true that the findings from
this study cannot be generalized to other contexts, if the researcher has provided a
clear description of the classroom, the interventions, the students, and their
learning, then readers can decide whether the interventions might work in similar
ways in their own contexts based on their knowledge of their own students.

4. What other criticisms or concerns have you heard regarding action
research?

One of the major critiques | have heard is that teachers are not able to do
good quality data analysis. This can be a problem for teachers both as they are
doing research and when they try to write and publish their studies. When | was
an MA student, | remember feeling completely lost while trying to design an
action research study, since | didn’t think | knew what to do with my data. At that
point, and | think many teachers may be in similar situations, | had not taken any
classes on qualitative data collection or analysis. | had read journal articles where
researchers presented qualitative findings and used various forms of coding to
identify themes, but | didn’t know how to do that myself. My writeup of my MA
action research work was really just descriptions of student work, without any
systematic analysis. | only learned how to analyze data when | went back to study
for my PhD and took several classes on qualitative analysis.
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| don’t think, however, that this needs to be the case. Simon Borg (2015)
writes about the importance of having mentors able to support teachers who are
new to doing research. If teachers are able to find a mentor who has some
confidence in analyzing data, then they can learn through experience as they
design studies in their own classrooms. Qualitative analysis is not difficult, but to
do it well does require being careful and documenting what you are doing. The
same is true of quantitative analysis—you can show a lot with simple descriptive
statistics, but you can also misuse statistics if you don’t understand what you are
analyzing. Having a mentor—a university professor or an experienced
colleague—is a great way to learn how to do action research well.

Another issue is that many teachers do not have the time to invest in
doing a thorough action research study when they are already busy with all the
other demands of their teaching work. This, | think, is a legitimate concern,
especially in places like American and Thai schools, where teachers have 6 or 7
class periods every day, plus additional duties like supervising student clubs, and
very little time in the workday to plan their lessons or grade student assignments.
When are they supposed to analyze data when they don’t even have time to eat
lunch? This is where collaborative action research and support from the school
administration can be most valuable. If teachers are able to help each other out,
and if they are given time in the school day to focus on their research in the
company of other teachers also doing research, then they will be better able to
find the time to do research that can benefit their teaching.

5. To some teachers, teaching seems to be a priority and conducting
research tends to be last in a long list of tasks. In your opinion, why
should teachers be encouraged to conduct action research? What are the
benefits that typically justify the extra work involved?

As | noted above, time is a legitimate concern for teachers, and without
time, it is difficult if not impossible to also do research into your teaching. | don’t
think it should be an excuse not to do something simple. All teachers need to
spend time planning lessons and assessing students’ progress, and both of these
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core tasks can be part of an action research study. Since action research is
specifically about trying out teaching ideas and evaluating students’ learning in
response to those new ideas, both planning and grading can be incorporated into
the action research cycle.

What teachers need to do differently, therefore, is to be deliberate and
systematic about documenting what happens in the class and then reflecting on
what they are seeing. An easy way to document is to keep a running record while
teaching, jotting notes in the margins of your lesson plan as you go. You could
also keep a copy of the class list on which you make notes of which students
respond in what ways to your teaching. Ideally, if you have taken clear notes,
after class (or at the end of the school day), you can then write up a reflection and
flesh out the notes so you don’t forget what they were about. If you find it’s too
hard to write notes, you can audio record class sessions and then listen to them
afterwards with your lesson plans and class lists at hand. Audio recording also
allows you to notice things that you might have missed while teaching, such as a
student’s comment to her classmate while you were listening to another student.

This in itself is enough to be action research for your own benefit. Many
teachers are surprised when they review their notes or listen to a recording of
their classroom, since looking back allows you to see where students struggle or
succeed in ways that you can’t be aware of in the moment. If you realize that the
new approach is challenging students in ways you hadn’t anticipated, you can
then modify your plans for future lessons. If on the other hand you realize that
students who had not previously participated in class are talking, for example, or
you see in their writing that they have learned the concept well, you know you
can continue to use the new approach as you plan for later lessons.

The lack of time can also limit how much teachers are able to share their
findings with others. Although publicly sharing the outcomes is an important
aspect of action research, that does not mean you have to write up your study and
publish it in an international journal. It may be enough to start by sharing your
findings with your colleagues in your department at your school. One department
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I worked in had an annual mini-conference where teachers shared with each other
(no-one was invited from outside the department) and described things they had
tried in their classes and how their students had responded. That counts! It only
takes a short time to make copies of your activity plans or prepare a few
PowerPoint slides showing what you did as you planned the new approach. Then
you can talk casually with colleagues about what you did and answer their
questions. It might be possible to make such a mini-conference part of your
regularly scheduled department meetings, so that it doesn't even require time
commitment outside of the school day.

6. Some teachers with less teaching and research experience may feel that
they have “nothing to research.” Others may lack confidence in
conducting action research and thus put it off until they feel that they
have “more confidence.” What are your suggestions for them?

Related to the challenge of time, teachers may not feel like they are ready
or able to do research that looks like what they read in books and published
journal articles. This is exactly how I felt when | was an MA student just getting
started with my own research. | didn’t think what | was doing was innovative or
interesting to anyone else. As | noted earlier, | didn’t even really know what |
was doing.

| advise teachers who don’t think they have anything to research to do
what | did: think about what’s going on in your class. Then think about what isn’t
quite the way you hoped it would be. This is where you can start finding
something research-able and worth researching. You can do research to figure out
what isn’t working, why things aren’t working, who is affected when things don’t
work, and/or how you can modify your teaching to make things work better.
Keep in mind that as a teacher, your ultimate goal should always be to help your
students learn better; this doesn’t mean, however, that you have to do research on
your students’ learning per se. You may want to focus on their experiences or
perceptions of what you are teaching, or compare their performance on one
activity with their performance on another activity.
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To the second concern that teachers may not have the confidence to do
research, | think you gain confidence with experience. You need to try out
something new and then do it multiple times in order to feel like you can do it
with confidence. Action research is no different. You may not want to share what
you try with anyone, even your colleagues, the first few times you try it. That’s
OK!

Action research lends itself well to doing multiple cycles of teaching,
observing, reflecting, and modifying the approach. You don’t have to share what
you did on the first try. But don’t use that as an excuse not to try something new
if you see that the way you are currently teaching isn’t working as well as you
had hoped. Read some books written for teachers, look at internet forums for
teachers, and see what other people recommend. Try a new activity in your class.
Take notes on what you see your students doing. Look over their work when they
are finished. Think about what you see—how many of them have used the
language forms accurately? How many have written more sentences than they did
last week? How many have incorporated new vocabulary into their texts? What
did you hope they would learn or do that they didn’t do? How can you address
this gap when you teach them next? At this point, you have just completed a
cycle of action research. The activity may not be anything special, and your
students may not have learned much, but you identified a teaching problem, acted
on that problem with a new approach, analyzed your students’ performance, and
reflected on what you could do differently in the future. That’s action research!

7. It seems that most of the literature on action research has laid emphasis
on identifying concerns in the classroom, developing and evaluating
classroom interventions, and monitoring the learning process and
outcomes. Little is devoted to discussing the ethical issues in conducting
this kind of research. Should we be more aware of the potential ethical
issues involved in carrying out action research?

Most definitely. Action research carries some of the same ethical concerns
as other forms of research, but also adds some others due to the relationship of
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the teacher-researcher to her students. Like all research with human subjects, we
need to be sure we are not doing anything that will harm participants (students)
physically or emotionally. Common sense should be enough for us to identify
any kind of teaching approach that would hurt students, but we also need to make
sure we don't ask questions that could traumatize students or psychologically scar
them. As teachers, we additionally need to make sure that we are not doing
anything that will restrict what some or all of our students can learn. While the
goal of action research is often to try out new and better ways of teaching, if there
IS a chance that students won’t get the opportunity to learn what they need for the
purposes of the class, it may not be worth the risk. There’s a temptation to divide
a class into two in order to have a control group and an experimental group, but if
the control group is denied any instruction, then they lose out on the opportunity
to learn what they would have with the regular curriculum.

We also need to make sure that we don’t violate their privacy by sharing
any personal information with others. In the United States, we are required to get
consent from our students (if they are adults) or their parents (for students under
age 18) if we want to use students’ work for research purposes or do any research
with them that will be reported outside the classroom. This means that we can of
course do action research for our own purposes simply by trying new approaches
and documenting how the students respond, but if we want to present any
findings to colleagues at a conference or write about the research in an article, we
need to have signed consent from all the students whose work we use. Once we
have that consent, we need to make sure that no one would be able to identify the
student from their work, so we have to give them pseudonyms (replace their real
name with a fake name) and delete any information that could be connected back
(such as if the students write about their family members’ names or list their
home address).

Finally, where teacher research is somewhat different from research done
by outside scholars, we need to be acutely aware of the power differences and
possibility of inappropriate influence on our students. If students are adults
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(legally able to consent to participating in the study), they may be afraid that
refusing to participate in their teacher’s research project will affect their grades in
the class or change how their teacher treats them. This is a more difficult
challenge, but if the students trust their teacher, the teacher can explain that their
participation will have no connection to the teacher’s treatment in the class. It is
also possible to do the research for your own purposes and then later get consent
from students to use what they wrote or did during the unit for sharing outside
class. Participants always need to know that they can withdraw their consent
(choose to not participate any longer) at any time, even if they were initially
willing.

8. When we write an article based on an action research project, should we
follow the same pattern or organization as we do in other kinds of research?

| think the organization depends on your purpose in writing as well as the
accepted formats for the place where you want to publish. Most academic
journals have a preferred format—some even specify the titles for each section
(most generally, Introduction-Methods-Results-Discussion)—while others seem
to be more flexible. It is possible to write up an action research study in the same
format as a traditional research study, but it may be more desirable to present it as
a narrative in which you tell the story of how you developed your teaching
approach and how each cycle progressed. It may also be important to refer
specifically to action research literature in order to justify your study, since some
reviewers may be concerned that a teacher doing research in his own classroom
could be biased in interpreting the data.

9. Do you have any suggestions for teacher researchers who find it difficult
to publish their research project? Some may be daunted by the writing
and publication processes. What advice would you give to them so that
they will not give up writing?

Start small! If you keep a blog, you can document your study through
regular blog entries. If you use Twitter or Facebook, you can share your ideas,
findings, and struggles as you work on your research. With social media, you can
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also follow other action researchers working in schools around the world and see
what they are doing, as well as connect your work with theirs. (One group of
teachers in the UK has a dedicated Twitter account where they report on their
action research: https://twitter.com/thsresearch.) You may be able to find a virtual
group of collaborators who are there to support your work.

Join local professional organizations where you can meet other teacher
researchers and share your ideas orally before you try to write them down. Most
professional organizations have a newsletter where members can write short
articles related to their teaching work, too. If you are working on collaborative
action research with colleagues, consider writing one article together rather than
each trying to write your own. Another way to share the outcomes of action
research is to establish a web site or resource collection for your program where
teachers can share successful lesson ideas. The other advantage of having a group
of colleagues is that you can provide each other with feedback on your writing,
too. As with all writing, make it a habit. Write a little bit every day. Don’t try to
write an entire article in one day.

10. Apart from disseminating research findings through publications, do you
have any suggestions that would encourage teacher researchers to use the
findings to establish a cycle of enquiry and dialogue among themselves
for their professional development?

This is where having a group of colleagues at your school or in your
region is so important. You might want to look into the Japanese concept of
Lesson Study, which is well established in Japan and beginning to be recognized
in the US and UK as a professional development model that really works for
teachers. Lesson study teachers will collaboratively design a teaching intervention
and then observe each other teaching the same lesson in their own classrooms. After
the observations, they reflect on the process and modify their teaching. Though
most teachers in lesson study groups do not seem to publish their research, they
are able to share with their colleagues in their schools and beyond through oral
presentations and discussions.
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We are grateful to Asst. Prof. Dr. Betsy Gilliland from the Department of
Second Language Studies at the University of Hawai‘i Manoa in Honolulu, who
kindly shared with us her views on action research in ELT. With the rich
assortment of theoretical insights, pedagogical ideas, and ethical concerns
earnestly shared with us, we hope that our readers will find her discussion
intellectually inspiring for their on-going professional development. As we all
may be well aware, action research has long been employed as a tool to help
teachers and researchers uncover pedagogical techniques and approaches to
improve their classroom teaching practice. It is in particular viewed as an
effective means of building the capacity of teachers as researchers of their own
practice. It is beyond a shadow of a doubt then that those involved in the field of
English language teaching welcome action research as its accruing findings have
proved to be pedagogically useful for their professional pursuits.
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Series Editors: Brian Paltridge and Sue Starfield
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New York: Routledge, 2016. 231 pages.
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With introductions of the Routledge publisher together with the biographies
of the author—Professor Dr. James Dean Brown and the series editors—Professor
Dr. Brian Paltridge and Associate Professor Dr. Sue Starfield, Introducing Needs
Analysis and English for Specific Purposes is a book for curriculum development
in the area of English for Specific Purposes (ESP).

In the book, three parts with seven chapters are structured and presented
in chronological order according to the needs analysis process implemented in the
ESP curriculum development. Of these three parts, Part I, Getting ready to do an
ESP needs analysis, is divided into three chapters. Chapter 1, entitled Defining
needs analysis in English for specific purposes (ESP), defines the terms of needs
analysis (NA) and ESP. The chapter also categorizes types of ESPs, explains how
specific ESP should be, and presents the initial options in ESP needs analysis.
The next chapter, entitled Focusing the ESP needs analysis, begins with scale and
scope of the NA, then discusses all possible aspects of constraints on ESP NA
and ends with more discussion of types of syllabuses and their importance to NA.
Chapter 3, entitled Selecting and sequencing ESP needs analysis data collection
procedures, explores the characteristics of successful NAs and factors affecting
information-gathering choices. The chapter also presents 32 alternative NA
procedures and ends with discussion of useful strategies for blending the
procedures through sequencing kinds of procedures and utilizing the case study
approach.
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The second part of the book is presented under the theme Doing the ESP
need analysis. This part consists of two chapters. Chapter 4, entitled Collecting
ESP needs analysis data, suggests NA data collection process and strategies.
Chapter 5, entitled Analyzing and interpreting ESP needs analysis data, suggests
how to analyze and interpret NA data. As for quantitative or numeric data,
statistical analysis techniques and presentation are described while matrices and
corpus analysis techniques and presentation are recommended for qualitative
data. In addition, applications of triangulation and mixed method research
techniques are also suggested in the chapter.

Part 11l is of Using the needs analysis results. The two final chapters
included in this part are Chapter 6, Using the NA results in the rest of the ESP
curriculum, and Chapter 7, Reporting on the ESP needs analysis project. In
Chapter 6, key issues of student learning outcomes are suggested to be defined,
interpreted, and presented in the NA results. Strategies for revising and
organizing student learning outcomes and for having teachers utilize student
learning outcomes to link the NA with all other curriculum elements are also
included in the chapter. Additionally, the last part of the book includes Chapter 7,
which explains how to organize and present the results in an NA reports. The
chapter also raises some important issues for having NA report published and
highlights some useful ideas for thought-provoking NA.

Being specifically designed with the provision of the author’s relevant
experience and realistic examples with research back-ups, | found this book as a
contemporary and accessible handbook to be applicable to not only the ESL but
also the EFL, as in Thailand, contexts. After the integration of the world
economy such as the connections between Asia and Europe (Rothermund, 2001),
and regional groupings such as the ASEAN Economic Community (Fredrickson,
2016), English has evidently become a much more important language as a
medium for communication among ASEAN nations, the native languages of
which are different. The English language needs for academics and careers,
particularly in the EFL contexts, have entailed an increasing awareness of the
teaching and learning of ESP. However, according to Bhatia (2005), there are still
problematic issues of new graduates’ competence in English language
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communication in workplace settings. He also traced back to the issues of
challenging tasks for teachers to provide their students with integrated knowledge
between the language itself and the disciplinary communication in ESP courses.
Brumfit (1984) also raised another issue of an ESP training course difficulty to
sometimes relate an academic context in the classroom with a professional
context in the real world. Richards & Schmidt (2010) described that since ESP is
practical for different disciplinary groups of learners, it is inevitable to conduct
needs analysis as a prior basis of the ESP curriculum development. Due to these
issues and one of the specific features of ESP previously mentioned, it can be
argued that the know-how of conducting the needs analysis in ESP courses
should be introduced and widely be promoted to teachers and curriculum
developers of ESP courses.

Introducing Needs Analysis and English for Specific Purposes could help
resolve such aforementioned issues as the idiom, “You Reap What You Sow.”
Initially equipping students with adequate skills of the English language and
communication through provision of ESP courses for which curricula were
systematically developed based on learners’ and stakeholders’ needs analysis data
suggested in this book could be an appropriate alternative. This alternative could,
to some extent, assist educational institutions to produce newly-graduated
students with competence in English and communication skills in response to
stakeholders’ needs for academic and professional aspects in the future.

Furthermore, since the content of this book was provided in the scope of
ESP which covers English for a number of professions, the minimal usage of
jargon and other academic conventions, such as e.g., i.e., and cf., as claimed in
the book is a good idea to facilitate the understanding of the interested readers
who are involved in different settings. In the book, the provision of theoretical
background of ESP could deepen the understanding of the readers. Without the
provision of the theoretical background, the readers may be misled into the
relationships among the terms ESP, English for Academic Purposes (EAP), and
English for Occupational purposes (EOP) based on the categories of ESP on Page
7, for instance. Practical tasks introduced in each chapter such as task 1.2 on
Pages 17 to 18, can also help readers to check whether they comprehend the
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theories and/or the concepts of ESP. In addition to the support of helpful theories
and useful tasks presented in individual chapters, the readers’ comprehension can
be rechecked through personal reflection exercises placed at the end of important
concepts in all chapters.

With such thoughtful design of this compact-sized handbook, it is also
found that all that the author provides in the book should suit its target groups of
readers, who are curriculum developers, pre-service and in-service teachers as
well as postgraduate students in Applied Linguistics, Teaching English for
Specific Purposes (ESP), TESOL and Education. All in all, this book provides an
earnest and worthwhile contribution to its professional development value in the
teaching of ESP.
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