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Abstract

This thesis reports on a critical action research project aimed at improving
teaching and learning in undergraduate English literature courses in the EFL
context of Thailand. It addresses the need to adapt the tenets of communicative
language teaching to local contexts. The project explores the application of reader-
response theory to the teaching of literature with a view to realising its potential to
increase the quantity and quality of student talk in the EFL classroom. The
underlying assumption was that the reader-response approach, using techniques
such as literature circles, would expand the scope of communicative language
teaching into literature-based classrooms and also offer the potential to develop

the learner independence beyond the classroom.

In close collaboration with lecturers, an intervention was designed to introduce
literature circles to undergraduate English major classes in two regional
universities in Thailand. For this project, data, which included students’
questionnaires, diaries and writing assignment, teachers’ interviews, transcription
of lessons, and classroom observation, were collected over one semester. The data
analysis applied tools drawn from Systemic-Functional Linguistics (SFL), discourse
analysis and thematic analysis. The overall results pointed to enhanced quantity
and quality in student L2 production as well as positive responses among
participating students and teachers towards the approach. This project provides
an example of a teaching and learning model that will enhance target language use
within the classroom and develop the independence of learners beyond the
classroom. The findings make clear that this literature circle model offers clear
opportunities to maximise the unrealised potential of literature classes in Thailand.
The research highlights the benefits that accrue from this approach such as
building language knowledge and skills, and the provision of the more appropriate

levels of cognitive challenge for undergraduate students in language courses.



Chapter 1 Introduction

Chapter 1 Introduction

1.1 Research aim

The primary aim of the research that forms the basis of this thesis was to find
practical yet evidence-based ways of improving the teaching and learning of
literature at tertiary level in Thailand and similar EFL contexts. It also aimed to
demonstrate the immense benefits of structured literature discussions to students’
language outcomes in terms of quality, quantity and interactivity. This necessarily
involved a focus on the roles played by teachers in enhancing students’
comprehension and interaction. The study also focused on learners’ attitudes
towards literature in general and receptivity to the implemented pedagogy. Data
relating to the disposition of teachers regarding students’ learning and their own
learning was also gathered for this study. This chapter will set out a detailed
rationale for the study and provide a detailed description of the research context in

terms of policy and teaching.

1.2 National context

Contrary to the general belief that Thailand is a country with only one language,
the 67 million inhabitants of Thailand actually form a linguistically rich and
diverse population. The majority of the population are of Thai ethnic origins, but
there are at least 35 ethnic minorities in Thailand (Princess Maha Chakri
Sirindhorn Anthropology Centre, 2007) as well as a growing number of
international communities. This ethnic diversity has resulted in a large variety of
languages being spoken in the country. The six main languages used in Thailand
are central Thai, northeastern Thai, northern Thai, southern Thai, Malay and
Teochew. The official language of Thailand is the central Thai dialect and Thai
alphabet. Thus, students from some ethnic groups may have used an ethnic
language as their first language (L1), and Thai and English as additional languages
when enrolled in school. This means that Thailand is firmly located as an English

as a foreign language (EFL) context in terms of Nayar’s (1997) definition.

Nayar (1997) discussed the overlapping meanings in the definitions of English as a

second language (ESL) and English as a foreign language (EFL) and suggested the

1



Chapter 1 Introduction

need for clearer labels to distinguish the functions of English within the different
contexts of language learning. According to Nayar, English as a second language
(ESL) is the context in which English is taught in the native environment in order
to participate fully in that society. English as an Additional Language (EAL) refers
to the situation in which English has some communicative use in those societies.
English as a foreign language (EFL) refers to a situation in which English has no
internal functions and low communicative use. This is usually in countries where
there is no prolonged history of English or United States of America (US)

domination.

In common with other EFL contexts, English in Thailand is taught as a subject in
schools with limited opportunity for its use outside the classroom, especially in the
rural areas of the country. The context of this study is classes held in regional
universities. One of the differences between regional universities and those in
large cities such as Bangkok is the opportunity to use English outside the
classroom (Hayes, 2010). Despite the fact that regional students may have access
to English media through technological advancements such as the Internet and
satellite TV, many still have minimal contact with English outside the classroom.
Students generally prefer to consume Thai media or foreign media dubbed into
Thai. Certain students may be motivated to make contact with English outside the
classroom. Nevertheless, the nature of such contact is mainly based on receptive
skills such as listening to English music, or watching English movies. There are
limited opportunities for using productive skills. Although some attempts have
been made to allocate volunteer native speaker teachers and exchange students to
provincial schools, contact with English speakers beyond the classroom is

relatively rare, especially in small provincial towns.

As a result, most students enter undergraduate courses as what may be termed
‘false beginners’. That is, a student may have some knowledge of English, but that
knowledge may not meet university requirements so that the student will need to
study English again at the relatively low level, such as in a remedial course.
Unfortunately, the situation in undergraduate English courses is not much
different from the situation in high school. University teachers also rely heavily on

commercial textbooks that emphasise integrated skills while teaching and
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assessment emphasise grammatical and reading knowledge. Many students in the
liberal arts choose to study in English major in their undergraduate degree to
improve their proficiency. Until recently, the study of English literature was a
common feature within English major in Thailand with some literature courses
requiring students to engage with literary texts drawn from the English canon. For
many students, the study of literature involves huge linguistic and cognitive
challenges with scarce opportunities to practise the active skills of listening and

speaking.

The two universities participating in this research are located in provincial
contexts, as mentioned above, with the majority of students coming from nearby
provinces in the region. Although one university is located in a tourist area, most of
the tourist attractions are located outside the town and students do not actively
have contact with tourists. Thus, these locations highlight the importance of
classroom activities in providing the maximum opportunity for L2 use in class,
particularly the opportunity to enhance the use of productive skills in lecture-

based classrooms such as literature classes.

1.3 Importance of English in Thailand

Although English has no official status in Thailand, it has a high level of recognition
and plays an important instrumental role in academic, career, and economic
advancement. In education, English is the dominant foreign language taught at all
levels in educational institutions. It is one of the eight courses required for the
Thailand Ordinary National Educational Test (O-NET) which is conducted to assess
students’ academic proficiency for Grade 6, Grade 9 and Grade 12. The O-NET
scores can be submitted for university central admission. For career advancement,
many jobs require people to have high competence in English, particularly in the
airline and hotel industries. For example, classified job advertisements for Cabin
Crew positions with various airlines specify scores of 500-600 in the Test of
English for International Communication (TOEIC) (Center for Professional
Assessment (Thailand), 2015). In addition to work prospects in Thailand, the free
flow of skilled labour that will eventuate when the ASEAN Economic Community

agreement becomes effective in 2015 will allow workers in certain occupations to
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work in a country with a more highly paid workforce, such as Singapore and
Brunei. Therefore, it is apparent that English is an influential factor in the

determination of academic and career success.

Besides the instrumental importance of English for individuals, the English
competence of the country’s workforce is seen as one of the factors determining
national competitiveness that will attract foreign investors to the country. Rapid
global economic growth, direct foreign investments and development in
international trade, communication and mobility have increased the demand for
English as a means of international communication (Baker, 2012). While Thailand
has many advantages, particularly in terms of enrollment in higher education and a
skilled workforce, the low level of English proficiency negatively affects the
country’s competiveness and may deter multinational foreign investors. Concerns
about low proficiency level have been raised in different publications about
English language teaching and learning in Thailand (Foley, 2005; Khamkhien, 2010;
Wiriyachitra, 2001). It is also evident in the recent national O-NET results and
international TOEIC results. Average O-NET results for Grade 12 English tests
between 2007-2013 (Table 1.1), compiled by an Education website in Thailand,
reflect a very low average. The minimum score for each year is zero and the

maximum score range is between 98-100.

Table 1.1 Average O-NET score for Grade 12 from 2007-2013

Year 2007 2008 2009 2010 2011 2012 2013

English  30.93 30.64 23.98 19.22 21.80 22.13 25.35

Note. Adapted from Tapsupa, D. (2014). Admissions Live. Retrieved from http://p-
dome.com/check-onet-m6-57/

In terms of international standing, according to the TOEIC worldwide test result
report for listening and reading tests (Educational Testing Service, 2014), Thai test
takers’ average test scores ranked lower than those of test takers worldwide,
although Thailand is in the mid-range compared with countries in the ASEAN
region. The report ranked Thailand at 41 out of 48 countries based on a sample of

more than 500 test takers in each country. It is also reported that 74% of Thai test

4
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takers are undergraduate students. This information strongly supports the
requirement to submit TOEIC scores for job applications; thus an undergraduate
may need the test results as a first-time job seeker. The other 26% may be the

current workforce taking the test for other purposes.

Table 1.2 Average TOEIC score for test takers in ASEAN region

Rank Listening Reading Total
Country
Mean (SD) Mean (SD) Mean (SD)

Philippines 14 383 (80) 328 (95) 711 (167)
Malaysia 19 368 90) 320 (101) 687 (184)
Thailand 41 379 (103) 214 (98) 493 (195)
Vietnam 42 244 (94) 225 (97) 469 (183)
Indonesia 46 236 (107) 187 (96) 423 (196)

Note. Adapted from Educational Testing Service. (2014). 2013 Report on test takers
worldwide: The TOEIC® Listening and Reading Test. Retrieved from Educational Testing
Service p.5 website: https://www.ets.org/s/toeic/pdf/ww_data_report_unlweb.pdf

From Table 1.2, it is evident that the average total TOEIC scores for Thai test takers
are still below the 500 suggested by many jobs advertised by the Center for
Professional Assessment (Thailand). It clearly illustrates the gap between the
workforce’s language proficiency and employers’ demands, as Wongsothorn,
Hiranburana and Chinnawongs (2002) claimed. During the 2013 World Economic
Forum, Dr. Surin Pitsuwan, a former secretary-general of ASEAN, commented on
the low proficiency in English demonstrated by the test results and strongly

emphasised the importance of English for the country’s competitiveness.

That is a dismal state of affairs to be in, when we know well that export
growth, GDP expansion and even per capita income increases have direct
correlation with English proficiency. I insist, that with a higher proficiency in
English today, Thailand's competitiveness will increase many times over

tomorrow. (Improving English skills, 2013)
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The low national and international test results have caused serious concern
regarding the quality of teaching and learning English in Thailand. This in turn has
led to recent reforms in the teaching of English which will be discussed in more
detail in Section 1.4. From Nunan’s (2003) survey of impact of English on
educational policy in selected Asia-Pacific countries, the trend was that many
countries had changed their language policy to reflect the increasing importance of
English. This included increasing the number of hours and lowering the age of
English learners in schools with the hope that their citizens would become more
proficient in the language. This trend was also true in Thailand, although the
country was not included in the survey. To provide further background knowledge
to this research project, the following section will describe the educational
structure of Thailand, the history of English language teaching, the recent language
policy reform and its effects on the teaching and learning of English literature in

Thai higher education.

1.4 Thailand educational context

Thailand is recognised as having high levels of adult literacy, and schooling
between the ages of six and 15 is compulsory. The current adult literacy rate (15
years and older) is 95.2% and the youth literacy rate (15 to 24 years) is 98.7%
(Huebler & Lu, 2013). The following section provides an orientation for the reader
to the structure of the Thai education system and the place of tertiary English

teaching and learning within this.

Thailand’s formal education system consists of three components: school
education, vocational and technical education and higher education, as illustrated
in Figure 1.1. The school education system is divided into primary and secondary
education following the 6-3-3 structure. Enrolment in primary school starts at six
years old. Compulsory education covers nine years of primary and lower
secondary education, while basic education covers 12 years to include upper
secondary education. The 1997 Thai Constitution provides free and equal
opportunity for all in education and the Thai Constitution of 2007 requires the

government to provide free basic education. Since 2008, the Thai government has
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Figure 1.1 Structure of the Thai formal education system

Approx | Approx Level of Education
Age Grade
3
4 Pre-Primary
5
6 1
7 2
8 3
Primary
9 4
10 5 S
E)
11 6 g
12 7 >
—
2
13 8 Lower Secondary é
14 9 g
= &)
2
15 10 &
Lower S
16 11 Upper Secondary vocational/technical D
education =
17 12 @
M
18 13
19 14 Higher
Undergraduate vocational/technical
20 15 education
21 16
22 17
23 18+ Graduate Studies
24+

Note. Adapted from Bureau of International Cooperation. (2008). Towards a
learning society in Thailand. p. 2 Retrieved from the Ministry of Education website:
http://www.bic.moe.go.th/th/images/stories/book/ed-eng-series/intro-ed08.pdf
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sponsored the basic cost of tuition fees, books, classroom materials and uniforms
for all students in basic education under the Free Education with Quality Policy
(Ministry of Education, 2009). This policy was later expanded to include three-year
pre-primary education. After finishing their basic education, students can enrol in

a university or a higher vocational or technical institution.

Table 1.3 shows the enrolment rate between 2009-2013 expressed as a percentage
of the population of official education age range as shown in Figure 1.1. Table 1.3
shows that more than, 92% of children of primary school age enrolled in school
compared to over 74% in the previous survey (2003-2007) (Bureau of
International Cooperation, 2008). With the government’s attempt to improve
access to education, the enrolment rates for secondary school and higher

education have also increased steadily.

Table 1.3 Gross enrolment rate between 2009-2013

Gross enrolment rate 2009 2010 2011 2012 2013
Primary 96.7 94.9 94.9 95.4 92.8
Lower secondary 80.70 83.5 87.4 87.0 n/a
Higher Education 48.6 50.0 52.6 514 51.2

Note. Adapted from World Bank Group. (2015). Data. Retrieved from
http://data.worldbank.org/indicator/SE.PRM.ENRR/countries/TH-4E-XT?display=graph

As seen in Table 1.3, increasing numbers of students are enrolling in higher
education. In addition, there are increasing numbers of higher education
institutions and international programs. Data from the National Statistical Office
(2015) show that in 2005 there were a total of 139 universities in Thailand, 78 of
which were public institutions and 61 of which were private institutions. However,
in 2010-2013 there was a total of 150 universities, seventy-nine of which were
public institutions and 71 were private. The increasing number of private
institutions of higher education in the five years between 2005-2010 highlights the

growth in this area.
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In addition to the increase in the number of higher education institutions, there
has also been a rapid increase in the number of international programs in which
English is claimed to be a medium of instruction. This increase may also reflect the
interest in improving English competency. Hengsadeekul, Hengsadeekul, Koul and
Kaewkuekool (2010) reported that the number of international programs has
almost doubled from 465 programs in 2004 to 884 programs in 2008. This trend
has continued to increase with the latest figures from the Office of the Higher
Education Commission (Table 1.4), which show that there is a total of 1,044
international programs in Thai universities, 335 of which are undergraduate
programs. The growth in these programs also reflects students’ assumption that
studying an international program will enhance their English proficiency. Despite
the fact that the growth of program in which English is the medium of instruction
is encouraged, the predominant model is still the program in which Thai is the

medium of instruction.

Table 1.4 Number of International programs between 2007-2013

Year 2007 2008 2010 2012 2013
Total 844 884 981 1017 1044
Bachelor's 277 296 342 344 335
Master’s 327 350 389 394 436
Doctoral 220 215 225 249 247
Others 20 23 25 30 26

Note. From Office of the Higher Education Commission. (2014). Study in Thailand 2013.
p.xiii. Retrieved from Office of the Higher Education Commission website:
http://www.inter.mua.go.th/main2/article.php?id=475

The National Qualifications Framework for Higher Education in Thailand (TQF)
(Office of the Higher Education Commission, 2006) was established in 2006 to
provide guidelines for higher education management. This framework also
specifies the desirable qualities of graduates at each qualification level. For a
bachelor graduate, the following skills should be developed: ethical and moral

development; cognitive skills to carry out investigations, comprehend and evaluate
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new information; interpersonal skills and responsibility, such as performing in a
team environment; and analytical and communication skills, such as the ability to
give presentations that are appropriate for a range of issues and audiences. Unlike
previous conceptions of graduate outcomes that focused on knowledge alone,
within this framework, a graduate is expected to be a well-rounded person who
has content knowledge that they are able to articulate well in Thai and English, as
well as being able to work as a team member. The framework actually widens the
gap between expectations around educational outcomes and the reality of current
classroom practices. It is evident that traditional classroom activity such as

lecturing will not suffice to train students to achieve these characteristics.

The effects of social and economic changes have meant that English language
teaching in Thailand has increasingly been focused on rather narrow conceptions
of communicative language teaching. This in turn has led to the development of
English oral proficiency in higher education and increasing numbers of special
purposes classes. Many English departments in Thai universities have removed
literature courses from the curriculum in order to offer more English for Specific
Purposes (ESP) courses, such as English for Hotel Management or English for
Airline Industries. As a result, two types of change have occurred at the curriculum
level. The first is the increasing number and range of ESP courses, such as Business
English or English for International Communication. The second is that literature
courses in many universities have been reduced or removed from the core
curriculum and have given way to ESP because of the view that literature courses
do not promote the communicative use of language. Despite this focus on
proficiency, it does not seem to be very effective. There are still several factors
negatively impacting the teaching and learning of English in Thailand. The next

section will focus on the policy context of teaching and learning English in Thailand.

1.5 English language teaching in Thailand

The Ministry of Education has prescribed the study of a foreign language as
compulsory. Although English is not mandated, it is a preferred language due to its
importance, as discussed in Section 1.3. In Thailand, students will have studied

English for at least eight years before starting an undergraduate program. The
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Basic Education Core Curriculum, B.E. 2551 (A.D. 2008) prescribes the framework
for foreign language learning time as follows. Students study English at least one
hour a week in primary school, with 40 hours learning time per year in Grades 1-3
and 80 hours per year in Grades 4-6. They study at least three hours a week, or
120 hours per year, in lower secondary school and a total of 240 hours during
upper secondary school (Ministry of Education, 2008). Overall, students will have
experienced 720 hours of English when they finish compulsory education and 960
hours of English when they finish basic education. The English curriculum is based
on four concepts of language learning. These are language for communication,
language and culture, connection with other subject areas, and connection with
community and work. In higher education, 12 credits or 180 hours of English
courses are required as a part of General Education for all students. Six credits or
90 hours focus on general English and the other six focus on academic English or

English for specific purposes.

The Thai government promotes the teaching and learning of foreign languages,
especially English, through communicative approaches to teaching and learning as
a means of fostering daily and business communication, to increase the country’s
competitiveness (Office of the Permanent Secretary for Education, 2008). However,
the teaching and learning of English in Thailand is still not very successful if
measured in terms of outcomes such as proficiency levels and effective

communication as discussed in Section 1.3.

Several factors have been identified as hindrances to the successful teaching and
learning of English in Thailand. One of these is the mismatch between the intended
curriculum and the actual curriculum. As in other EFL contexts, the English classes
in Thailand are very textbook-orientated, with most of the texts suggested by the
Ministry of Education. These texts are often dated, with a predominance of cloze
exercises, a narrow focus on grammar, and trivial cultural issues (Watson Todd &
Keyuravong, 2004 as cited in Darasawang & Watson Todd, 2012). Another
hindrance might be the mismatch between the dominant cultural themes found in
textbooks, such as food, shopping, sports and vacations, and students’ cultural

background, particularly those in a rural environment (Boriboon, 2004).
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Given the nature of English language teaching (ELT) textbooks and their emphasis
on practising communicative language skills based on transactional functions,
most students will have limited opportunity for using English to discuss abstract
issues. As Tomlinson (2010) pointed out in his review of ELT materials, textbooks
often implicitly underestimate the cognitive levels of learners and their interests,
particularly those learners with lower levels of language proficiency. On the other
hand, he noted that positive aspects of current ELT materials include involving
learners in serious issues, encouraging them to articulate their thoughts and
connect those ideas with themselves and their contexts. Byrnes (2006) argued for
exposing students to a range of texts to place students in different textual and
communicative demands in order to develop their cognitive and linguistic levels.
The positives identified by Tomlinson and Byrnes are highly relevant to the
treatment of a literary text in classrooms and literature class and will be discussed

further in the Literature Review (Chapter 2).

Two other possible hindrances of English language teaching and learning in
Thailand could be the levels of English language competence and pedagogical
knowledge of Thai EFL teachers. A study by Prapaisit de Segovia and Hardison
(2009) revealed primary school teachers’ difficulties in implementing CLT and
learner-centred activities. In addition, they highlighted the teachers’ concerns
about their English proficiency, and inadequate professional support such as
training and resources. According to Nupong (2002), teachers often feel that they
lack knowledge and skills to teach listening and speaking, so they tend to focus
more on teaching grammar and vocabulary to train students for the university
entrance examination. A study by Vacharaskunee (2000) found teachers’ low level
of proficiency in English to be the most significant reason for not using the target
language in the classroom. Furthermore, Klanrit and Sroinam’s (2012) survey of
secondary school teachers found that teachers are reluctant to use L2 in class
because they believe it causes anxiety for four main reasons. Firstly, the teachers in
this survey had low expectations of students’ ability in English and thought using
L2 would demotivate students with lesser ability. The teachers also expressed
concerns about students’ fear of making errors and losing face when talking to the

whole class. In addition, teachers were concerned about their own proficiency
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level and afraid that using L2 would negatively affect teaching and learning

management because students might not understand instruction in L2.

To solve the teacher knowledge and competence issues, the government has been
providing extensive pedagogical and language proficiency training for teachers in
school education through the English Resource and Information Centre (ERIC).
Teachers participating in training with ERIC are also encouraged to take the
Teaching Knowledge Test (TKT) (Cambridge English, 2014) as proof of their
pedagogical proficiency. This development in teaching pedagogical knowledge,
however, has not been accompanied by a growth in language proficiency. In higher
education, the English Language Development Centre (ELDC) was established in
2003 to design standardised English courses in undergraduate general education
programs and to provide teaching, learning and research support to English
teachers in higher education. In addition, the centre worked with universities in
their network to provide informal English language training support to the current
workforce in order to increase competitiveness in six major industries, namely

tourism, fashion, health science, food, automobile and information technology.

Despite a decade of government policies promoting communicative English
language teaching, students graduate from secondary school with low to medium
speaking and listening abilities (Nupong, 2002; Wongsothorn, 2003) or with a
range of only A1-A2 within the Common European Framework of Reference for
Languages (CEFR) (Council of Europe, 2001). This means they have the basic
language knowledge required for communication in everyday situations. It is a far
cry from the proficiency expected by government policy and business employers

(Wongsothorn et al., 2002).

One recent development to improve the quality of teaching and learning English in
Thailand is the 2014 initiative on Policy for English Teaching and Learning Reform.
The policy emphasises the aim of producing students who are able to communicate
effectively in English. To achieve that aim, the policy stipulates the following: 1)
the use of the Common European Framework of Reference for Languages (CEFR)
as a framework for organising English teaching and learning in Thailand; 2) the
use of Communicative Language Teaching (CLT) as the pedagogical approach; 3)

the practical implementation of the framework may vary in accordance with the
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readiness of institutions and learners’ interests; 4) the implementation of special
teaching programs in which English is the medium of instruction, such as English
programs or bilingual programs and other extracurricular activities; 5) providing
teacher training on CLT pedagogy and CEFR; and 6) promoting the use of
educational technology. The announcement by the Ministry of Education clearly
stated the importance of English as a global language, and indicated that learners
who have proficiency in English will eventually advance Thailand’s

competitiveness (Office of the Basic Education Commission, 2014).

This section has summarised the teaching and learning of English in Thai formal
education. It describes the required framework for learning hours, suggested
teaching methodology, implementation of the methodology, and the gap between
the intended curriculum and the actual curriculum. In this context, it would seem
that a new perspective of teaching literature in higher education should be
examined in order to provide opportunities to develop English proficiency. The
case for realising the full potential of a discussion-based subject is very strong. The
next section will discuss the limitations of the current practice of teaching and
learning literature in Thailand and the potential benefits of discussion about
language learning in the literature classroom. This will provide a structure for

consideration of the problematic that the research in this thesis aims to address.

1.6 Literature teaching in Thailand

1.6.1 Thai literature teaching

Prior to studying English literature, all students are exposed to Thai literature in
their primary and secondary education. Classical Thai literature mainly consists of
different genres of poetry with a very complex system of prosody. Prose fiction is a
western idea that was introduced about 100 years ago; therefore, Thai prose
fiction has very similar elements to its western counterpart. As a result, many
features of Thai literature, e.g., figures of speech, imagery and symbolic meaning,
can be transferred to English literature. However, the O-NET result of the Thai
Literary Understanding sub-group has been very low (Apinuntaporn, 2012). This

means that students do not come to university with a strong background in
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reading and interpreting literature. Apinuntaporn (2012) argued that one of the
factors that negatively affects student performance is teaching methodology. The
majority of traditional Thai literature consists of different types of poetry with
fixed rhyme and rhythm, and many of the poetic words are based on ancient Indic
languages such as Sanskrit and Pali. Thus, the main teaching methods of traditional
and modern Thai poetry and traditional prose consist of reading aloud to learn the
rhythmic and rhyme scheme of a poem and paraphrasing the main idea of the
work. This is comparable to paraphrasing Shakespearean English into modern
English. On the other hand, the teaching of modern Thai prose is based on reading

and talking about content.

Thong-art (2013) criticised the current teaching methodology of paraphrase as
dampening student enthusiasm and interest in Thai literature and called for an
interpretation-based teaching methodology that encourages more personal
response and links to current issues in order to initiate curiosity and develop
acquisitive minds. He suggested that teachers should be trained to improve their
reading and interpreting skills to enable them to identify gaps in interpretation
and introduce those gaps in class discussion. This interpretation-based lesson will
enhance cognitive skills and maximise the potential of a literature lesson far more
than a lesson based on paraphrasing. Moreover, he suggested that the evaluation
of Thai literature should move away from multiple choice questions focusing on
memorisation and a literal understanding of historical knowledge and content, and
towards essay questions with a focus on reflection. However, despite the
limitations of teaching methodology and low learning gain, the paraphrasing skills
and literary knowledge gained from Thai literature classes, such as knowledge
about plot structure and figurative language such as simile, metaphor and
personification; therefore, are of educational value both in terms of studying Thai
literature and additionally as building blocks that can be transferable to the study

of English literature at undergraduate level.

1.6.2 English literature teaching in Thailand

Although students have exposure to Thai literature in primary and secondary

education, they may have limited exposure, or none, to English literature prior to
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undergraduate study. The teaching approaches currently employed in English
literature classes in Thai universities are similar to those implemented in Thai
literature classes in secondary education. They mainly consist of lecturing on the
content of literary texts and providing explanations of possible interpretations.
Some classes also incorporate small group discussions or whole class discussion
based on teacher-guided questions. In undergraduate English programs in
Thailand, there are three possible streams that students can choose from:
linguistics, literature and language. Literature is treated differently depending on
the types of curriculum students choose to specialise in. The variation of English
language programs in Thailand can be seen through a comparison of three
different programs. Appendix 1 provides detailed examples of curriculum
structures and study plans from three different undergraduate English programs
in three universities in Thailand. Two of the programs are named ‘Bachelor of Arts
Program in English’, however they have different minimum credit requirements,
curriculum structure and content. The other program is named ‘Bachelor of Arts

Program in English for Communication’.

The first Bachelor of Arts Program in English is an example of a traditional
literature or linguistics-focused English program from Chulalongkorn University.
Students in this program are required to study four literature subjects (12 credits)
as required courses and they can choose three to six literature subjects as elective
courses. The English department has 20 literature courses to choose from, a very
large choice compared to other universities in Thailand. Overall, students in the
traditional English program will have studied between seven and 10 literature
subjects before graduating. The second example of a Bachelor of Arts Program in
English is a more ESP-focused English program from Thammasat University.
Students in this program are required to study two compulsory literature courses.
They can then choose to study more literature subjects as a part of the eight
required elective courses. However, from the list of 28 elective courses, only two
are related to literature. They are English through Young Adult Literature, and
Reading in Arts and Cultures. The last example is an ESP-focused program; such
programs are becoming increasingly prevalent, particularly in provincial
universities and private universities which have limited resources. This example of
a Bachelor of Arts Program in English for Communication is from Rajamangala
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University of Technology Thanyaburi. In this English program, students only study
six credits of English in General Education and there is no literature-related
subject in the program, either as a required course or as an elective course. The
English Language and Culture subject, which could possibly discuss literature,
instead focuses on learning vocabulary and idiom in different cultural contexts,
such as examining the cultural practices of English-speaking countries. The
Professional Elective course includes additional foreign languages such as Chinese
and Japanese. This curriculum highlights the growth of Chinese and Japanese as
alternative foreign languages in Thailand. In some universities, an additional
foreign language course is required as part of the curriculum, while it is offered as
an elective course in other universities. This move allows learners to continue
their additional foreign language study from secondary school. It is interesting to
note that students seem to perform well in these courses, which they voluntarily

choose to study, compared to the English courses which they are required to study.

From the examples of undergraduate English programs, it can be seen that
literature is a major subject area for a student specialising in literature, but it can
also be a core course for English major students in other curriculums such as
linguistics, or for Teaching English to Speakers of Other Languages (TESOL)
students. In such cases, the literature core course requirements in each university
vary from two courses to five courses. Lastly, literature can be an elective course in
newly-developed ESP curriculums such as English for Communication. In most
cases, literature is taught in a lecture-based format with limited opportunities for
students to develop critical or communicative skills in class (Kaowiwattanakul,

2008).

It seems that in addition to the government policy of promoting communication-
focused language teaching in classrooms, the removal of literature courses can also
be traced to some students’ and teachers’ beliefs that literature classes offer
limited instrumental benefits for future career prospects. A study of the role of
literature courses in Thai university curriculums (Kaowiwattanakul, 2012)
showed that while literature teachers acknowledged the importance of literature
for language learning, they believed that changes to an ESP curriculum might be

unavoidable. The teachers in this study expressed the view that it was important to
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find out how literature could be integrated into the ESP curriculum in ways that
would prepare students with the skills they need for their future careers. Thus, it is
important that the teaching and learning of literature be re-examined with a view
to maximising the communicative potential of the courses, in line with the

Thailand Qualification Framework discussed in Section 1.4.

Recent research investigating undergraduate literature classes in Thailand has
revealed their potential to develop higher-order thinking and to increase the
quality and quantity of student talk. Two separate studies were conducted using an
ethnographic approach to observe and explore the relationship between literature
classes and critical thinking. Based on the analysis of examination writing,
Kaowiwattanakul (2008) found that students were able to successfully perform
different aspects of the critical thinking tasks they were asked to complete.
However, from classroom observation data, she found that students sometimes
failed to participate much in class because they lacked the general background
knowledge and world history knowledge that would help them to understand and
interpret literature. She also found that students were reluctant to respond
critically to teachers in whole-class discussion, although they talked more in small

group discussions.

While it is common practice to use English as a medium of instruction in English
language courses in higher education in Thailand, students are often reluctant to
participate in class activities in English. Thunnithet (2011) found that students
participated much more in class when they were allowed to use Thai in whole class
discussions. Thus, an unwillingness to communicate in a second language can also
be caused by low L2 competence (Pattapong, 2010). Moreover, it is considered
disrespectful in Thailand to be critical and/or express differing opinions to seniors
or teachers, as it is against the norms of social interaction in Thai culture
(Kaowiwattanakul, 2008; Pattapong, 2010). Hence, there is often a discrepancy
between western pedagogical practice and Thai cultural norms in relation to the
cultural expectations around the patterns of participation expected in classrooms.
To be a proficient reader of literature who can discuss literature in the target
language, therefore, a student would need a high level of support to facilitate

learning (Hammond, 2006).
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Although the current classroom practice of teacher-led discussion does assist with
content knowledge and a certain amount of higher-level thinking, it does not fully
promote oral language practice and the collaborative learning style in which
students have been trained in secondary education. Punyajun (2008) conducted a
quantitative study using pre-test and post-test design to compare students’
reading comprehension, discussion ability and literary appreciation in Year 4
undergraduate literature classes using literature circles. It was found from the test
results that after two months of using literature circle activities, all aspects of the
observed abilities increased to more than satisfactory levels. Nevertheless, as a
test-based research, this study provided limited descriptions of learners’ actual
language production in the classroom. It is crucial to explore this idea further, and
the Literature Review will take up the concepts and explore what communicative

opportunities exist in EFL literature classes.

1.7 Research rationale

The preceding sections make clear that there is a gap between the English
language proficiency required by the educational policy and employers, and
students’ actual proficiency. The interest in this research project arose from an
insider’s observation of the impact of the current trend in foreign language
departments which has shifted from a traditional focus on linguistic knowledge
and literature appreciation to language for specific purposes, with a focus on
communicative skills for social and business situations. This shift disregards the
potential of literature classes to generate the desired graduate profile through a
combination of humanities and language studies. Thus, this research looks at
different ways of teaching and learning literature that could enhance the
communicative potential of literature classes in the EFL context of Thailand. The
research is built on previous research studies focusing on literature discussion in a
second language, but is focused on the potential of literature to increase literary
competence and the quantity and quality of target language production by a move
towards a more student-student interaction in a reader-response based approach

to literature teaching.
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1.8 Research questions

The main research questions in this study are:
1. How can the potential of literature courses in an EFL context be maximised?

1.1 How can the collaborative reader-response approach improve the

traditional patterns of interaction in intermediate level classroom contexts?

1.2 How can the reader-response approach increase the quantity and

quality of target language production?

2. What are learners’ attitudes towards their learning experiences in the

collaborative reader-response literature classroom?

3. What are the dispositions of participating teachers towards their own learning
experiences and those of their students in the collaborative reader-response

literature classroom?

1.9 Overall research approach and design

An action research approach was selected for this study, to implement an
intervention in actual classroom teaching and learning. The planned intervention
is an adapted model of literature circles for EFL literature classrooms with the aim
of providing a structured small group discussion to enhance reading
comprehension and classroom participation. The action research approach
provides practical and flexible guidelines for the research, including initial
collaboration with teachers to set up the project and design classroom sequences
and content. In 2012, data were collected in two provincial universities in Thailand
over a period of one semester. Different data sources were used, namely
classrooms, students, and teachers, in order to provide different perspectives on
the interventions from the people directly affected. Data collection tools included
classroom observations, questionnaires, diary entries and interviews. The nature

of the data collected was largely qualitative.

20



Chapter 1 Introduction

1.10 Significance of the study

This research contributes to the knowledge base of an under-researched area of
English literature teaching in Thailand and reader-response based classroom
interaction in EFL contexts, and it will be used to inform the development of a
teaching and learning model for both Thai and English literature classes in
Thailand. As Thailand is facing problems in implementing the communicative
language approach promoted by the government, it is important that teachers
know how to think critically and reflectively to select what is suitable for their
individual situation, as suggested through the action research process. The
research will extend the scope of communicative language teaching into literature-
based classrooms by offering opportunities for meaningful language practice while

maintaining the study of humanities.

1.11 Summary

This chapter has outlined the research aim of this project and the context of the
research. It has illustrated the national context and the importance of English in
Thailand. The chapter has provided background information about the Thai formal
education system and policy related to English language teaching. It has pointed
out the effects of educational policy on the increasing demand for higher education
and its effect on the teaching of literature in undergraduate English programs in
Thai universities, leading to the research rationale. This chapter has also identified
the research questions and has briefly described the research methodology. It

closed with a discussion of the significance of the study.

1.12 Organisation of the thesis

The thesis consists of seven chapters as follows.

Chapter One provides background information about the study. It describes the
research aim, importance of English in Thailand, Thai educational system, English
teaching in Thailand, literature teaching in Thailand, research rationale, research

questions, overall research approach, and the design and significance of the study.
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Chapter Two sets out the theoretical framework adopted in this study including a
sociocultural view of learning and literacy as social interaction, and the
communicative language teaching and transactional theory of reading which have
informed the adaptation of literature circles in EFL contexts. It also includes a
review of the literature on literature and language teaching, reader-response
based instruction, and the discussion-based approach, as well as views on the

quality of language teaching and learning.

Chapter Three presents the research approach and design. It locates the research
in its research paradigm, justifies the use of action research, and describes
research procedures such as establishing collaboration, implementing the

intervention, collecting and analysing the data.

Chapter Four presents the findings from classroom observations and classroom
transcriptions. It describes the classroom teaching and learning contexts leading to
the presentation. It then focuses on the L2 monologues of students during the
presentation phases of lessons, giving examples of three students’ presentations at
different proficiency levels. The last section of the chapter describes the patterns
of dialogue between teachers and students during whole class discussion, as well

as the quality of students’ language in that situation.

Chapter Five describes the findings gathered from student questionnaires, diary
entries and classroom observation. The findings present students’ perspectives on
literature and literature classes in general, and their perspectives on the impact of

literature circles on their learning.

Chapter Six presents the findings from teacher interviews. It provides a profile of
each teacher. The first section describes the background of each teacher and their
perspectives on teaching and learning English and literature in general. It then
describes their attitudes towards teaching and learning during and after
participation in the research project, with particular focus on student

performances and teachers’ classroom practices.
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Chapter Seven is a discussion of the evidence from the findings and relates these to
the themes in current research as explicated in the Literature Review. It also looks
at implications for classroom practice. The chapter concludes by evaluating the

results of the project with recommendations for future research.
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Chapter 2 Literature review

It was established in the previous chapter that there is a vital need for more work
to be done in order to realise and maximise the language learning benefits of
literature classes in EFL contexts. This chapter reviews the current theoretical
discussions of four themes relating to the teaching and learning of literature in
second or foreign language contexts and it is from these four perspectives that the
conceptual framework for this thesis will be developed. These four themes are the
sociocultural approach, literacy as social interaction, the transactional theory of
reading, and communicative language teaching. These ‘lenses’ will be used to
develop a literature review relevant to the research questions. Specific
consideration is given to the issues involved in teaching literature to second or

foreign language learners at undergraduate level.

The study that forms the basis of this thesis concerns reading and responding to
English literature in Thai classrooms, and one of the questions that arises as a
result is what literature is used and how literature is defined in this context. Before
engaging in further discussion, it is important to define of the term literature used
in this project. Literature is a broad term used to cover creative and imaginative
work which portrays excellence of form, ideas or social values and which has a
strong associative impact on our lives. The term literature can include fiction or
nonfiction, drama and poetry and in turn, each of these terms is very broad in its
application. For example, drama can be found in the form of performing arts such
as theatre, opera, movies, and TV series, while poetry can also be found in the form
of songs. In addition, literature in EFL is now expanding from the literature of the
western canon to include a variety of genres such as children’s literature, young
adult literature, popular fiction, rap and song lyrics. In this study, the term
literature will be limited to the study of different genres of written texts aimed at
encouraging the habit of reading for pleasure, with the assumption that students
nowadays read less for pleasure since there are many other kinds of entertainment.
Although this definition of literature contradicts a trend towards the use of
multimodal media in the classroom, it reflects the widespread preferences of Thai

EFL teachers for written texts. These preferences are based on the idea that
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written texts are more widely available and more convenient for learners to read
and reread over time at their own pace, allowing them to reflect and gain better
language knowledge and reading skills. Using audio-visual media demands intense
concentration on listening skills, and it may be too challenging for EFL students to
understand the whole text at once. In addition, the written text is easier for
students to refer back to during discussion. However, audio-visual media may be
used as an aid to increase comprehension and provide examples of possible

interpretations.

Literature is often viewed as a resource of authentic texts for language teaching
and learning. That is, the text is written for native speaker readers and their
community, constituting what Widdowson (1978) referred to as a genuine text.
However, he noted that using a genuine text does not mean the act of reading is
authentic: “Genuineness is a characteristic of the passage itself and is an absolute
quality. Authenticity is a characteristic of the relationship between the passage and
the reader and it has to do with appropriate response”. (1978, p. 80). Breen (1985
as cited in Taylor, 1994) highlighted the relative notion of authenticity and
distinguished four aspects of authenticity. They are the authenticity of texts,
authenticity of the learners’ interpretation of texts, authenticity of the tasks, and
authenticity of the social situation of the language classroom. Traditionally,
canonical literary works are commonly discussed in undergraduate literature
classes in Thailand. Most of them are literary works frequently found in
anthologies of literature. For example, Updike’s A&P and Faulkner’s ’ are discussed
in short story lessons. Shakespeare’s Midsummer Night’s Dream and Macbeth are
discussed in drama lessons. Keat's Ode to Autumn and Coleridge’s The Rime of the
Ancient Mariner are discussed in poetry lessons. From the examples, it may appear
that the aspects of authenticity of texts and the authenticity of the social situation
of the language classroom may be recognised and addressed. Nevertheless, the
main activity in the classes is lecturing, which results in the absence of authenticity
of the learners’ own interpretation of the text and authenticity of the tasks which

promote language learning.

One important goal of studying language is to be able to read literature in that

language and participate in its cultural heritage. It is also notions of participation
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and interaction that form the basis of the sociocultural approach. This approach, in
which learning, literacy and reading occur as a result of social interaction, is the
main element that guides this research project. The following sections will
describe the interpretation of this approach, which has guided this research and
the three other elements of the theoretical framework. Within this discussion, a

review of relevant literature up to December 2014 is included.

2.1 Theoretical framework

2.1.1 Learning as a social interaction

According to the sociocultural approach, learning is seen to take place in social
interaction where dialogic inquiry is used as a learning tool. The interaction
between a teacher and student, or between students and students, could help to
promote learning through open-ended discussion and negotiation of meaning. The
idea of social interaction as a learning opportunity is based on Vygotsky’s (1978)
notion of the zone of proximal development (ZPD) where a learner can progress to
a higher level of ability with the help of a more able partner. A similar idea of
learning through interaction is reflected in Wenger’s (1998) work. Wenger
contended that learning can take place when learners of equal ability engage in
negotiation for meaning to create a shared understanding in the community of
practice. These ideas are also reflected in the notion of pedagogic “scaffolding”

interaction (Bruner, 1961 cited in Daniels, 1994).

It is important to emphasise that the term scaffolding refers to the temporary
support structure that instructors may provide to learners to reach their
performing potential. Subsequently, the support is not necessary and can be
removed. The key ideas of this definition of scaffolding are predictability or regular
patterns of activity; focus on meaning; and role reversal where learners have the
opportunity to lead the interaction. One pattern of interaction that is helpful in
scaffold learning is dialogic inquiry (Alexander, 2008). Alexander suggested that
dialogic teaching should adhere to the following five principles: collective,
reciprocal supportive, cumulative and purposeful. In a dialogic lesson, the teacher

and students should have a specific learning goal in mind and should work
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together by supportively sharing ideas and building on those ideas to reach the
learning goal. Gibbons (2006, 2015) advocated that dialogic exchanges between
teachers and students, which feature scaffolding of elaboration, allow both
learning of content and L2 language used in discussion. In addition to dialogic
exchange, Wegerif and Mercer (1996) and Mercer (2008) suggested that
“exploratory talk”, where group members engage to critically and creatively
evaluate a proposed suggestion, helps to develop reasoning. The notion of
collaborative language learning can possibly be implemented in literature classes
to increase the interaction and communication in class. For example, a literature
class could be scaffolded so that students can comprehend the reading and interact
with teachers and peers about their understanding and response to the text, as

suggested by the reader-response approach to literary reading.

2.1.2 Literacy as a social interaction

Another framework that guided this project is the concept of literacy and the role
of literature in the development of second language literacy. Barton and Hamilton
(2005) pointed out that literacy practice can be seen as social interaction. This is
because most contemporary interactions are shaped by texts, either with the
presence of a text or with reference to it (p. 3). Texts are cultural products and the
interactions around them reflect social norms and conventions. A text is also an
artefact that can be used to mediate interaction between participants. To
participate in this social practice, Wenger (1998) suggested that a person requires
a certain degree of literacy and it is clear that participants need to be able to

decode texts in order to be able to participate in the discussion.

Within Thai EFL contexts, the role of literature in literacy teaching and learning is
seen mainly as a means of promoting reading and writing practice. Participating in
a reading course is often a pre-requisite for enrolling in a literature course. Unlike
reading comprehension involving EFL non-literary texts, literature has the obvious
potential to initiate higher-level thinking and bring students to a higher level of
reading literacy (Huck, 1992; Sorter, Wilkinson, Murphy, Rudge, Reninger &
Edwards, 2008). Furthermore, literature is seen as providing cultural and

historical knowledge about the target language. Thus, literature serves two main
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roles in promoting literacy in the English curriculum: practising reading and
participating in the social interaction of the target language culture. These roles
are able to promote the two types of literacy in English as a second language (ESL)
proposed by Cummins (1984), namely “basic interpersonal communicative skill”
(BICS) or conversational everyday language, and “cognitive academic language

proficiency” (CALP) or school academic language.

To fully engage in the authentic practices relating to classroom-based discussions
around literature in a second language, students need to be able to read the text
and recognise the parts they cannot understand or struggle with, and then express
their ideas or reactions in the target language. Two types of competency will
enable them to fulfil the demands of these practices: literary competence and
communicative competence. Literary competence is the ability to construct,
interpret and evaluate the meaning from the text, and the ability to connect the
text to other texts or the general world (Blau, 2003; Carter & Long, 1991).
Therefore, literary competence is the first important step for authentic
communication where readers discuss their reading experiences in real life
contexts. Communicative competence is knowledge that will allow learners to use
language effectively, such as grammatical competence, sociolinguistic competence
and strategic competence (Canale & Swain, 1980). Thus, language learners should
have knowledge of what language to use and how to use it for different purposes
and situations. In addition, they should know how to avoid and cope with
communication breakdown that may arise from their lack of knowledge. To
achieve communicative competence, assumptions about learning were shifted, and
the communicative language teaching approach (CLT), which focuses on learners’

negotiation of meaning in authentic social interaction, was introduced.

2.1.3 Communicative language teaching (CLT)

Communicative language teaching is also an influential element within the
theoretical framework that guides this project. Following its introduction in the
1980s, CLT has since prospered. It led to the development of communicative
language teaching activities such as information gap activities, jigsaw activities,

pair work and group work. The approach seemed to acknowledge the limitations
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of previous methods and appeared to be more flexible; it also offered genuine
learning contexts rather than the information transmission and form focus of the
grammar translation method, or the rigid and mechanical drill of the audio-lingual
method. As a result, CLT became the central framework for language teaching,
especially in ESL contexts, and became recognised as a leading framework for
language teaching and learning goals worldwide. Despite its popularity, CLT
methods have been the subject of controversial debate in terms of its authenticity,
acceptability and adaptability, as pointed out by Kumaravadivelu (2006), and in
terms of the use of native-speakers as a standard model for language learning, as
pointed out by McKay (2003). Consequently, communicative classes were
sometimes criticised for their inauthentic, unchallenging interactions that could
not be integrated well into local contexts. Some educators have therefore called for
a radical change to the concept of methods, especially in the EFL context
(Kumaravadivelu, 2001, 2003a, 2003b, 2006; Prabhu, 1990). They suggest that
each method is valid and has its own strengths and weaknesses; therefore,
teachers should be selective in adapting and applying those teaching ideas that are
practical for their context. Moreover, some educators have proposed general
frameworks that could be used to incorporate the best possible method for local
contexts. For example, Kumaravadivelu (2003a) has proposed a “postmethod
pedagogy” which he claims “allows us to go beyond, and overcome the limitations
of, method-based pedagogy” (p.34). The postmethod pedagogy consists of three
parameters: particularity, practicality and possibility, which govern the
macrostrategic frameworks for language teaching, which in turn guide the
macrostrategies and microstrategies or classroom techniques based on teachers’

needs.

Despite being a contested area, theories of the communicative language teaching
approach have changed views on the outcomes of language teaching and learning.
Learning is now seen much more as a social event and it is acknowledged that a
language curriculum should focus on the message or meaning, and integrate all
language skills and functions in different contexts. The teacher role has also shifted
from that of a provider of knowledge to that of a facilitator of a learning
environment, while the student role has shifted from being a passive knowledge
receiver to being an active knowledge acquirer taking charge of a personal
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learning experience. Students should feel free to experiment and to take risks in
their language use. The CLT ideal of proactive students who are able to make real
use of new language in a situation remains. Based on these assumptions,
collaborative language learning could provide an opportunity to realise the notion
of communicative language teaching as supported by the social constructivism

notions of CLT and Vygotsky’s theory (1978).

In this context, it is clear that the reader-response based literature class, focusing
on the discussion about a text in order to make sense of it, could possibly increase
classroom interactivity and enhance literary competency as well as communicative
competency while providing for higher levels of cognitive challenge than may be

the case in many L2 classrooms currently.

2.1.4 Transactional theory of reading

The last element of the theoretical framework that guided this research is the
transactional theory of reading. The theory postulates that reading comprehension
and interpretation are the result of a three-way transaction between text, reader
and other readers, and it is the theoretical background of the reader-response

approach and its application in the classroom.

2.1.4.1 Reading as a transaction process

There are two contested views: between the formalist view that meaning should
only be derived from information in the text, and the impressionist view that the
text is only a stimulus for personal interpretation. It is the latter view that seems to
be more popular with the reader-response theorists. Between these two view
points, Rosenblatt (1995) rejects both the notion that a reader is guided to reach
the single meaning offered by the text (Iser, 1978) and the idea that the meaning is
a complete relativist interpretation (Fish, 1970). Instead, Rosenblatt (1995)
proposed a transactional theory designed to guide a reader-response approach.
This theory postulates that reading is a process beginning with evocation,
proceeding to interpretation and evaluation. Meaning is obtained through a
transaction, between the reader and the text. According to this view, a text, despite

being the carefully constructed creative work of an author, is only ink marks on
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paper until a reader reads and makes meaning of it. The making of meaning,
therefore, can depend on the purpose of the reading. Different readers approach a
text with different purposes that can be placed along a continuum from efferent
stance to aesthetic stance. The efferent stance aims to extract information from the
text after reading, while the aesthetic stance aims to respond to emotions evoked
by the text during reading. A text can be read efferently or aesthetically depending
on the reader’s reading purpose, and this idea is consistence with Eagleton’s (2008)

view of “practical” and “non-practical” reading of a text (p. 8).

According to transactional theory, a reader approaches a text with prior
knowledge that will help him interpret the meaning of the text based on both non-
verbal and verbal cues. These cues help to specify the reading approach and serve
to confirm or refute the reader’s interpretation of the text as the reading
progresses. Faced with cues that confirm his/her initial interpretation, a reader
can continue reading with more confidence. In contrast, faced with cues that refute
the initial interpretation, a reader has to reinterpret the text before continuing the
reading. After a reader has “lived through” (Rosenblatt, 1978/1994) the reading
experience and interacted with the world of the text, he will have the opportunity
to interpret and judge the text based on the experiences evoked during the reading.
Thus, based on this theory, meaning does not reside in the text or the reader but
occurs through the transaction of both elements, and because of the personal
differences of an individual reader, a text is open to multiple interpretations; a

reader may even reach different interpretations in different reading contexts.

The transactional theory of reading depicts intense interaction between the reader
and the text. The intensity of this interaction could be beneficial for language
learners. According to CLT, learners benefit from being exposed to authentic texts
and interact with the text to negotiate its meaning based on their current
knowledge. Reading literature could possibly increase the amount of exposure to
authentic and challenging texts in the target language. Moreover, the theory also
accounts for the social constructivism aspects of CLT from its view of reading as

social interaction.
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2.1.4.2 Reading as social interaction

Besides the view of reading as a transactional process, reader response also views
the reading of literary texts as social interaction. After reading, a reader can gain a
better understanding of their interpretation and evaluation by discussing their
reading experiences with other readers. The discussion is crucial for the reader’s
final response because it helps to point out important aspects of the texts that the
reader might have missed, or it might raise his awareness of bias for or against the
characters or situations in the texts based solely on personal background. This
awareness will also allow a reinterpretation of the texts and a reader may come up
with different final responses. Thus, theoretically, a reader is a vital element in our
understanding of the meaning of texts. Meaning does not simply reside in a text
but is also provided by a reader. Therefore, a reader should be able to appreciate
and validate his judgement of a text through discussion with other readers,
following a careful examination of the experiences evoked during the reading. The
process seems to enable reading development, personal engagement and the
development of critical thinking. These three way relationships can be represented

as shown in Figure 2.1.

Reader

Text > Other readers

Figure 2.1 Three-way interaction in the transactional theory of reading

The transactional theory of reading thus conceptualises the reading process as a
three-way interaction between a reader, a text, and other readers in order to reach
a careful judgement of the meaning and the value of the text. The theory seems to
encourage interactivity and accords with the assumptions that form the basis of

both social constructivism and CLT. A student’s transaction with the text provides
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initial ideas and desires for authentic and meaningful discussion according to CLT
assumptions and the view of literacy as social interaction. Moreover, the
discussion with other readers to re-evaluate the meaning helps to generate deeper
meaning and reasoning according to the ideas of social constructivism. The
practice of literature reading and discussion can, therefore, provide authenticity
and meaningful purpose to the discussion as valued by CLT, and can scaffold the

literacy to enable participation in social interaction, as represented in Figure 2.2.

Sociocultural
Theory

Reader
response
approach

Figure 2.2 Relationship between reader response, CLT and sociocultural theory

2.1.5 Importance of participating in classroom interaction

Many educators have argued for the benefits of participating in classroom events
such as discussion (Allwright, 1984; Hall, 2010; Long & Porter, 1985; Murphy et al,
2009). In reality, however, research has shown that teachers still struggle to
implement a successful discussion session which involves the active participation
of students and spontaneous contributions. Instead, the inequality of the power
relation found in Initiation-Response-Feedback (IRF) classroom discourse prevails
in class. To illustrate the importance of classroom participation and interaction,

which forms a crucial theoretical foundation of this project, this section will
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describe the importance of classroom interaction, types of classroom interaction

and factors affecting student participation in the interactions.

The theoretical frameworks described in previous sections have emphasised the
value of classroom interaction in cognitive, social and language development in
teaching and learning in general. In the field of language teaching and learning,
research according to the Output Hypothesis (Swain, 1985) and the Interactional
Hypothesis (Long & Porter, 1985) has pointed to the benefits of student talk and
interaction and suggests that teachers should encourage learner participation in
classroom discourse through clarification and negotiation for meaning. Allwright
(1984) argued for the importance of interaction in the language classroom,
positing that it was an important learning process which involved learners in the
learning and required them to produce target language which could be transferred
to use outside the classroom. He also argued that students understand better

through peer discussion.

Two main patterns of classroom interaction are teacher-student interaction and
student-student interaction (Johnson, 1995). Teacher-student interaction can take
place either in whole class activity or small group activity. This interaction can be
in triadic form (generally known as IRF/IRE structure) or as dialogic inquiry.
Pennington’s (1999) study of bilingual classroom discourse in Hong Kong
presented triadic interaction when the class focused on content related phase of
the lesson and more dialogic interaction when the class focused on personal
opinions. Student-student interaction generally occurs during pair work or group
work. It is rare to have student-student interaction during a whole class discussion.
While there seems to be agreement on the importance and benefit of dialogic
inquiry in learning, as discussed in the previous section, the use of triadic structure

seems to be a contested idea among educators, particularly in language study.

2.1.5.1 Triadic teacher-student interaction

Triadic teacher-student interaction, the most universal pattern of interaction in
class, has been criticised as limiting opportunities for learners to engage in natural
conversation skills and limiting the amount and quality of student talk (Mercer,

1995; Long & Porter, 1985). Although Long and Porter (1985) acknowledged that
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the IRF pattern may be useful for developing grammatical accuracy, they believed
that well-planned group work which allowed student-student interaction would
increase language practice opportunities, promote a positive affective climate, and
motivate learners. Nevertheless, a more recent study has argued for the prevalence
of IRF in the classroom. Seedhouse (1996) argued that the aim for genuine or
natural communication in language classroom was impossible and unattainable,
and that IRF should be accepted as an institutional discourse that should be
researched for its possible relationship to core institutional goals. This concept
was supported in a study by Hall (2010), which showed that IRF can develop
knowledge and skills in the use of the target language, and that students are
familiar with this pattern and know what is expected of them. These educators

emphasised the significance of IRF in classroom learning.

In EFL contexts, Rong’s (2000) research of teacher-student interaction and
student-student interaction in an EFL conversation class of 22 first year students
majoring in English identified three patterns of interaction. The first was the IRF
Initiation - Response - Feedback pattern which is teacher-controlled. This
research made clear that within this discourse pattern the Initiation move is
dominated by factual questions and limits student L2 production. The second
pattern of interaction was found to be a variation of IRF which was also teacher-
directed but where the Initiation move contained more authentic (not displayed)
questions which produced longer students’ responses in the response phase. The
last pattern identified was IRR - Initiation - Response — Response which was found
to occur during student-student interaction. It represented a more productive type
of interaction in which students take the role of initiator. Thus, based on this
research Rong concluded that changes in class activity cause changes in the
pattern of interaction. Rong’s research highlights the relationship between
teachers’ questions and the quantity of students’ L2 talk. It also underscores the
importance of providing a learning space that encourages student-student

interaction in EFL contexts.

2.1.5.2 Dialogic teacher-student interaction
The move to encourage learner involvement and a more learner-centred

classroom as influenced by the sociocultural view of learning has increased the use
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of classroom discussion activity. Lyle’s (2008) review of literature pointed out a
growing trend of government encouragement for a more dialogic class practice in
recognition of its importance in giving students a greater voice in class to develop

learning, and its potential for raising class standards.

Research has also showed how teachers could develop the IRF pattern into a more
dialogic interaction. Nassaji and Wells (2000) investigated teacher-student “triadic
dialogue” interaction or IRF pattern and found that IRF structure was used by
teachers for various functions such as evaluation, justification, comment and
clarification. They suggested that although the Initiation move may control the
development of the sequences, the follow-up move should receive more attention.
This is because the teacher can use the follow-up move to develop an interaction
into a more dialogic pattern, whether or not the initiation is asking a known
question, by avoiding the evaluative feedback and encouraging justification,
connection or counter-argument. Similar to Nassaji and Wells, Walsh (2002)
showed that teacher talk and choice of language influences learner participation
and contribution in face-to-face classroom communication, and called for a focus
on the quality of language in classroom discourse rather than the quantity. To
promote students’ participation, he suggested that teachers use direct error
correction, provide feedback on content, check for confirmation, and extend wait
time. He pointed out that extended wait time increases the number of learner
responses and results in more complex answers. Moreover, he suggested that
teachers should avoid turn completion to smooth the discourse and advance the
discussion and mid-turn interruption. They should also be aware of how they use
echo to avoid obstructing the flow of the discourse. To ensure that classroom
discussion is not merely recitation or question-and-answer, Reznitskaya (2012)
suggested that teachers should apply the dialogic inquiry tool to explore and plan
their teaching practice. This tool covers six areas of focus. In dialogic interaction,
teachers ask divergent questions and provide meaningful and specific feedback
and meta-level reflection, such as linking students’ responses to real life, while
students should have authority over the content, provide lengthy and elaborate

explanations and collaborate with other students to build knowledge.
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2.1.5.2 Student-student interaction

With respect to student-student interaction, Cohen’s (1994) review of research
showed that under the right circumstances small groups can be beneficial in
producing learning gains, the development of higher order thinking, positive
behaviour and acceptance. However, certain conditions must be in place to achieve
these benefits. First, the task or problem must not have one right answer and a
learning task must require all students to exchange resources. Then, learners’
achievement gains will depend on the frequency of task-related interaction,
otherwise only the student who does the explaining will benefit from the group
work. Other factors affecting interaction include structuring the interaction. Task
instructions must be clear and require interaction to complete the task. The task
must be set up to ensure equality in interaction, as low achiever students tend to
interact less frequently and have less influence. Other teaching roles for teachers

include training students for cooperation and delegating power to students.

It is clear that participating in dialogic interaction and participating in small group
discussion places high demands on both teachers and students. A study by Howard
and Henney (1998) revealed that 90% of interactions were made by small groups
of students and around one third participated regularly. The number of
participating students could be less than one third in Asian EFL contexts. To
participate successfully in an ESL classroom discussion, Ernest (1994) suggested
that students must have content knowledge of the talk, procedural process of
participation such as turn taking and active listening, and linguistic knowledge.
Content knowledge enables students to apply different communicative strategies

to compensate for limitations in L2.

Rocca’s (2010) review of multidisciplinary research on students’ participation at
college level found that interaction generally meant students asking questions,
raising their hand and making comments. Dencer and Kamvounias (2005 as cited
in Rocca, 2010) defined interaction as an active engagement process which can be
classified as preparation, contribution to discussion, group skills, communication
skills and attendance, while Fritschner (2000 as cited in Rocca, 2010) reported
that teachers viewed oral presentation as the highest form of participation. The

factors affecting participation include classroom logistics, students’ apprehension
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and personality traits, and teachers’ behaviours. Rocca suggested that to facilitate
classroom participation, class size should be less than 35 students, and the teacher
should establish participation rules which count as part of a grade or extra credit;
they should also avoid cold-calling because this can increase classroom
apprehension. Instead, teachers should create a supportive climate, such as
allowing preparation before speaking, varying question types and increasing wait
time. They should also avoid verbal aggression, such as sarcasm and negativity,
because teacher challenge might be viewed as verbal aggression by students. This
review of research is valuable to this project as it provides a broad view of
participation in classroom interaction at the college level, whereas most of the

works on classroom pedagogy were focused on primary education.

Section 2.1 has described the theoretical framework used in this project which
focuses on concepts of interaction and participation in EFL literature classes. It has
highlighted the importance of interaction in teaching and learning, particularly in
the field of language and literature, and has considered factors that contribute to
successful classroom interaction. The following section is a review of literature
related to the planning intervention and research design for this project. This is
viewed from the perspective of the four elements that have been presented in this

section.

2.2 Review of research into classroom based issues

This section describes specific issues involved in the planning intervention and
research design for this action research project. Section 2.2.1 outlines the overall
landscape of literature and language teaching. Section 2.2.2 is an introduction to
the reader response approach. Section 2.2.3 discusses research based on the
reader response approach, and Section 2.2.4 discusses the discussion-based
approach. Lastly, Section 2.2.5 discusses the concepts of quality in language

teaching and learning.

2.2.1 Literature and language teaching

Kramsch and Kramsch (2000) provide a clear picture of the development of the

roles that literature plays in foreign language teaching. Before WWI, literature was
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used in foreign language classrooms to provide linguistic and literary knowledge,
logical thinking and aesthetic education. As a result of developments in ELT
methodology during WWII and up to the 1970s, the role of literature shifted from
language and literacy teaching to moral and social education, content for
entertainment, and humanistic education. This broadened the gap between
literature classrooms and language classrooms and raised concerns among
scholars regarding the division between literature classes and language classes.
For example, Holquist advocated a return to the link between linguistics and
literature (1995 as cited in Kramsch & Kramsch, 2000). Reinstating this link
appeared to be possible with the rise of the communicative approach in the 1980s,
when literature was brought back to foreign language classrooms as an authentic
text, and was believed to help develop desirable outcomes in language learning

such as communicative skills, cultural knowledge and language awareness.

Throughout this time, various educators voiced support for differing
methodological approaches to implementing literary texts in language classrooms.
The first is the traditional approach explained in Hall (2005), in which literary
texts are used as content for studying literary knowledge, and cultural and
humanistic values. The lectures may cover author biography, historical
background and literary analysis. The second is the stylistic approach (Widdowson,
1975). Here, literature is used as an example of a text for analysing linguistic
features that have explicit links to the meanings of the text. Thus, some educators
advocate the use of literary texts as a teaching and learning resource for
interesting examples of language use, and focus only on the language knowledge
(Duff & Maley, 2007). The third is the language-based approach (Carter & Long,
1991). Educators advocating this approach use literature as a language learning
material. They try to teach both literary knowledge and language knowledge with
language learning activities such as cloze test and vocabulary matching (Collie &
Slater, 1987; Lazar, 1993; Parkinson & Thomas, 2000). On the other hand, some
educators claim that extensive reading which provides a high level of exposure to
the target language in a relaxed, tension-free environment is an effective way to

learn language (Bell, 2001; Day & Bamford, 1998; Hafiz & Tudor, 1989).
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The preceding paragraph shows that there is an increased interest in literature. As
a result, many pedagogical approaches, such as story grammar, reader response,
reading circle, and close reading (Amer, 2003; McGee & Parra, 2009; Weber-Feve,
2009), have been proposed to integrate literature into foreign language classrooms
to increase both students’ comprehension of texts and their communicative skills.
A number of pedagogic approaches that focus on certain aspects of communicative
language classrooms such as cultural awareness (Bernal, 2007; Kramsch, 1985),
registry awareness (Chan, 1999), negotiation for meaning (Kramsch, 1985), and

intonation recognition (Bernal, 2007) were also proposed.

Paran (2008) presents a simplified relationship between literature and language
learning as an intersection of two axes; language learning focus and literary focus
(Figure 2.3). He classifies the relationship between literature and language
learning into four groups. In group 1, literary texts are used with a focus on both
literary knowledge and language learning, while in group 2 literary texts are used
as language learning resources with no focus on literary values. In group 3, literary
texts are discussed purely for the literary values with no focus on language
learning, while group 4 is the practice of extensive reading which focuses on

neither literary values nor language learning.

Language learning focus

(1) Literary knowledge and (2) Literature is used just as a text
skills are focused on, but with no focus on literary values,
there is also a conscious literary knowledge, or literary skills

Jfocus on the lexis, grammar
etc.

Literary No literary
focus focus

(3) Literature is discussed only (4) Extensive reading
as literature; any focus on
language is on its literary
effects

No language learning focus

Figure 2.3 The intersection of literature and language teaching (Paran, 2008, p. 467)
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Based on Paran’s (2008) model of relationship between literature and language
learning, the nature of literature classes in Thailand appears to correspond to the
description of group 3 in the model. That is, in EFL literature classes, literary texts
are discussed purely for the literary values with no focus on language learning. Any
language learning episodes that may occur in these classes are not the focus of the
lessons but a means to help students reach comprehension or interpretation of the

text.

There are four main arguments for using literature in second language teaching
(Hall, 2005). The first is the humanistic argument. It is often claimed that literature
helps to expose readers to different situations and worldviews, which foster
empathy and personal growth. The second is the cultural argument. Literature is
viewed as a way of accessing knowledge about the target culture, such as social
practices and historical facts. The third argument is linguistic benefit. Literature is
viewed as an ideal text for teaching foreign language because it provides good
examples of language in use and offers opportunities to practise skills such as
inference and predicting. The last argument is affective. Literature is said to be

pleasurable and increases students’ motivation to learn.

On the other hand, many teachers prefer not to include literature in their second
language classes. Paran (2006) pointed out some reasons why teachers avoid
using literature. The first reason is that they think literature is too difficult for
second language learners. This includes difficulty in terms of the language, the
unusual structure of the texts, and the cultural concepts. The second reason is
based on a pedagogic problem. Teachers believe they cannot explain the texts in
full detail, and they do not know how to deploy communicative methodologies to
teach literature. They tend to focus more on reading and writing skills and ignore
listening and speaking skills. There seems to be an imbalance between the four
skills here. Lastly, teachers are afraid that students might not enjoy the class and
be less motivated to learn the language. The following section will argue that a well
thought through Reader response approach could possibly fill the gaps in the
pedagogical practice of teaching English literature, and could address concerns

around motivation.
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2.2.2 Reader response approach

Rosenblatt (1978/1994) suggests that literature classes should aim to promote
aesthetic reading instead of efferent reading and could possibly be incorporated in
collaborative education. In Literature as Exploration, Rosenblatt (1995) proposed
that literature should be taught in a class that is opened for discussion and
alternative interpretations that can be verified by the text. Thus, teachers should
select a literary text that is relevant to students’ interests, organise the classroom
in ways that promote discussion, and provide a social and historical background to
the text so that learners can form their own critical views. When reading, students
should focus on the feeling created by the text and what causes their reactions. Any
level of understanding achieved by students is acceptable because students have
different backgrounds and may pay attention to different parts of the same story.
Thus, students should recognise that this reaction is a very personal interpretation
and they have ownership of this interpretation. They can then meet with peers and
talk about their reading experiences and learn about other students’ perspectives.
This discussion may show them something they have overlooked and enable them
to understand better. However, it is important that the interpretation be validated
by the text and students should be taught to recognise the bias of their personal
experience when they cannot verify their understanding from the text. Students

can then make a final judgement about that reading.

The idea of a reader response approach has become the basic element of authentic
literature discussion activities in L1 contexts. That is, instead of trying to extract
information from reading literary texts through comprehension questions and
summary, readers try to link the text to their reactions and the world around them.
The instructional pedagogies of reader response in L1 are especially distinct in
small group, student-led discussion based on an expressive stance, such as the
literature circle (Daniels, 2002), book club (Raphael & McMahon, 1994) and grand
conversations (Eeds & Wells, 1989), as well as teacher-led discussion based on an

efferent stance such as Instructional Conversations (Goldenberg, 1992).

Despite the positive theoretical background and widespread adaptation in

classrooms, Stotsky (2012) claimed that the reader-response approach applied in
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secondary schools adversely slows down reading development and intellectual
development of students, as implied in the reading program for incoming college
freshman in the US. Her survey of reading program requirements revealed the
inclusion of lower level grade reading materials such as reading texts for Grade 9
instead of Grade 11 or 12. Thus, she suggests close analytical reading for the high
school classroom. This claim reflects the negative results of a loose interpretation
of reader-response discussed in Section 2.2.2 and points to the necessity of
analytically referring the personal interpretation back to the text, as suggested by

Rosenblatt (1995) and discussed earlier in this section.

In the ESL context where literature is normally taught in grammar translation, or
in a stylistic and language usage approach, McKay (1982) was an early advocate
for the reader response approach. She suggested that literature be used to
“establish personal and aesthetic interaction of a reader and a text”. (p.536). In
1990, Elliott published the first paper to describe the use of improvisation and
role-play to guide students’ responses and integrate language, literature and
drama in a language development course in Brunei. As Gilroy and Parkinson (1996)
have pointed out, the relevance of the reader-response approaches to the aims of
communicative language teaching are based on a focus on the characteristics of
literature, such as ambiguity and multiple interpretation, in initiating authentic
discussion and/or dialogic pedagogy in language teaching. Similarly, Hall (2005)
and Hirvela (1996) pointed out that the reader-response approach can encourage
collaborative language learning because it corresponds to a key assumption about
communicative language teaching that places a high value on learning and
discovery through interaction. Nevertheless, teachers have to remember that in
EFL contexts, students may have limited conceptual and linguistic resources to
understand L2 literary texts and need more scaffolding (Hammond, 2006;

Kramsch, 1985).

Finally, Furr (2004) described how literature circles can be used in EFL contexts. It
is possible that, under the right conditions, the reader-response approach can
foster collaborative learning in the foreign language literature classroom. Despite
the availability of many books for teachers on teaching literature in a foreign

language, little research in the field of teaching foreign language literature was
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conducted in the ESL/EFL context until the 2000s, when more research started to

emerge (Paran, 2008).

2.2.3 Research in reader-response based instruction

Significant research has recently been conducted on literature teaching and
learning in foreign language classrooms and the results are beginning to confirm
its positive potential for offering pleasurable reading and the development of
communicative competency (Paran, 2008). The research findings also contrast
with the sceptical view of Edmonson (1997) that literature has no special benefit
in language teaching or the negative view of Stotsky (2012) discussed above.
Emerging research has identified two major kinds of benefit in implementing a
reader-response approach in literature classes: language learning benefits, and

cognitive and metacognitive benefits.

2.2.3.1 Reader response’s language learning benefits

Many research works have shown the positive effects of expressive literature
discussion based on the reader-response approach to language learning. Students
need to read a text and write about it to prepare for the discussion. Research has
shown that the reader-response approach helps learners to understand the text
more clearly (Kim, 2004; Liaw, 2001) based on various activities that recycle the
readers’ responses to the texts. For example, comprehension could be enhanced by
means of reflective writing in a reading log and/or response journal (Carlisle, 2000;
Dunkelblau, 2007; Kim, 2004; Liaw, 2001). Readers could subsequently share their
comprehension and interpretation of the text with other readers in literature circle
discussion, where ideas are reviewed, elaborated, changed and extended through

exploratory talk (Gibbons, 2006, 2015; Hanauer, 2001; Kim 2004; Leal, 1993).

Literature discussion is believed to develop oral communication and learning via
social interaction by offering opportunities for authentic, meaningful and
purposeful discussion (Kim, 2004). Literature discussion fulfils the authentic
purpose of talking about literature after aesthetic reading. It allows students to
talk about what is important to them and to share those views with their peers, an

activity which could promote learning, according to the social constructivist
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approach. In L1 literature discussion classes based on collaborative learning,
“exploratory talk” (Mercer, 2008; Wegerif & Mercer, 1997) is identified as one of
the distinctive features that helps to promote negotiation for meaning and learning
based on students' initiation in discussion (Leal, 1993, Soter et al.,, 2008). This
feature allows students to safely propose ideas without feeling rejected if their
ideas are not followed up. In the ESL context, literature discussion is found to
encourage learners to be more conscious of their speaking and to produce more
extended discourse through the negotiation for meaning, such as clarification

questions (Mantero, 2002; Gibbons, 2006, 2015; Kim, 2004).

A quasi-experiment to investigate the effects of the traditional method of teaching
literature and the reader-response approach found no difference between the two
ways of teaching in improving students’ motivation to read in the target language,
vocabulary acquisition or reading comprehension (Khatib, 2011). Khatib’s study
suggested that the reader-response approach might securely replace the
traditional approach by encouraging reading involvement and free interpretation

without endangering reading comprehension and vocabulary acquisition.

2.2.3.2 Reader response’s cognitive and metacognitive benefits

In addition to better comprehension of a text, it is possible that the reader-
response approach may help to foster reader growth in responding to literature
(Spiegel, 1998). Learners show stronger personal involvement when responding to
literature with their experiences by, for example, providing support for their
interpretation from personal stories (Dunkelblau, 2007; Kim, 2004; Liaw, 2001;
Tutas, 2006). Learners also develop critical or higher cognitive skills and
knowledge as they strive to provide more analytical and evaluative responses
based on their experiences (Hanauer, 2001; Kim, 2004; Mantero, 2002; Ueai-
chimplee & Vibulphol, 2008). Furthermore, the reader-response approach helps
learners to realise the importance of a reader in interpreting a text, and
consequently creates a positive attitude to literature and reading (Davis, Carbon
Gorell, Kline, & Hsieh, 1992). Being able to understand and personally respond to a
text, for example, makes learners feel more confident in reading (Elliott, 1990;
Khatib, 2011; Kim, 2004; Liaw, 2001). Participants in many studies also mentioned

that they enjoy reading literature in English after participating in reader-response
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activities (Dunkelblau, 2007; Elliott, 1990; Kim, 2004; Liaw, 2001) and they
become more motivated to read English literature in the future (Chiang & Huang,
2005; Kim, 2004; Liaw, 2001), although Khatib (2011) found that Iranian EFL
students’ motivation to read English literature did not improve. Therefore, based
on this approach, students will gain both pleasure and confidence in reading
foreign language literature, and they will become more confident in expressing

their personal response to literature.

2.2.3.3 Classroom implication

Although research has supported the positive effects of literature, it also raises a
number of concerns about the role of teachers in the class. Simply putting students
into a group discussion activity does not guarantee that the class is going to be a
successful one. Bernhardt (2002 as cited in Weber-Feve, 2009) stressed the
importance of management design to keep students on task. It is crucial that
classroom activities are designed to provide opportunities for learners to respond
personally to the texts in meaningful ways. This means that teachers need to
provide sufficient scaffolding to direct learners to understand the general meaning
of the texts as well as reducing the cultural gaps to enable a deeper understanding
of the text interpretation and personal communication (Hammond, 2006; Kim,
2004; Kramsch, 1985). The teacher also needs to monitor the discussion and
support students with questions that will enable them to clarify and extend their
answers to increase the quality of the discussion (Gersten & Jimenez, 1994).
Therefore, teachers’ major roles are to provide adequate direction and clear
scaffolding by designing how the tasks are set up, and to react to the way the
discussion is progressing to enable students to have a deeper understanding of

texts, language and interpersonal interaction.

In conclusion, research has shown that the reader-response approach offers
promising potential for language learning, literary learning and interaction
development in the EFL context. The implementations of various reader-response
activities in EFL contexts such as journal entry, role-play and literature circle have
been described in numerous published articles. However, only a limited amount of
empirical research is actually available. Most of the research based on literature

classroom discussion was conducted in a first language context; very few studies
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were undertaken in an ESL context and studies in the EFL context are almost non-
existent. Therefore, it is important to know how literature discussion will affect

EFL literature learners.

2.2.4 Discussion-based approach

In the previous section, I argued the benefits of reader-response based literature
classes in raising language proficiency as well as the cognitive and metacognitive
benefits that can accrue through reading and discussion about the texts. In this
section, [ will indicate how a reader-response approach could be used effectively to

increase interactivity in the EFL context.

The discussion-based approach has been identified as an effective way to develop
student understanding and student performance (Applebee, Langer, Nystrand &
Gamoran, 2003). Despite the benefits perceived by teachers and students, Rocca
(2010) found, in a multidisciplinary literature review of student participation in
the college classroom, that many students failed to participate in discussion for
multiple reasons. These reasons included class sizes being too large, students’ lack
of confidence in front of others, the impact of the teacher’s behaviour towards
students, and unsupportive classroom climates. Murphy, Wilkinson, Soter,
Hennessey and Alexander’s (2009) meta-analysis on the effects of classroom
discussion on students’ comprehension of texts concluded that participation in
discussion enhanced literal and inferential comprehension, thinking and reasoning.
Nevertheless, they conceded that while most approaches effectively increased
student talk time, this increase did not necessarily represent an increase in the
students’ comprehension. Thus, they highlighted the importance of teachers in
providing a well-structured discussion. In a related study to Murphy et al. (2009),
Soter et al. (2008) researched nine different literature discussion approaches
based on the expressive, efferent and critical-analytic stances. Figure 2.4 (see page

48) provides examples of these approaches in relation to reader-response theory.
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_

Efferent reading Aesthetic reading
Instructional conversations Grand Conversations
Questioning the Author Literature Circles
Junior Great Books Discussion Book Club

Figure 2.4 Examples of discussion-based approach in literature classes

The above figure shows that different discussion approaches have different
purposes. For example, the literature circles may focus on creating a reading
community and a broad context for discussion about books, while the instructional
conversations may focus on factual information. They discovered that productive
discussion takes place in structured, focused environments that incorporate open-
ended or authentic questions, high uptake and longer turn. In summary, there are
benefits to whole class, teacher-led discussion and small-group, student-led
discussion. Nevertheless, teachers have to be aware of factors that may negatively

affect participation in discussion and prepare support to overcome them.

2.2.4.1 Literature circles

The format of reader-response approach that is applied in this research is
literature circles, because it provides a well-structured lesson with plenty of
scaffolding activities for students while allowing a high level of student control
over the content of discussion. There is also growing interest in its implementation
in EFL contexts (Furr, 2004; Kim, 2003; Shelton-Strong, 2012). Literature circles
are a form of reading-based activity widely used in primary and secondary English
classes in the United States. Daniels (2002) defined literature circles as “student-
led, small group discussion”. He identified eleven key features of the activity. To
summarise, children first choose their own reading materials and form small
temporary groups based on book choices, with different groups reading different
books. Then, they read and take notes of their responses to the books according to

role sheets or guided questions. Examples of roles include a Discussion Facilitator
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who develops a list of questions that the group might discuss, a Connector who
tries to relate the reading to their lives and a Summariser who writes a short
summary of the reading for discussion. After that, groups meet regularly on a set
schedule to discuss their reading. The discussion topics come from children’s
interests and they use their notes to guide their discussion. At the end of the
discussion, they report their discussion to the class and exchange views with the
class. When students finish reading the books, they select a new book and new

groups are formed based on the new book.

Teachers’ roles vary during each phase of the lesson. Before the discussion, the
teachers assist book selection through a book talk or short description of the books,
and they model how to respond to the books and how to behave in a small group
discussions. During the discussion, teachers serve as facilitators, observers and
listeners. After the presentation, teachers hold a mini-lesson to explain issues
arising from the discussions and presentations, such as discussing the motivation
of characters and literary devices, or how to improve the discussion processes.
Learners’ performances are evaluated by teacher observation and student self-
evaluation. Overall, literature circles lessons should aim to create an atmosphere of

open and natural group discussion and a spirit of fun and playfulness in the room.

Of the eleven features of literature circles put forward by Daniels (2002), three key
features are: the student choice of reading material; the student choice of
discussion topics in small group discussions; and reporting back the key points to
the whole class. Although it is envisaged that the teachers in Daniels’ model (2002)
will provide support to students before the reading and after the presentation, as
well as carefully scaffolding the group discussion process, their aim throughout the
classes should accord with the role of facilitator rather than that of an instructor or
a group member. This means that teachers intervene at critical moments where
they see the need to do so, but in a highly considered manner. Hill, Noe and
Johnson (2001) pointed out that literature circles are not static, structured lessons.
They outlined how the lessons could evolve over time to meet the changing
demands of the context and learner differences, and the eventual possibility of

integrating literature circles with other subjects under the same themes.
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Furr (2004) implemented literature circles with first and second-year college
students in Japan and developed a refinement of the Daniels model. He suggested
four main changes to the eleven features of Daniels’ (2002) literature circles. He
suggested that teachers should select materials for the students, and that small
groups should be formed based on the students’ or teacher’s choice. As a result, the
whole class would read the same text rather than different texts. After reading, it
was suggested that students conduct a group project, or teachers could provide
additional lectures to enhance understanding instead of having the students share
their reading experiences. Furr (2004) advocated the use of graded readers to
facilitate reading and discussion in L2. He believed that graded readers help to
build reading fluency, while discussion encourages closed reading. However,
Hirvela (1988) cautioned that simplified texts also have limitations because they
often communicate factual information and lack descriptive language that conveys

sense and the emotional intensity experienced by characters in the original text.

2.2.4.2 Whole class, teacher-led discussion

Literature classes in EFL contexts are normally lecture-based, with teacher-led
discussion leading students to arrive at interpretations that are acceptable within
New Criticism and humanistic theoretical frameworks. Although it is an efficient
way of teaching content knowledge, this approach is viewed as not promoting
interactivity or higher level thinking because most of the classroom interaction is
at the dialogue level or follows the Initiation-Response-Feedback (IRF) pattern.
Less than 20% of the interaction in these contexts was long turn dialogue involving
higher order thinking (Mantero, 2002). In addition, Mantero (2002) expressed a
similar view to Soter et al. (2008) regarding the importance of creating
opportunities for exploratory talk as a part of the processes of constructing
meaning and scaffolding for extended discussion. Sorter et al. (2008) also pointed
out that the presence of the teacher in the discussion seems to encourage more
elaborated reasoning through modelling and scaffolding. Thus, instead of an I-R-F
dialogue, it is suggested that dialogic discussion where an instructor builds on
students’ responses and encourage them to elaborate should foster interactivity
and cognitive development in the foreign language literature classroom. However,

research in Thailand finds that students are unwilling to participate in whole class
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discussion based on critical questions or personal response questions, and prefer
discussion in small groups (Kaowiwattanakul, 2008). In the next section, therefore,

[ will discuss the positive effects of small group, student-led discussion.

2.2.4.3 Small group, student-led discussion

One of the activities that could help increase comprehension and interactivity in
class is small group, student-led discussion. Wolf (2013) found that when students
select their own discussion topics, they feel they have more knowledge and more
confidence in discussing them. Ernest (1994) suggested that students with limited
L2 ability are more likely to use different communicative strategies during
discussion when they control the topics of discussion. This kind of discussion could
also foster the idea of “a community of practice” (Wenger, 1998), a regular class
activity pattern where members learn about new things through shared
knowledge and negotiation of their understanding. However, simply putting
students into group discussion activity does not guarantee that the class will be a
successful one. Besides willingness to speak, the most important enabling factors
for group discussion are what Raphael et al. called the “knowledge about what to
discuss and how to discuss it,” (1992, p. 55) or the content knowledge and the

procedural knowledge.

2.2.4.4 Factors affecting small group discussion

Content knowledge in small group discussion
The term content knowledge can be understood to mean the knowledge of the

language (and metalanguage) and familiarity of the discussion topics. It consists of
three kinds of knowledge: text comprehension, language knowledge and personal
experiences. In small group discussion, students tend to share their written
responses, clarify points of confusion, and discuss main themes and characters in
the text (Kim, 2004; Raphael et al., 1992). To do this, it is important that they
understand the text. Text comprehension can be classified as two types: lower
order and higher order comprehension (Hillocks & Ludlow, 1984). Lower order
comprehension is the literal understanding of basic facts and details, with some
direct inference. Higher order comprehension includes interpretation, prediction,

and generalisation from the text. Hillocks and Ludlow (1984) point out that the
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skills involved in reading and interpreting fiction are hierarchical in nature; that is,
students need to understand basic facts, and inferential contents and relationship

before they can deal with the abstraction structure of the texts’ generalisation.

The next type of knowledge underlying content knowledge is language knowledge.
This consists of vocabulary, syntax and the metalanguage needed to talk about
literature. The vocabulary and syntactic knowledge helps with reading
comprehension to create literal meaning, as well as the connotation and tone of the
reading, while the literature metalanguage helps to create common language
during the discussion. For EFL students, the vocabulary and syntactic knowledge
will also help them to guess the meaning of unknown words. The last type of
content knowledge is knowledge from personal experience and prior knowledge.
Research has found that discussion based on personal experiences has positive
effects on student engagement and elaborated explanation (Mantero, 2002;
Raphael et al., 1992). Students may need extra textual knowledge to help them
understand and be able to discuss the text, such as knowledge about history, social
studies or the author. Kim (2004) notes the intercultural differences between
native culture and target language culture commented on by her participants
based on personal experiences. In addition to content knowledge, procedural

knowledge is another important factor for enabling successful discussion.

Procedural knowledge in small group discussion
Procedural knowledge of group behaviours and distinctive features of successful

literature discussion is essential for the discussion to progress smoothly.
Acknowledging desirable group behaviours could positively affect the group
dynamic (Cao & Philp, 2006). Examples of the factors influencing participation
include the low number of group members and familiarity with the group
members. Explicit teaching of the discussion process is also encouraged by many
authors (Gibbons, 2006; Maloch, 2002; Raphael et al., 1992). In addition, EFL
students will need practical knowledge regarding move and turn taking in
discussion in order to achieve the distinctive features of successful literature
discussion, namely, elaborative talk and exploratory talk (Soter et al., 2008). They

will also need to have the linguistic knowledge to perform each turn, such as
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language strategies to ask elaborative questions, to predict future outcomes, to

agree and disagree, and to invite participation.

It is therefore crucial, especially in EFL contexts, that classroom activities are
designed to provide opportunities for learners to personally respond to the texts in
meaningful ways. This also means having sufficient scaffolding to direct learners
towards understanding the general meaning of the texts, while reducing cultural
gaps to enable a deeper interpretive understanding of the texts and personal
communication (Hammond, 2006; Kim, 2004; Kramsch, 1985). It is also crucial
that students be trained in the discussion process and provided with the language

necessary to participate in discussion.

The use of L1 in discussion
One important point to consider when organising a literature discussion is the

distinction between ESL and EFL contexts, as this difference might affect target
language communication in the classroom (Forman, 2005; Thunnithet, 2011;
Weist, 2004). Unlike ESL contexts where the multicultural nature of the classes
may encourage communication in the target language, learners in EFL contexts
generally come from the same first language background and tend to use L1 in
classroom communication. Given the opportunity to discuss for authentic purposes,
it is possible to generate a lively discussion in the target language in ESL contexts

and discussion in L1 in EFL contexts.

Kumaravadivelu considered that L1 was “perhaps the most useful and the least-
used resource students bring to the L2 classroom” (2003a, p.250). This view is
confirmed by Pawan’s (2008) study of content-area teachers and scaffolded
instruction for English language learners in an ESL context. The study
demonstrated high reliance on conceptual, social and linguistic scaffolding
respectively, and limited teacher knowledge of cultural scaffolding. It suggested
that teachers could use cultural scaffolding such as L1 or prior knowledge. While it
is an assumption in CLT to use only the target language in class, researchers have
indicated the positive effects of native language as a mediation to understand the
target language in the EFL classroom (Pennington, 1999, Chua, 2007; Forman,
2007; Swain & Lapkin, 2013). For example, Chua (2007) reported the importance

of L1 as mediation for communication and language learning in the Adult Migrant
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English Service in Australia. The roles of L1 in this context included
comprehension checks, clarifications, negotiation of meaning and keeping the
communication channels open. On the other hand, Forman’s (2007) study in an
EFL context showed that L1 was used to contextualise and personalise the
meaning of L2, and thus supported language learning by embedding the meaning
of L2 in the L1 context. Swain and Lapkin’s (2013) study in immersion programs
suggested three classroom principles regarding the use of L1 and L2. These
principles required teachers to set clear expectations about the use of L1 and L2 in
classroom. That is, students can use L1 during collaborative activities such as small
group discussion to prepare and plan their end products but use L2 during the
whole class activities such as the presentation of their product. In contrast, the
teachers should mainly use L2 with L1 restricted to purposeful situations such as
explaining abstract concepts. There seems to be a consensus on a part of a larger
number of researchers that the use of L1 can be effective tool in the L2 classroom

and should not be shunned.

Paran (2008) also noted that when the discussion in a literature discussion was
focused more on the literature than on language development, teachers seemed to
have a higher tolerance of the use of L1 in class. Furthermore, DeNicolo’s (2010)
study of literature discussion with L1 in a fourth grade dual-language classroom in
the US reported a higher level of engagement by students in group discussion and
increased participation in whole class discussion. Similarly, Thunnithet’s (2011)
study of an undergraduate literature course in Thailand reported more critical
responses on literature from learners in L1. Nevertheless, one of the challenges of
small group discussion in EFL is to encourage students to discuss in the target
language. Thus, the assumption underlying the research that forms the basis of this
thesis is that L1 has a positive role for learning in EFL contexts, particularly for
students with lower proficiency levels and particularly when dealing with
cognitively demanding content in L2 such as literary texts. An effective model
consistent with literature could be allowing/encouraging students to initially use
L1 in small group discussion to deepen and confirm their understanding of the text.
This preparation phase is then followed by presentation to the class in the L2.
Following this, students take up the point raised in the presentation in the whole
class discussion or in group in L2. The Methodology chapter will explain fully the
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ways in which L1 was incorporated in this project in order to mediate the use of L2

in teaching and learning.

2.2.4.5 Choosing a text to promote discussion

The advantage of using authentic texts or simplified texts has been another widely
discussed topic. The selection criteria of the literature to be included in a course
may vary according to the teaching approach and syllabus restrictions. For
teaching aims to initiate personal response and personal growth, it is important
that the texts are meaningful and enjoyable, in order to initiate an intense
response from the readers. Thus, the following text selection criteria are suggested.
First, it is important that texts are appropriate for the student’s age, interest,
maturity, and emotional understanding (Collie & Slater, 1987; Daniels, 2002; Lasar,
1993; Rosenblatt, 1995). As Rosenblatt clearly elaborated, “if the language, the
setting, the theme, the central situation are all too alien, even a great work will fail”
(1995, p. 69). Therefore, choosing texts that are related to the students’ personal
interests should help engage and motivate readers as well as enhance
comprehension. Hwang (2005) suggested using popular authentic materials to
motivate students because the contexts and vocabulary of such materials are more
relevant to the students’ daily lives and everyday use. Second, the text should be
appropriate for the student’s linguistic background (Carter & Long, 1991; Collie &
Slater, 1987; Daniels, 2002; Duff & Maley, 2007; Rosenblatt, 1995). It is helpful if
students are able to read texts at their proficiency level in order to comprehend
and respond to them. On the other hand, one research shows that once students
are engaged in reading, they overcome the linguistic difficulty and focus on what is
happening in the text (Kim, 2004). Furthermore, with scaffolding activities,
students can comprehend texts beyond their reading level (Liaw, 2001), thus if
possible, teachers should choose genuine texts written in language that is
accessible to language learners. In addition, the materials should represent a good
balance of genres, periods and geographical areas, to expose students to a variety
of reading styles, ideas and cultural backgrounds (Carter & Long, 1991; Rosenblatt,
1995).

In conclusion, it is clear that the reader-response approach, particularly when

based on of small group discussion, has helped to enhance language learning,

55



Chapter 2 Literature review

reading comprehension, interactivity and positive attitudes towards reading. It has
the potential to address many of the current challenges evident in the teaching and
learning of literature in Thai EFL contexts. Thus, a collaborative critical action
research model is proposed in order to find out how to effectively implement this
approach in the EFL context and investigate changes to the quantity and the

quality of student talk in EFL classes using this approach.

2.2.5 Quality in language teaching and learning

Theorists of language teaching and learning have long discussed the different ways
of describing the quality of learners’ target language production. The central issue
relates to the need to consider how well students are able to use the language
resources available to them to make meaningful utterances in a second language
classroom. The central question is what form of analysis provides the best
indication of the quality and development of students’ target language.
Traditionally, the quality of learner language performance and development is
seen through a quantitative lens; that is through consideration of the amount of
student talk time (Seliger, 1977) or the ratios of language production in terms of
complexity, accuracy and fluency (Foster & Skehan, 1996, 1999). However, it can
be argued that these factors primarily focus on form and may not necessarily
reflect meaningful content or communicative success. Therefore, this project
proposes another way of investigating the quality of students’ language by

considering the organisation of meanings and their expression in student talk.

The notions of complexity, accuracy and fluency (CAF) have been increasingly used
to describe a broad performance of learner language quality. Extensive research
has been conducted using CAF and strong theoretical arguments have been
proposed to support the validity of these measures, particularly Trade off
Hypothesis and effects of task planning and task complexity on CAF, as appeared in
the special issue of Applied Linguistics (Housen & Kuiken, 2009) dedicated to CAF.
A theoretical argument specifically related to this research project was raised by
Norris and Ortega (2009). They argued that, based on Halliday and Martin’s (1993)
theory of language development, learners’ sentence combination ability progresses

from coordination to subordination and grammatical metaphor phrases
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respectively. Thus, the level of syntactic complexity can be used to measure quality
of development. That is, high levels of coordination complexity are a valid
indication of a beginner level learner; high levels of subordination complexity are a
valid indication of intermediate and upper-intermediate level learners; and a
lower level of subordination complexity together with a higher level of mean

length of clauses is an indication of advanced level learners.

These concepts are applied to both spoken and written data, with some variation
in the measurement. In general, complexity refers to the ability to elaborate the
language using subordination; accuracy refers to the ability to produce
grammatical target language; and fluency refers to the ability to produce
meaningful language within a given time. In addition, Skehan (2009) suggested
that lexical density be included in measuring the ability to use a wide range of
content words. However, when researchers interpret and compare results
between spoken and written data, they should be cautious about differences in the
nature of spoken and written language, as pointed out by Halliday (1994), because
spoken language tends to consist of long complex clauses whereas written

language tends to be more lexically dense.

Norris and Ortega (2009) reviewed various ways of operationalising these
concepts. Examples of syntactic complexity analysis included in the review are
length of production, e.g., mean length of clause or sentence, clauses per sentence,
clause per unit, subordination per unit, and coordination per unit. Thus, they
concluded that some of these measurements are redundant as they provide the
same information, and proposed that certain distinguished measurements should
be selected across research for ease of comparison. Consequently, they suggested
that complexity be investigated multidimensionally to indicate leaner development
levels. These three different dimensions are overall complexity measured by mean
length of AS-unit, complexity by subordination measured by the ratio of clauses to
Analysis of Speech units (AS-units), and lastly, phrasal complexity measured by
mean length of clause. (The concept of AS-units will be discussed in detail in the

next section.)

Nevertheless, it is argued that these qualitative measures only provide partial

information about student performance. Pallotti (2009) pointed out the lack of
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reporting on communicative adequacy in CAF research within communicative
tasks. The teaching and learning may discuss the two dimensions of the language
classroom, namely the knowledge and the skill in using the language or the form
and the meaning. The analysis of complexity and accuracy are clearly form-focus;
that is, these measures do not represent communicative competence or
effectiveness in achieving the goals. Although the concept of fluency is viewed by
Skehan (1997) as a measure of meaning, the operationalisation of this concept
primarily investigates the flow of language production, such as the amount of long
pause, or other dysfluency features such as false start, or self-correction rather
than content meaning per se. Moreover, researchers are cautioned when
interpreting the quantitative data of CAF. Pallotti (2009) questioned the pitfall of
interpretation by relating higher levels of CAF to higher proficiency and relating
lower levels of CAF to limitation in language ability. Thus, it is crucial that a
complementary approach is applied to investigate the formation of ideas and
meanings reflected in complex language. This provides a more complete

description of learner language production by adding deeper layer to the analysis.

Since the amount of talk or the level of complexity do not automatically equate
with quality, it is crucial that this information is supplemented with qualitative
information to provide a more complete description. Pallotti (2009) suggested that
the descriptor of communicative success can be measured in several ways, such as
quantitatively using the ratio of correct and incorrect outcome, or qualitatively
using a predefined descriptor such as the one found in the Common European
Framework of Reference. With an attempt to focus on the message, coherence and
cohesion are used to distinguish text quality particularly written text (McCulley,
1985; Witte & Faigley, 1981). These features are also dominant parts that lead to
text clarity and the progression of ideas in standardised test scoring guides such as
IELTS or SAT. Witte and Faigley (1981) found that a cohesive text produced by
learners might not be coherent if it does not have a clear purpose and does not
follow a reader’s expectation and knowledge. They also called for research to link

syntactic measures to writing quality.

Recent studies have re-examined the roles of coherence and cohesion. McNamara,

Crossley and McCarthy (2010) investigated standardised rated essays of different
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proficiency levels to identify the predictive ability of linguistic features such as
cohesion, syntactic complexity, diversity of word and word frequency. They
pointed out that the most predictive feature is syntactic complexity (as measured
by the number of words before the main verb). While cohesion may facilitate
reading, it does not effectively distinguish the proficiency level of learners. Another
study looking at writing evaluation by expert raters (Crossley & McNamara, 2010)
suggested that coherence contributes to the overall quality of a written text.
However, only a limited number of studies look at the coherence and cohesion of
spoken texts. Although spoken and written language are two different modes of
content delivery, both need structure and cohesion to enable listeners and readers
to follow the messages being delivered. Thus, coherence and cohesion should be

applicable in the analysis of spoken texts.

2.2.5.1 Quality of literary responses

The form-focused analysis of CAF does not correspond to the meaning focus nature
of CLT and literary interpretation in the reading response approach, as discussed
above. Therefore, apart from the notions of CAF as an indication of quality,
learners’ language production may be examined to investigate the relationship
between cognitive development and language growth. Vygotsky (1978) linked the
growth in child L1 language development to the ability of subjects to verbalise
their perceptions. Young children with limited lexical knowledge are able to
understand and explain their perceptions of immediate real objects. Swain (2006)
argued for the application of this concept in the case of L2 development when
students are ‘languaging’ or using language to mediate their thinking. She stated
that “languaging serves as a vehicle through which thinking is articulated and
transformed into and artifactual form” (p. 97). Thus, with the growth in language,

children are able to articulate more complex ideas.

In L2, Swain and Lapkin (2005) and Swain (2006) related language growth to
opportunity for language use. They stressed that learners should be encouraged to
produce comprehensible output as a part of the language learning process. In
output production, learners are thinking about the syntactic aspects as well as the
semantic aspects. This reflection on their current knowledge allows them to notice

the gap between what they know and what they would like to achieve. In the case
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of communication breakdown, learners learn how to modify their speech to
improve the comprehensibility of their talks. From these two perspectives, it is
argued that L2 learners are able to reach higher levels of language development
when they have the opportunity to express more abstract concepts. However, the
current practice and reproduction type of language output found in most ELT
materials do not offer challenging, engaging, and appropriate text-based activities
for the stage of cognitive development of university students. As described in
Section 2.2.4.5, authentic literature can provide more challenging material that

allows learners to engage in using L2 to articulate abstract ideas.

Previous research into literature discussions looked at quality in different ways.
For example, Andringa (1990) investigated the speech act and argument structure
used in literature discussion. Kim (2004) looked at quality in terms of meaning
making through deep interaction with text and the social interaction that may
promote language learning during discussion. Sorter et al. (2008) investigated
linguistic features such as elaborated explanation and reasoning words as
evidence of higher level thinking from literature discussion. Reznitskaya (2012)
explored the quality of dialogic teaching through students’ lengthy, elaborate
explanation and engagement in the collaborative co-construction of knowledge.
Lastly, Chen, Wu and Chern (2014) investigated meaning construction based on
functions of meaning making. Overall, the studies investigated the meaning making
and interpretation and how these meanings were reflected through elaborated use

of language.

In this study, the quality of oral expression rather than linguistic complexity will be
used to define the levels of literary interpretation achieved through the medium of
spoken language by students. Two frameworks used in combination will be used to
explain the meaning making processes involved in responding to literature. They
will be used to analyse the levels of reading and interpretation realised in students’
oral expression in L2 during presentations and whole class discussions. One
framework is Hillocks and Ludlow’s (1984) Skills in Reading and Interpretation of
Fiction, and the other is a response text type framework (Christie & Derewianka,
2008; Macken-Horarik’s, 2006a, 2006b). Both these frameworks have confirmed

that it is possible to identify the different levels of interpretation of literary text.
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These levels of interpretation are hierarchical in nature; that is, students who are
able to achieve the highest level of interpretation based on these frameworks must
have achieved the lower levels of interpretation. Both these frameworks are able
to show the levels of cognitive perceptions students are engaging with in literature
classes. They will be used to evaluate the students’ use of language to fulfil the
presentation and discussion tasks in terms of content and textual organisation.
These two frameworks complement each other to create a more complete
framework for studying students’ interpretation. The following sections describe

the elements constitute each framework.

Hillocks and Ludlow’s (1984) classification is built on that of Rosenshine (1980 as
cited min Hillocks and Ludlow, 1984), who classified reading skills into three
types: locating skills, simple inferential skills and complex inferential skills, and
dismissed the notion of the hierarchical nature of skills. However, Hillocks and
Ludlow pointed out that students needed to understand basic facts, inferential
content and relationships in the work before they can deal with the abstractions of
structural analysis. This idea also corresponds with Rosenblatt’s (1995) ideas of
understanding (p. 105-107) the reading. Therefore, they added ability to
understand the structural organisation of a work to Rosenshine’s list. Hillocks and
Ludlow’s taxonomy is classified into two levels with a total of seven skill items. The
literal level of comprehension consists of basic stated information, key details, and
stated relationship that explain the relationship between two pieces of information
in the text. The inferential level of comprehension consists of a simple implied
relationship between two pieces of information closely juxtaposed in the text, a
complex implied relationship among many pieces of information throughout the
text, the author’s generalisation about the world outside the text, and structural
generalisation to identify how different parts of the text create certain effects.
Tian’s (1991) study of literature reading in Singapore secondary school confirms
that the Hillocks taxonomy for reading and interpreting fiction is in fact
hierarchical in nature. Johannessen, Kahn and Walter (2009) suggested that the
Hillocks taxonomy is a useful guide for teachers in setting classroom questions and
test questions. Although this framework clearly outlines the skills needed to

understand a literary text, it is limited to textual and/or prescribed interpretation
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and does not take the personal experience of the reader into consideration, nor

does it acknowledge the subjective reaction or affective responses.

Another framework of meaning making that acknowledge the reader’s point of
view is based on research on response text types adapted from Christie and
Derewianka (2008), Eeds and Wells (1989), Macken-Horarik (2006a), and Rothery
(1994 as cited in Christies & Derewianka, 2008). Eeds and Wells’ work was based
on spoken data, while the other works noted here were based on written response.
Eeds and Wells (1989) developed four categories of response from elementary
school student literature discussion in L1 context. They are literal comprehension,
personal connection, interpretation, and evaluation. Rothery (1994 as cited in
Christies & Derewianka, 2008) also identified two different types of response
called critical response, in which the text is discussed in order to reject it, and
interpretation genre, in which learners identify message of the text and accept its
embedded value. Using Systemic Functional Linguistics (SFL) analysis, Christie and
Derewianka (2008) identified four types of response genre that students have to
go through in their process of learning how to write a response to text. These
genres range from personal response to a more generalised review and character

analysis, and an abstraction of thematic interpretation.

Christie and Derewianka showed that these genres are hierarchical in nature and
reflect students’ development in terms of linguistic ability and maturity in the
interpretation of texts. Each genre follows a certain schematic structure. A
personal response consists of the response and evaluation or observation. Review
and character analysis are both made up of the presentation of text or character,
its description and judgement. A review consists of context, text description and
text judgement, whereas character analysis consists of character presentation,
character description and character judgement. Unlike other response genres, the
structure of a thematic interpretation is closely related to an expository writing
and its essential elements are the thematic interpretation or preview of elements,

element evaluation and reiteration of theme.

Similarly, in a study using SFL, Macken-Horarik (2006a) identified three distinctive
features of student response and how they reflect the student’s reading and

understanding of the text, as well as the level of achievement in a Year 10
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examination. These are tactical reading, mimetic reading and symbolic reading. In
tactical reading, students engage with local features of the text and react
subjectively to certain events or characters based on personal experience or
attitudes. They often use aggregative technique or the logic of extension to extend
the message. In extension, “one clause expands another by extending beyond it:
adding some new element, giving an exception to it, or offering an alternative”
(Halliday & Matthiessen, 2014, p. 444). The most common feature is the use of the
series of connective “and”. In mimetic reading, students engage with the text as a
whole and, instead of subjective interpretation, they project their evaluation of the
characters in the text. They normally summarise events and may provide common-
sense generalisation and interpretation about life through those events. They tend
to connect the messages using the logic of enhancement, in which “one clause
expands another by embellishing around it: qualifying it with some circumstantial
feature of time, place, cause or condition” (Halliday & Matthiessen, 2014, p. 444).
Lastly, in symbolic reading, students engage with the text at a global level. They
react objectively to the attitudes embedded in the text as a whole instead of certain
events or characters, and make connections between the events in the text and
their abstract significance. The type of logical connection used to convey the
messages is called elaboration, in which “one clause expands another by
elaborating on it (or some portion of it): restating in other words, specifying in
greater detail, commenting, or exemplifying” (Halliday & Matthiessen, 2014, p.
444). In academic writing, nominalisation is an important feature that represents a
high level of academic language achievement when students elaborate their ideas

using this logical move (Christie and Derewianka, 2008).

To sum up, Christie and Derewianka’s (2008) writing development in response
genre of personal response, review, character analysis and thematic interpretation
corresponds to Macken-Horarik’s (2006a) reading and writing achievement level
of a tactical reading, a mimetic reading and a symbolic reading, in which a mimetic
reading includes both review and character analysis genres. Moreover, Christie
and Derewianka’s finding about students’ progress in response writing
development, and Macken-Horarik’s finding about different types of reading as
reflected in the students’ response, support the progress in transaction theory of
reading (Rosenblatt, 1995) that a reader has to be able to react to the text
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personally before they can progress to a more critical analysis of the text. The
findings also confirm the hierarchical nature of literary text reading as outlined in
Hillocks and Ludlow’s taxonomy (Hillocks & Ludlow, 1984). Together, these
frameworks can provide a multidimensional perspective on student responses to

literary text.

2.2.5.2 Analysis of quantity and quality of learners’ oral responses

Chapter 3 will explain in detail an alternative and complementary method that will
be used to investigate the quantity and quality of learner language production for
the research underlying this thesis. In terms of quantity, it will focus on the notion
of complexity more than accuracy or fluency, because complexity in language
production allows learners to express multiple, complex ideas which cannot be
measured by accuracy or fluency. Therefore, the unit of analysis in this study will
emphasise the clausal level of second language production. The models discussed
in the preceding section are informative and useful for data analysis, but they
relate to written texts. In applying these models to spoken texts, a tool is needed to
provide an analysis of a spoken text. Two tools will be used to identify the
production units of spoken texts in this study. They are an AS-unit and a clause
complex. These tools will be used in data analysis to provide different perspectives
on the quantity and quality of learners’ utterances within the frameworks
provided by Hillocks and Ludlow, Christie and Derewianka, and Macken-Horarik.
An AS-unit is a syntactic unit that allows researchers to identify the number of
independent clauses and associated subordinated clauses produced. On the other
hand, a clause complex is a semantic unit of production which allows researchers

to identify how these clauses are combined to create the intended meanings.

An AS-unit is defined as “a single speaker’s utterance consisting of an independent
clause, or sub-clausal unit, together with any subordinate clause(s) associated with
either” (Foster, Tonkyn & Wigglesworth, 2000, p. 365). The operationalised
definitions of these elements are as follows. An independent clause is a clause that
includes a finite verb; an independent sub-clausal unit is a phrase whose ellipted
elements can be recovered from the given context; and a subordinate clause is a
clause with a finite or non-finite verb together with at least one other clause

elements, such as subject or complement (Foster, Tonkyn & Wigglesworth, 2000).
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An AS-unit is suitable for analysing second or foreign language learners’ unit of
production because some of the units found are below the clause level; for
example, phrases or a single word which could be ungrammatical, but which are

recognised under the AS-unit system.

Although the clause boundaries of the AS-unit and clause complex are based partly
on tone groups, the systems have different definitions of what constitutes a clause
and a subordinate clause. Two of the principal differences affecting this project are
highlighted here. First, the coordination of verb phrase may be treated as one AS-
unit or two separate units, depending on intonation, and followed by a pause of at
least 0.5 second. However, the clause complex will treat this kind of sentence
combination as two separate clauses. The second difference is in the treatment of
subordination. The AS-unit defines a subordinate clause as consisting of “a finite or
non-finite verb element plus at least one other clause element” (Foster, Tonkyn &
Wigglesworth, 2000, p. 366). Thus, an embedded clause will be treated as a
subordinate clause. On the other hand, in a clause complex, an embedded clause
functioning as a subject, an object, a complement or a modifier will not be
considered a clause. Moreover, a non-finite verb element may be interpreted as a
part of a finite verb group in a clause complex. Thus, the number of clauses
identified using the AS-unit definition of clauses maybe different to the number of
clauses identified using the clause complex definition of clauses. Nevertheless, an
AS-unit is chosen for calculating grammatical complexity because it is a unit which
is well-recognised in the measure of complexity and it can be compared with
previous results. In contrast, a clause complex is used to analyse the adequacy of
the meaning and how well students have responded to the tasks. It is used to
investigate the relationships between clauses and how these relationships affect

the meaning and coherence of the text.

While the quantity of students’ language production can be clearly established
using number of clauses and talk time, the relationships between quantity and
quality of language are not as apparent. Syntactic complexity which is commonly
used to identify quality of student language can only provide limited form focus
picture of quality. One way to investigate the relationship between quantity and

quality of student language is to examine how the meaningful ideas presented in
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the talk are organised and related. The tools and the frameworks for data analysis
discussed in the previous sections will enable a meaningful consideration of the
factors of quantity and quality and their relationships to each other. To examine
both the form and meaning of students’ language production, the above-mentioned
linguistic features, syntactic complexity and coherence, are used to identify the
quality of the students’ language. The syntactic complexity used includes the ratio
of clauses to Analysis of Speech units (AS-units) and length of clause. Accordingly,
coherence also includes text organisation and lexico-grammatical features. This

analysis will be explained in detail in the Methodology chapter.
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Chapter 3 Methodology

It is evident that there are a number of problems in relation to both the
interpretation and the implementation of CLT in Thailand, as outlined in the
Introduction and Literature Review. It is also evident that current interpretations
of CLT have had a negative impact on the teaching and learning of literature in
Thailand despite the rich language development potential offered by literature-
based classes in EFL contexts. Given the right circumstances, however, literature-
based classes can be spaces where students can experience the kinds of conceptual
and linguistic challenges that are necessary for language growth to occur (Paran,

2008).

This chapter will explain and justify the research design, the research process and
the methods used in data collection and analysis. The review of the literature
presented in Chapter 2 makes it clear that reader-response based literature classes
have a great deal of potential for enhancing students’ comprehension and target
language use of both receptive and productive skills. It has also been shown that
there is an emerging body of research that discusses the possible advantages of
English literature teaching using teacher-led discussions in EFL contexts. This is
particularly the case in relation to projects that focus on enhancing critical
thinking and language learning as components of a careful design of literature
classes. However, this research also points to the difficulties faced by learners in
understanding and interpreting the deeper meaning of texts, indicating the need

for more research into scaffolding and supporting students in these classes.

Based on the extensive literature reviewed for this project, there appears to be no
research that directly addresses the language learning benefits of English
literature teaching in a real time classroom setting. Thus, this project examines the
ways in which English literature courses can be used to enrich students’ learning
experiences and language development. As indicated earlier, the main research
questions in this study focus on determining the implications of implementing a
collaborative reader-response approach for the quality and quantity of student
target language use in EFL contexts. The research design places the most weight on

investigating the spoken performance of students in classroom activities, including
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their interaction with each other and the teacher. In addition, as a means of
providing depth for this data, it was considered important to collect additional
data on the perceptions of students and teachers of their own participation in the

approach to teaching literature that was introduced into the classroom.

3.1 Action research design

This section will describe the reasons for choosing critical action research as a
research methodology and will locate the project within a research paradigm. It
will also discuss the prevalence and current standing of action research in

education and its development in Thailand.

Kemmis and McTaggart (1988a) have identified four characteristics of action
research in education. These are: 1) It is carried out by classroom practitioners; 2)
It is collaborative in nature; 3) It aims to bring about change, and 4) It is iterative
by nature, enabling the researcher to continue to research until satisfied with the
outcome. These fundamental characteristics of action research are attractive
features that guided the decision to select this research approach for this project,
which aims to work collaboratively with teachers to bring about changes in the
classroom. In addition to this list, Nunan and Bailey (2009) identified publication
as the final important element of action research. Kemmis (2010) further argued
that the goal of action research was not only to change and understand practices,
but that its dynamic nature has contributed to changes in histories in order to
make a better world. Thus, as Kemmis and McTaggart (1998a) and Kemmis and
Henry (1989 in Nunan & Bailey, 2009) summarised, action research is about the
actions taken by a teacher to solve a problem in the immediate context and it is not
about providing a predetermined answer to a particular question. Rather, it is
research that is based on systematic observation, revision, and reflection on a
situation, with the aim of improving teaching and learning in the classroom. In his
recent article, Kemmis (2012) has stressed the element of continuation and
describes action research as a process of researching praxis in which a researcher
is ‘re-orienting oneself in the practice of the practice, re-orienting one’s
understandings of the practice, and re-orienting the conditions under which one

practises’ (p. 897). This important feature of reflection and continuation is another
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key reason for selecting the action approach because it positively maintains the

sustainability of the practice after the research project has concluded.

3.1.1 Critical action research

Action research is classified into three types based on the purpose: technical action
research, practical action research and critical action research (Carr & Kemmis,
1986). Different terms are sometimes used to distinguish the different types of
action research. For example, Berg (2004) identified that technical action research
is also known as scientific or collaborative research; practical action research is
known as mutual collaborative and deliberate action research; critical action
research is known as emancipating and enhancing action research. Johansson and
Lindhult (2008) viewed critical oriented action research as research that focuses
on reflective activity resulting in reflexive knowledge and the emancipation of the
mind. On the other hand, Kemmis (2009) pointed out that differences between the
terms were in the level of involvement and inputs from other participants or
parties. For instance, technical action research allows no involvement by other
participants, while practical action research allows feedback and responses from
people affected by the research. In the critical type of action research (Berg, 2004;
Kemmis, 2009), the researcher and all kinds of participants work together to
critique their current situation and increase awareness of the problems, as well as
the theories that can explain and resolve those problems. This link between theory
and practice can provide emancipation and empowerment to the participants,
which can lead to more permanent action and change. This aspect of
empowerment is particularly interesting to a project aiming to create sustainable

and permanent change.

The action research design was judged to be the most effective means of directly
addressing the research questions for this project. There are several factors
underlying this decision. Firstly, the situated nature of action research allows
researchers to test a hypothesis in natural settings. Unlike the dominant research
approaches in the EFL contexts in Thailand, which tend to rely on experimental
research and surveys, requiring the rigorous control of variables and a large

number of samples to test the hypothesis, action research embraces the complex
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and dynamic nature of the classroom and allows researchers to work within actual
classroom settings. Secondly, the underlying aim of action research, to improve
and understand current situations, allows for the modification and testing of
classroom innovations within a critical theoretical framework. Unlike ethnography
and case study approaches, which also occur in natural settings, the aim of this
project was not to merely describe and interpret a situation to understand a
particular case or gain insight into an issue. Instead, the study set out to implement
an intervention while remaining open to acknowledging the significant emerging
data. In addition, the practice-based nature of action research encourages
collaboration and allows the involvement of participants. The input and reflections
of participants further influence the subsequent cycles of the research as well as

promoting the democratic empowerment of the participants.

This research was therefore located in natural settings, dominated by the
interpretive nature of text-based data, and guided by critical theory. While
classroom action research generally aims to bring about change to improve the
current situation through technical action research or practical action research,
critical action research also aims to promote independence and autonomy for the
participants. This project was classified as critical action research for two reasons.
Firstly, it aimed to initiate changes by empowerment. Secondly, decisions and
responsibility for the research were collaboratively discussed between the
researcher and the participants. In addition to implementing an intervention that
could possibly improve teaching and learning, the research aimed to promote
learners’ independence in reading and interpreting literary texts in the second
language, and allowed students more control over the classroom discussion topics
and direction. Students were also encouraged to reflect on their reading and
learning behaviours through the use of diary prompts. Moreover, it promoted
teachers’ independence in creating their own practical and theoretical knowledge
based in a policy context that prioritises CLT. With the guidance of the researcher,
teachers were encouraged to reflect on their classroom practices and how they
could be improved. Furthermore, it aimed to affect classroom practice in the EFL
context both in Thailand and elsewhere. This section has focused on the

justification for using action research for this research project. The following
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section will provide a brief review of action research in education in general, in

English language teaching and in Thailand.

3.1.2 Action research in education

Action research has been a powerful tool in educational development. This section
provides a short review of action research. It outlines the origin of action research,
action research in education, particularly in CLT, and how it is perceived in Thai

contexts.

The idea of action research is underpinned by the paradigm of critical educational
research, which is guided by the critical theory developed by Habermas
(1972/1987). This theory stipulates that knowledge should be used not only for
prediction and control, as in the positivistic approach, or for understanding and
interpretation, as in the naturalistic approach, but also for emancipation and
freedom (Carr & Kemmis, 1986; Cohen, Manion & Morrison, 2011). According to
Carr and Kemmis (1986), critical social science theory includes the precept that
humans can attain freedom through collaborative, critical, self-reflective
understanding and problematising of their current situation and finding the action
to overcome and free themselves from undesirable situations. The logical
concomitant of this statement is that critical research should have the potential to
effect positive impacts upon the society and contribute to the quest for social

justice, equality and freedom.

Amid the established norm of quantitative scientific research, the importance of
linking educational research with actual educational practice has been recognised
since the time of Dewey (1929, in Burns, 1999). This idea was finally realised
through the design of action research, which was first discussed by Lewin (1946)
in the context of social development. He described action research as a tool for
increasing participants’ knowledge around their own practices and improving
situations. Lewin’s action research was “a spiral of steps, each of which is
composed of a circle of planning, action and fact-finding about the result of action"

(1946, p. 38).
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The idea was immediately adopted into educational research in the United States
of America (US) as a tool for school and curriculum improvement. Nevertheless,
action research in education in the US experienced a decline during the mid-1950s
following questions about its methodological reliability, validity and
generalisability. However, the idea of action research attracted a high level of
interest in the United Kingdom (UK), and Stenhouse’s (1975 as cited in Burns,
1999) idea that action research could be a new tool for teachers to test curriculum
concepts in their own practice found wide acceptance. Action research is currently
recognised as a viable research method with an increasing number of book and
journal publications dedicated to the subject (Altrichter, Posch & Somekh, 1993;
Burns, 1999, 2010; Carr & Kemmis, 1986; Kemmis & McTaggart, 1988a, Kemmis &
McTaggart, 1988b; Kemmis, McTaggart & Nixon, 2014; Robinson & Lai, 2006).

In the field of ELT, action research is still a contested approach. Nunan & Bailey
viewed it as ‘becoming increasingly prominent’ (2009 p. 226) while Doérnyei
viewed it as ‘a noble idea... [which] just does not seem to work in practice’ (2007 p.
191). He argued that although action research seems to help solve real problems in
classrooms, create change in practices and promote the teacher-researcher’s
authority, its implementation can be restricted by a lack of institutional support
and collaboration. For example, teachers need support from institutions in terms
of permission, release time, expertise support and other ongoing support (Doérnyei,
2007). In addition, teachers also need collaboration and attitudinal support from

colleagues (Nunan & Bailey, 2009).

In Thailand, action research is a well-recognised classroom research tool. The Thai
government requires research to be a part of teacher development and promotion
criteria. The Department of Education invited Kemmis and McTaggart to Thailand
to organise action research workshops in Thailand as well as having their book
‘Action Research Planner’ (Kemmis & McTaggart, 1988a) translated into Thai to
promote the idea to Thai academics (Kemmis & McTaggart, 1995). Since then, the
use of action research has proliferated, especially in the primary and secondary
education as a requirement for promotion and evidence of teacher professional
development. It has also recently been promoted and is increasingly being

accepted in higher education contexts. The teachers participating in this project
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were familiar with action research from attending professional development
sessions and conferences. This project is also an attempt to implement a
collaborative action research program in the higher education sector in Thailand.
The following section will outline the research procedure based on the action

research cycle.

3.2 Action research cycle

This section will describe the action research procedure of this project. The
methodology outlined in this research followed the action research cycle
suggested by Nunan (1992). This design provides a clear, logical picture of the
research process. Traditionally, Kemmis and McTaggart (1988a) provided a well-
known action research model based on the cyclical activities of plan, act, observe,
reflect and revise. Burns (1999) suggested that the cycle might be more fluid, with
different stages being interwoven and informing the other steps. Nunan (1992)
outlined a slightly different starting point for the action research cycle process. He
recommended that practitioners should identify problems and gather baseline
data before forming a hypothesis and planning an intervention. Following this,
they implement the action, observe the outcome, and then identify a follow-up

issue that informs a new cycle.

To ensure validity and reliability in this project, the triangulation of data sets, data
sources and data analysis systems was established. Different data sets were
analysed and categorised in terms of particular research questions. Data were
digitised and transcribed and/or summarised by the researcher before being
analysed and categorised using discourse analysis and thematic analysis. This
project created a research cycle around a series of discussions about a story or a
theme; therefore, the data gathered in the early cycles could possibly inform the
practice of the later cycles. In addition, reliability was established through member
checking. Initial data analysis was shared with students and teachers for member
checking and this was followed by presentation to the department for the purpose
of reporting on the project and gaining feedback. The following section explains

the action research process in this project.
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3.3 Reconnaissance and problematising

Reflection is seen as a starting point for action research, as highlighted in the
previous section. Schon (1983/1995, 1987) identified two types of reflection in the
everyday lives of teachers. The first is the ‘reflection-on-action’ relating to
situations where teachers’ decisions are made spontaneously during the class. The
second type of reflection is termed ‘reflection-after-the-event’, which concerns the
events and effects of the reflection-on-action. Schon argued that autonomous
professional development occurred when teachers reflected on their own practices.
With this in mind, initial reflection for this research was conducted extensively via
literature reviews, as well as by considering the researcher’s teaching experiences.
It was clear from the literature (Kaowiwattanakul, 2008; Punyajun, 2008) that
several factors can and do limit the potential of literature classes in terms of
language teaching and learning, such as the lack of preparation by students before
class and limited student responses during whole class discussion. Hayes (2008)
suggested that teachers’ backgrounds be taken into account when investigating
teachers’ perspectives because their backgrounds could impact their current and

future practices.

To augment this process of reflection, input from other teachers was also gathered.
The researcher contacted former colleagues to inquire about their problems and
needs in literature classes. A group reflection on problematic issues was initiated
with the participating teachers by a series of email questions. The teachers
mentioned their classroom activities, the problems they encountered and the
measures they had implemented to solve those problems. There was general
consensus among the teachers on issues of students not reading before classes and
limited classroom participation in class discussion. The strategies teachers
employed to encourage student participation included positive feedback,
nomination, giving extra points for participation and allowing the use of L1.
Furthermore, base-line data were gathered from previous research
(Kaowiwattanakul, 2008) and a former colleague’s audio recording of her class. It
seemed that a more structured lesson would encourage students to read before
class and participate more in discussion. The results of this stage were the

research questions that are presented in the introduction to this thesis.

74



Chapter 3 Methodology

Reflection was also a key feature of action research that pushed the project
forwards. Two main types of reflection took place during the data collection
process in this project. The first was reflection on the effectiveness of the
classroom teaching and learning with the teacher participants. This happened
during the scheduled interviews. The second was the reflection on the research
management to monitor the progress of data collection and accordingly to adjust
the data collection procedure. This reflection happened during the initial data
analysis process and during sessions with the PhD supervisor. This reflection also
resulted in the identification of limitations and ethical issues of the study, as
outlined in the concluding section. Lastly, reflection was also built into the process

of data analysis through a member checking process.

3.4 Planning

3.4.1 Collaboration

Collaboration, an important aspect of action research, is also a contested idea.
Some educators believe that collaboration is a compulsory aspect of action
research because one of the primary purposes of action research is to involve the
practitioners (Burns, 1999; Kemmis & McTaggart, 1988b; Zuber-Skerritt, 1996b as
cited in Cohen et al,, 2011). Others think that it is desirable in terms of providing
on-going support and feedback (Burns, 2010; Nunan & Bailey, 2009). In this
project where the researcher worked alongside the teachers, collaboration was an
important feature since teacher participants would work closely with the
researcher to develop lesson plans, teach, and reflect about classes through
interviews and diary entries. To achieve a successful collaboration, it was

important that a common language was established.

Initially, contact was made with the teachers to confirm their participation and to
determine the ways in which a project around literature might relate to their
existing course syllabus objectives and outlines. A set of nine articles and
annotations that makes up the shared reading was then sent to teacher
participants. This background reading included topics regarding small group

discussions and literature discussion such as pre-reading activities and assessment
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in literature circles and literature workshops. The teaching and learning sequences
were subsequently developed with the teachers. The ongoing process was
discussed and negotiated through on-line communication such as emails and
Skype to select the reading material and lesson focus. After that, equipment for
data collection was discussed and prepared. In terms of timelines, the initial
contact was made in October, reflection questions and follow-up questions were
sent out in November, shared readings were sent out in January, lesson plans and
material were discussed between February and May, and lastly, student

questionnaires were designed, piloted and finalised in April and May.

3.4.2 Teacher participants

This research project was conducted in two provincial universities in Thailand.
Pseudonyms are used for the names of the universities and participating teachers
and students. The initial plan was to recruit two teacher participants and two
classrooms from each university. Working in two different settings was not based
on a desire to ‘compare and contrast’ the different settings; rather, the aim was to
holistically examine the results of the implementation by different teachers and
understand the significance of the differences in their approaches. The inclusion
criterion for the teachers was that they needed to be teaching EFL English
literature at undergraduate level and the inclusion criterion for the students was
that they needed to be EFL students enrolled in a literature course taught by the

participating teachers.

Firstly, the researcher contacted the literature teachers at Mountain View
University (MVU). They were the only two teachers teaching English literature at
this university and both of them welcomed the idea and agreed to participate in
the project. Similarly, for Lakeside University (LU), the researcher contacted Ajarn
Kedsinee, head of the English department, to propose the project and asked her to
help recruit potential participants for the project. Ajarn Kedsinee was interested in
the project and agreed to participate, together with another literature teacher.
Ajarn Kedsinee was very helpful to the researcher during the time she was there

and made her feel very welcome. This may also be due to Thai culture, which
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accords respect to seniority, because most of the teachers in LU were younger than

the researcher.

Initially, the plan was to collect data from four classes of four teachers. However,
about two months before the semester started, a teacher from MVU and a teacher
from LU left the project because they were returning to university to continue their
studies towards a higher degree. It is common that a Thai university employs
teachers with a bachelor or a master degree and then sponsors them to study
towards a higher degree. The researcher therefore recruited a new teacher
participant in MVU but could not find a new teacher participant in LU, therefore
there were ultimately three teacher participants and four classrooms, in which one
teacher taught two different subjects. Below are brief profiles of the teacher

participants in the study.

The three teachers participating in this research are in their early- to mid-thirties.
One of them has a doctoral degree and two have master degrees. They had
between four to six years of formal teaching experience behind them and this
included teaching integrated language skills as well as literature. One teacher was
teaching literature for the first time. The following section provides further details

about each teacher.

Ajarn Tavee is a male teacher in his early thirties with a bachelor and a master
degree in linguistics and four years of teaching experience in integrated skills and
culture-related courses using cinema as a medium. He has studied four literature
courses at university and had been exposed to a class using a reader response
approach. After graduation, he worked as a volunteer with an international agency
before becoming a lecturer at MVU. Before joining the project, he lived and worked
as a Thai teacher in a university in the US for one year. He has high proficiency in
English and confidence in using it. The semester of the data collection was the first
time he had taught a literature course. Due to his experience in courses using
cinema, he felt open to working with different media. He eagerly agreed to
participate in the study when he was approached, although he admitted to feeling

intimidated by participating in research while teaching the class for the first time.
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Ajarn Kitima is a female teacher in her early thirties with a bachelor and a master
degree in literature and four years’ teaching experience in integrated skills and
literature courses. During secondary school, she learned foreign languages such as
English and French through CLT and had mixed feelings towards the practice. As a
learner, she found CLT to be frustrating for beginner learners; however, she
acknowledged that some of her classmates seemed to thrive on this approach.
Before joining MVU, she had more than ten years of informal tutoring experience
in a language school and a short period of work experience in the United Kingdom.
She has taught at MVU for about four years and has taught literature courses for
two years. In addition to teaching, she was responsible for the foreign affairs of the
faculty. Her language proficiency and confidence in using it are high. A recent
change in the class timetable resulted in a three-hour class session per week
instead of two ninety-minute class sessions per week, thus Ajarn Kitima was

looking for a new way of teaching to cope with the changed time allocation.

Ajarn Kedsinee is a female teacher in her mid-thirties with a bachelor in literature,
a master in Teaching English as a Foreign Language (TEFL) and a doctoral degree
in Applied Linguistics. She has six years’ teaching experience in literature and
other courses. She studied in the UK for four years and has high proficiency,
especially in reading and writing. At work, she is also responsible for the
administrative work of the department. Ajarn Kedsinee has been thinking about
implementing literature circles in her classes and she believed that participating in

this project would allow her to put the idea into action.

In this planning phase, the researcher established herself as an ‘outsider’. That is,
the researcher was not officially a member of either institution and did not directly
determine the day-to-day decisions about classroom management. Nevertheless
she identified herself as an experienced English teacher and made clear her
expertise as a researcher. She facilitated the research from the point of view of an
insider who fully understood the possible consequences of participation for
participants in the research project. To avoid the risk of self-deception about the
effectiveness of the intervention and self-interest, regular meetings were
conducted with the project supervisor to ensure objective interpretation was

achieved and the outsider location of the researcher was maintained. The regular
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meetings of the team of participating teachers also assisted the development of a
shared understanding of the teaching and learning contexts as well as the

theoretical underpinnings of the project.

3.4.3 Instructional context

3.4.3.1 University settings

The settings were selected through a mixture of homogeneous sampling and
maximal variation sampling (Cohen et al, 2011). The study was conducted at
Mountain View University (MVU) and Lakeside University (LU). Mountain View
University is a medium size university with 35 Bachelor degree programs and a
total of around 11,000 students. The university tries to promote the use of English
as a medium of instruction in most of its bachelor degree programs. Lakeside
University is a large size university with 62 Bachelor degree programs and around
20,000 students in total. Both universities are new provincial universities and are
less than 20 years old. Unlike the elite older universities whose students are highly
qualified and often have higher English proficiency, the qualification and English
proficiency of students in these two universities are more diverse, with proficiency
ranging from lower intermediate level to upper intermediate level. In addition,
both are representative of different streams of curriculums. LU offers an English
program with Thai as a medium of instruction in non-English courses, while MVU
uses English as a medium of instruction in most courses. This selection represents
the current landscape of English programs in Thailand and elsewhere, which
shows a trend towards bilingual programs. Moreover, each university exposed
their students to different genres of literature in that semester. MVU offers two
literature courses as core courses to all English major students and the English
Literature II course focuses on prose. On the other hand, LU’s data is collected from
classes that focus on poetry and drama. The next section describes the
instructional context of each university. It covers the classroom setting, class

content, and general overview of learner characteristics.
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3.4.3.2 Classroom settings

Classroom space has been known to influence or limit the pedagogic activity set-up.
Classrooms in both universities were designed to provide a comfortable learning
environment. Each room was air conditioned and equipped with a computer with
Internet connection, an LCD project, a screen and whiteboards. Nevertheless, the
spaces were not designed to facilitate group work and the fixed furniture was not

ideal for language teaching.

Class 1 and Class 2 were conducted in Mountain View University, the first
university. The classrooms were small and able to accommodate no more than 40
people. Classroom furniture consisted of two-seater tables and swivel plastic
chairs which were fixed to the floor, but they allowed students some room to move
and relocate for small group activities. There were also a number of chairs that
could be moved around the classroom when an extra seat was needed. The campus
supports Wi-Fi connection and some students could connect to the network via

their mobile phones or tablets.

Class 3 and Class 4 were conducted in Lakeside University, the second university,
in larger classrooms which could accommodate approximately 70 people.
Classroom furniture consisted of long metal tables and chairs. The students turned
their chairs around to form groups during small group activities. The classroom
setting provided both positive and negative aspects for classroom activities,
particularly the small group discussions. On the one hand, the air-conditioned
rooms reduced the likelihood of voice sounds generated by class activities
disturbing other classrooms. On the other hand, the furniture in the class was not
ideal or comfortable for some students in the small group discussions, but they

managed with it.

3.4.3.3 Class content

The classes being observed were studying different genres of literature. One was
studying drama; another was studying poetry and the other two were studying
both short story and novel. Class 1 and Class 2 were in the fifth semester of the
students’ course of study. The students had studied a 16-week introduction to

literature course during the previous semester. The literature class in this
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semester was designed to familiarise students with reading fiction. The class
objectives were that the students should be able to understand and connect the
reading to their lives, being able to analyse the writing using the correct
metalanguage and being able to evaluate the value or merit of the work. The
reading list was selected by the course coordinator and an American colleague,
with emphasis on American authors. Students read five short stories during the
nine weeks before midterm examination and a short novel during the five weeks
before final examination. The reading list for short stories included There Will
Come Soft Rains by Ray Bradbury, The Gift of the Magi by O. Henry, The Tell-Tale
Heart by Edgar Allan Poe, The Necklace by Guy de Maupassant, and A Rose for Emily
by William Faulkner, while Speak by Laurie Halse Anderson was chosen for the

short novel.

Students in Class 3 were also in the fifth semester of their course. The class in this
semester focused on a chronological survey of British poetry from the Middle Ages
to the twentieth century, with the main focus being on developing the ability to
interpret literature and critical thinking skills in a written and oral format through
the identification of poetic elements and the discussion of social and cultural
development of the periods. Class 4 had a similar focus as Class 3. Students in Class
4 were in the seventh semester of their course. The class in this semester focused
on reading four Shakespearean dramas: Macbeth, Hamlet, A Midsummer Night's
Dream and As You Like It. The class emphasised critical reading and literary

analysis.

3.4.3.4 Learner characteristics

The National Education Act of B.E. 2542 (A.D.1999) encourages learner-centred
education and participation, and this ideal is generally acknowledged in most
schools and universities in Thailand. As a result, every student in this study was
used to participating in some form of group work and small group discussions. To
a certain extent, many of their behaviours are counter to stereotypical beliefs
about shy and inactive Asian learners (Kumaravadivelu, 2003b), although they
may not be as quite as active or outspoken as their western counterparts. It is also
important to note that despite the general limitation of EFL contexts where

students have limited access to English outside the classroom, these groups of
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students reported having access and exposure to English outside classrooms,
particularly in the form of various types of entertainment such as music, movies
and World Wide Web content. Some students also reported using on-line chat with

friends in English.

Students in Class 1 and Class 2 came from every part of Thailand with a variety
educational backgrounds such as international school, bilingual school (Thai-
English or Thai-Chinese) and Thai-only programs. Most of the students had studied
with native English speaker teachers at secondary school. Due to the registration
system arranged by the university, students in each class normally studied with
the same group of classmates in every major core subject. This practice also made

the students familiar with all their classmates.

In Class 1, there were 34 students: 20 females and 14 males. One of the females
was an international student from China, two were from minority language
backgrounds (Hmong and Akha) and one was officially acknowledged as having
learning difficulties. Students in this class were mostly admitted to the university
on the first round of direct admission, which targets students with higher
academic performance. The students’ language proficiency varied from lower
intermediate to upper intermediate. A small number of students in the class spent
the few months prior to the start of study participating in working holiday

programs in the US.

The organisation of the small groups was approached differently in each class. In
this class, students chose their own group members and organised themselves into
eight small groups. There were three groups of five students, four groups of four
students and one group of three. However, as the semester progressed, some
students were absent from class and the group formation changed to four groups

of five, two groups of four and one group of three.

In Class 2, there were 30 students: 27 females and 3 males. One of the females was
an international student from China. The students’ language proficiency varied
from lower intermediate to near native. One student in this class had spent a high
school year on an exchange program in the US. A small number of students in the

class had also spent the past few months prior to the start of the study
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participating in working holiday programs in the US. Students organised
themselves into seven small groups. There were three groups of five students,

three groups of four and one group of three.

In Class 3, there were 12 students: 10 females and 2 males. They were from the
same region close to the university. Students in this class had studied three major
core literature courses and decided to study BA English with a focus on literature.
Although some of them had studied in the same section during the major core
courses, the semester in which this study was conducted was the first time that
they studied together as a literature major group. The students’ language
proficiency varied, with two students being more competent than the others.
Initially, students formed their own groups and there were three groups of four.

However, in some classes the teacher assigned groups for the students.

In Class 4, there were 12 students: 6 females and 6 males. The students were close
to one another since they had studied together in the year prior to the data
collection, and they seemed to work well together irrespective of whether they
were in a self-selected group or in a group assigned by the teacher. Their language
proficiency did not vary significantly, although two of the students had
participated in working holidays in the US during the summer semester. They had
studied nine literature classes before this class and were familiar with reading,
interpreting and analysing literary texts. Attendance in this class was irregular and
small group activities took place in either two groups of four students or three

groups of three students.

3.4.4 Entering sites

Three levels of permission were required to start the research: from the teacher,
from the institution and from the students. In setting up the project, the researcher
recruited the teacher participants and then contacted an assistant to the President
at Mountain View University as well as the Dean of the School of Liberal Arts at

Lakeside University to obtain approval to conduct the research at the institutions.

In selecting the classrooms for this project, convenience sampling (Cohen et al.,

2011) was used to identify the classroom for data collection simply because the
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universities assign the number of students in each classroom, and the researcher
had no control over this. In LU, there was only one classroom for each subject
taught by Ajarn Kedsinee, so it was compulsory that data were collected from this
group. One was English Poetry for Year 3 students on Thursday afternoon and
another was Shakespearean Drama for Year 4 on Wednesday morning. Both
courses were offered to English major students who had chosen to focus on the
literature stream. In MVU, data were collected from English Literature II, a
compulsory literature course for all Year 3 English major students. There were six
sections and Ajarn Kitima and Ajarn Tavee taught three classes each on Monday
morning, Friday morning and Friday afternoon. It was agreed that literature circles
would be used in every class so that the teachers could observe how different
groups of students reacted to the activities. However, it was further agreed that
data would be collected from the morning class when both teachers and students
would be fresh and more enthusiastic about participating. The researcher and
teachers discussed and decided after the orientation week with the students that
data would be collected from Ajarn Kitima’ s Monday morning class because there
were more male students to balance the gender difference of the participants, and
Ajarn Tavee’s class would be observed on Friday morning. According to the
university’s timetable, the first session for both teachers started on Friday morning.
The observation schedule was organised so that Ajarn Tavee was observed when
he taught the first session of all three sessions and Ajarn Kitima was observed

during the third of three sessions.

3.4.5 Learner participants

A convenience sampling technique (Cohen et al.,, 2011) was used to select four
English major classes in two provincial universities, as mentioned in the previous
section. In each class, the researcher was introduced as a former teacher at MVU
who was now studying a doctoral degree. The research purpose and consent forms
(Appendix 10) were explained. It was also explained that the research project was
about classroom activities and student feedback regarding those activities would
be collected from volunteer participants. Out of a total 89 students in the four

existing literature classes, 53 students voluntarily participated in this project.

84



Chapter 3 Methodology

Table 3.1 presents demographic information relating to the participants. The
higher number of female participants here reflects the nature of language courses,
in which the majority of students are female. No preconceptions were formed
around gender-related issues regarding the students’ attitudes to learning. To a
certain extent, Table 3.1 provides a good representation of the current positioning
of literature within English programs in Thailand. That is, it is either a part of core
courses or a study major. It shows the different language medium used in the

classroom and also reveals the wide range of material covered in the study.

Table 3.1 Demographic information of participants in the research project (n=53)

Classes Total Sex Year Reading material Language Major stream
medium

Female Male

Class 1 12 7 5 3 Short story English Core course
Class 2 19 18 1 3 Short story English Core course
Class 3 12 10 2 3 Survey of British Thai Literature
poetry stream
Class 4 10 5 5 Shakespearean Thai Literature
drama stream
Grand Total 53 40 13

This section has discussed how the research was planned, how the collaboration
was initiated and how the participants were recruited, as well as providing details
of the participants and research settings both at the university level and classroom
level. The next section of this chapter outlines how the model of literature circles
discussed in the Literature Review was adapted as a teaching and learning

intervention in this research.

3.5 Intervention

The design of the literature circles used in this project was determined in
collaboration with the teachers based on an adaptation of the literature circles in
EFL contexts suggested by Furr (2004) and Shelton-Strong (2012). This
collaboration process took place over four months from February to May and
involved a series of email responses and a Skype session with the teachers. In the
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design and implementation of this intervention, the main deviations from the
original literature circles approach used in L1 contexts (Daniels, 2002), as
discussed in the Literature Review, are that teachers select materials for classes
rather than students selecting texts themselves, student or teachers choose group
members instead of forming groups based on a reading text, and teachers provide
additional information after students have read the texts and given a presentation,
as opposed to the practice suggested by Daniels (2002) whereby teachers cover

social skills, reading skills and literary analysis.

Based on previous research findings on the nature of literature classes in Thailand
(Kaowiwattanakul, 2008), further adaptations were made in line with the advice
provided by Furr (2004). These adaptations related to issues around sequencing,
text authenticity and the language used in small group discussion (L1/L2).
Teachers in this study also selected texts for students, and the small groups were
formed based on student choices. However, while it was suggested that graded
readers be used to facilitate reading and discussion in L2, authentic literary texts

and L1 were used in the study.

The issue of text authenticity was carefully considered. The authenticity of texts is
often defined as texts produced for native speaker audiences or readers and not
intended for language learners (Taylor, 1994). It is believed that exposure to
authentic texts has a positive effect in developing cultural knowledge and language
awareness (Kramsch & Kramsch, 2000). Although some educators express
concerns that authentic materials may be too demanding for learners for example
Furr (2004) suggested using graded readers for his adaptation of literature circles
in a reading program in a Japanese university, Adams (1995) pointed out that
lower level learners could benefit from exposure to well-selected and grade-

appropriate authentic texts.

In this project focusing on EFL literature courses, authentic literary texts,
originally intended for native speaker readers, were used as intended by the
course syllabuses. Due to the difficulty of such texts, students had the choice of
discussing in L1 or L2 in the small group phase in order to facilitate the small
group discussion of authentic literary texts and enhance students’ comprehension

(Forman, 2008; Weist, 2004). During data collection, the majority of students did
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discuss in L1; however, whole class discussion and lectures were conducted in
English to provide the opportunity for purposeful language practices. Another
feature of this study that differs from Furr (2004) but adheres to Daniels (2002)
was post reading and discussion activity. Furr suggests lectures and group projects
after reading, while Daniels suggests reporting back to class and group projects. In
this study, students were expected to share their ideas and the results of the small
group discussion with the class in L2, and if time permitted, a group project such

as role-play was initiated.

Pre-reading English

Individual Individual
English reading response reading English

Teacher scaffolding
Whole class discussion
&
English

Teacher mini-lesson

\ /

English presentation Group discussion

activities

Reading log Thai/English

]Thai/Eninsh

Figure 3.1 Classroom sequences of the adapted literature circles

Figure 3.1 illustrates the classroom sequences developed for this study using the
literature circles approach. At the beginning of the lesson, the teachers introduced
a reading text, with a number of pre-reading activities, such as providing
background about the author and the text, pointing out certain vocabulary and
concept building activities. A read-aloud session followed in which the teachers

read and questioned the text for students to consider. After in-class pre-reading
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activities, students completed individual reading and wrote a reading log out of
class to record their comments and questions about the reading text in preparation
for classroom discussions. In the next lesson, students participated in a series of
small group discussions on aspects of interest to them in the story. They then
reported the results of the small group discussion to the class. Teachers
encouraged students to volunteer to give their presentations instead of nominating
them. After the presentation phase, teachers conducted a lecture and whole-class
discussions to explain or elaborate on the issues arising from the presentations. If
time permitted, teachers assigned group work which involved taking part in role-
play to reflect issues from the reading. At the end of the class cycle, teachers
assigned an individual reading-response assignment as homework. The small-
group discussions consisted of two short rounds instead of one long round. The
first round focused on reading for pleasure to reflect on students’ understanding
and their reactions to the reading, while the second round focused on efferent
purposes, or reading for information, or literary analysis. The students were free
to discuss any aspect of the texts or topics suggested by the teachers. The teachers
acted as a resource for students, asking for clarification during small group
discussions, and they also summarised and/or elaborated on the points raised by
students after the presentation and whole-class discussions. Teachers agreed to
implement the proposed literature circles model in the first four weeks of the
project before deciding on which modification would suit their classroom needs.
However, they agreed that adjustments would not affect the essential elements of
the classroom sequence, which were small group discussion, presentation and
whole class discussion. Moreover, all teachers aimed to use L2 as a medium of
instruction during whole class interaction, including the teacher from the

university that uses Thai as a medium of instruction.

Prior to the data collection, a series of explanations were delivered to students to
encourage participation and to scaffold the small group discussions that enabled
students to articulate their interpretation. These small group discussions form a
basis for reporting back presentation to the class by a group representative and
whole class discussion. These explanations covered the purposes of literature
discussions, the procedures of literature circles, and the guided questions for
reading log and reading response writing. Role sheets which strictly assign while-
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reading tasks and provide guidelines for discussion would normally be used in
these processes. In this study, the reading log guided questions were used instead
of literature circles role sheets to avoid the typical problems associated with
confining student discussions to the assigned roles (Daniels, 2002). Moreover, at
the beginning of the project, teachers explained the group roles and discussion

techniques to all the students. (IRA/NCTE, 2004).

In terms of group composition, students in all classes chose to select group
members and form groups of 3-5 members by themselves, after initial negotiation
with teachers. These self-selected groups were constituted as all female, all male or
mixed-gender. Some of the groups were rather fixed with no changes in
membership while others were more flexible and allowed new members to join.
Occasionally, the teacher for Classes 3 and 4 would discreetly assign group

members according to the students’ ability.

3.6 Observation of outcome

After the implementation of literature circles, a variety of data collection methods
were used to generate the data in order to observe the outcome of the intervention.
The main data sources were classroom interaction, students and teachers, and the
main methods of data collection were classroom observation, questionnaires, diary
entries and interviews. Different types of data analysis were also selected to
provide the best possible results in response to the research questions. This
section will describe the data collection tools and processes of this project as well
as the analysis of each type of data. Table 3.2 (see page 90) summarises the data
types collected and analysed in this project. The data types and data analysis
methods summarised in Table 3.2 reflect a complex set of tools used in the project.
This table shows how each data set was used to answer the main research
questions. In addition, the findings from research question 1 had the potential to

confirm the findings from research questions 2 and 3 and vice versa.

3.6.1 Data collection tools and process

Data collection procedures were generally carried out within the framework of the

classroom timetable. Data collection took the timing of scheduled holidays,
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1. How can the potential of literature courses in an EFL context be maximised?

Data set

Data source

Collection method

Data analysis

Field notes Classroom Non-participant Thematic analysis
observation, field
Student o Syntactic
note, audio/video
monologues ] complexity
recording
Discourse analysis
Whole class Thematic analysis
interaction
Discourse analysis
Small group
discussion
Data from previous | Archive Document research | Thematic analysis
research
Discourse analysis
Students’ work Students Document research | Thematic analysis

Discourse analysis

2. What are learners’ attitudes towards their learning experiences in the collaborative

reader-response literature classrooms?

Data set

Data source

Collection method

Data analysis

Students’ opinions

Students

Questionnaires

Diary entries

Thematic analysis

3. What are the dispositions of participating teachers towards their own learning

experiences and those of their students in the collaborative reader-response literature

classrooms?

Data set

Data source
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Data analysis

Teachers’ opinions

Teachers

Interviews

Thematic analysis
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examinations and available class time into consideration. It took place in the
students’ classes and teachers’ offices. The open-ended nature of the data
collection tools reflected the collaboration between researcher and participants on
the administration of the data collection tools. It also acknowledged the maturity
of the participants, in that they were able to reflect their ideas and give feedback

on the situation they encountered.

3.6.1.1 Classroom-based data

The main method of data collection selected to gather specific information on
classroom interaction and students’ spoken language performance was focused
classroom observation. During the 16-week semester, literature classes met once a
week for three hours. The researcher observed classes as a non-participant in
every class so that students became used to the presence of the observer and the
idea of being observed. Nevertheless, on rare occasions, teachers involved the
researcher in a whole class discussion or privately asked the researcher for her
opinions and interpretations when the students were engaged in small group
discussions. During the whole class activities, the researcher observed the
activities from the back of the class, but she moved closer to a selected group of
students during the small group discussion activities. Different tools used in
classroom observation included field notes, audio recordings and video recordings.
Table 3.3 (see page 92) shows the timeline and observation schedule in each class.
Each three-hour class was observed at least three times over 12 weeks with a total

of more than 100 hours of observation.

It was clear from Table 3.3 that the observations in Class 1 and Class 2 were more
consistent than the observations in Class 3 and Class 4. This is because class time
for Classes 3 and 4 at the beginning and end of semester was spent on activities
unrelated to the project. In addition, university activities were sometimes

scheduled for that day, or the teacher was away on conference.

Field notes
Detailed, semi-structured observation notes were used to record classroom

sequences to obtain a general impression of the teaching and learning

environment and enable the researcher to recognise when something unusual took
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place. The observations focused on students’ behaviours, classroom activities and

pattern of interaction, e.g., reading, speaking; dialogic conversation, e.g., student-

initiated questions, students’ extended talks in a whole class situation, teacher

questions; and the teacher’s and students’ use of L1, and any unusual occurrence.

Therefore, no observation pro-forma or scheme was used in this research because

the nature of available observation schemes did not match with the objective of the

study.

Table 3.3 Classroom observation schedule

Week Class 1 Class 2 Class 3 Class 4
(Aj. Kitima) (Aj. Tavee) (Aj. Kedsinee) (Aj. Kedsinee)
1 Holiday Introduction
2 Introduction There Will Come Soft
Rains
3 There Will Come Soft Gift of the Magi
Rains
4 Gift of the Magi Tell-Tale Heart British poetry
5 Tell-Tale Heart Psychological analysis British poetry
6 Psychological analysis ~ The Necklace British poetry Macbeth
Act 3-5
7 The Necklace Marxism British poetry
8 Marxism A Rose for Emily Midterm Midterm
examination
9 A Rose for Emily Holiday Holiday Hamlet Act 1
10 Midterm examination Midterm examination British poetry Hamlet Act 2
11 Holiday Intro to Speak British poetry Hamlet Act 3-5
12 Speak 1 Speak 1
13 Speak 2 Speak 2
14 Speak 3 Speak 3 British poetry
15 Speak 4 Speak 4
16 Speak presentation Speak presentation
Total 13 14 7 4
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Audio recordings
Classroom activities were audio recorded to accurately capture the speech of

teachers and students. Four digital voice recorders were used in each class to
ensure recording quality and avoid unforeseeable problems with the recordings.
One recorder was given to the teachers while the others were allocated to three
groups of students who volunteered to be recorded in each classroom at the
beginning of the class. Data collected by this means were generally
comprehensible, although in some cases where the recording device was placed in
the middle of the class, the amount of noise generated from every direction made
the recording incomprehensible. Another problem relating to the quality and
comprehensibility of recordings occurred during the small group discussion in
Class 3, where students tended to speak in very low voices. Students were
encouraged to speak louder in later sessions but the problem still persisted in

some classes.

Video recordings
Video recordings were also conducted to capture the non-verbal interaction and

general feeling of the classroom. While the researcher observed classrooms from
the first week, video recording was not introduced until week 4. This enabled
students to gradually build up familiarity with being observed and make them less
conscious of being recorded. A video recorder was normally placed in a corner in
front of the class with the aim of capturing the interaction between teacher and
students. Another recorder was sometimes used at the back of the class to capture
the teachers’ actions. Selected student discussion groups were also video-recorded
to capture the features and content of their discussion on voluntary basis. The
discussions of the volunteer groups were recorded from the beginning of the
research until the end to identify any changes in the discussion features and
content. During skits or student performances, the video recorder was moved to
the back of the class to better capture the activities. Due to the limitation of the
equipment quality and the ethical requirement to avoid recording non-participants,
video recording only covered a certain part of the classroom. On some occasions,
the voice quality of the recording was not high enough to capture all the voices in
the class and during the transcribing process the missing sound was supplemented

from the audio recording, based on the times and contexts of the recording.
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3.6.1.2 Student-based data

Student-based data were mainly gathered using self-administered bilingual
(English-Thai) open-ended questionnaires and diary entries. While it has been
suggested that student feedback in the form of student interviews can provide the
most meaningful information because it is the most personal, other forms of
feedback such as surveys and learning logs completed by students may be more
useful because they are less confronting (Hoban & Hastings, 2006). A bilingual
questionnaire was implemented to ensure that respondents clearly understood
instructions and questions by referring to another language, because instructions
or questions in simple English may be more accessible than formal instructions or
questions in Thai. In addition, it was found that bilingual questionnaires provided
opportunities for respondents to express themselves more openly and directly in
English than was possible in the polite style of their L1 (Vu, 2011). During the self-
administration of questionnaires and diary prompts, the researcher explained how
to complete the questions and answered queries raised by students. Students were
then asked to anonymously provide their responses to prompts either in Thai or
English within one week of receiving the questions. While being anonymous
encouraged students to be open and direct in their responses, it was difficult to
keep track of which responses belong to which students. This difficulty was later
addressed by re-identifying all students’ responses based on handwriting
examples from consent forms and midterm examinations. The re-identification
was conducted to ensure confidentiality for the participants as well as provide
consistency of the ideas of each individual student and ease of comparison across
different types of data sets. Table 3.4 summarises the timeline for student-based

data collection and the number of students who responded to each prompt.

Table 3.4 Timeline for student-based data collection

Week Tool No of responses
4 Questionnaire 1 51
12-13 Diary prompt 1 39
13-14 Diary prompt 2 29
14-15 Questionnaire 2 29
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Most of the student-based data were collected after midterm examinations,
between Weeks 12-15. It was assumed that by that time, students should have

formed clear opinions on the different aspects raised in the question prompts.

Questionnaires
Two identical, bilingual (English-Thai) questionnaires were used to determine

students’ opinions about literature and literature classes in general, and to explore
whether or not changes occurred during the period of the intervention. (A sample
questionnaire is available in Appendix 2.) The questionnaires consisted of two
parts: closed questions about students’ background, and open-ended questions
relating to students’ perceptions of literature classes. The closed questions
consisted of multiple-choice items and rating scales. The multiple-choice items
asked about the types of reading material in English that students read outside the
classroom and the kinds of classroom activity they preferred. Students could select
as many choices as were relevant to their situation. The rating scales were Likert
five-point rating scales to identify self-described language skill proficiency and
attitude towards literature. The open-ended questions consisted of structured
items focusing on students’ general perception of literature and literature classes.
Also, an open item for comments and suggestions for improvement was included.
Questionnaires were used with the students because they were more time efficient
than using interview, and because the questionnaires collected responses from
several people at the same time. This methodology also gave students time to
reflect on their ideas more fully before answering the questions, and reduced the
contact between researcher and participants, which could have otherwise

influenced the participants’ responses.

Diary entries
Participants were asked to keep a diary to reflect their learning experiences. The

disposition of students towards the intervention is important because it affects
their behaviours and it affects the ways teachers react to them. It also affects the
general atmosphere of the classroom. Initially, it was proposed that the diary
format should be a notebook, a blog or a Facebook entry, as preferred by the
participants. However, after a few weeks of the intervention, only a few students

had submitted a diary that contained information directly relevant to the literature
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classes or the interventions. Therefore, diary prompts were introduced to discover
students’ attitudes towards the intervention which were different from the
questionnaire prompts, which focused on the students’ attitudes towards
literature classes in general. (Samples of diary prompts are available in Appendix
3.) Students reflected on the classes in their responses to structured diary prompts,
both closed questions and open-ended questions. In each case, students had one
week to complete their diary entries. The first prompts focused on students’
feelings and behaviours before, during and after the courses using literature circles.
The second prompts elaborated on the data gathered on the first round, and
focused on students’ views of small group discussion and their experiences during

those activities.

Students’ work samples
It was planned that a collection of students’ work such as their reading log, final

response and examination should also be collected to provide examples of the
effect of students’ preparation before classes and their levels of comprehension
after participating in the classes using literature circles. (A sample of student work
is available in Appendix 4.) Sample works of 17 students who volunteered for their
small group discussion to be recorded were classified into five text types: personal
response, review, character analysis, thematic interpretation and critical response

(Christie & Derewianka, 2008).

3.6.1.3 Teacher-based data

The final component of data collection to be considered in this section was
teacher-based data, which was gathered to provide a more complete perspective
on the situation. Initially, teachers were asked to keep diary to reflect their
teaching and learning experiences, and they also participated in two types of
interview. The first type of interview was the semi-structured interview, which
was conducted twice during the data collection: one at the beginning of the project
and the other at the end. This interview was designed to last about one hour. The
second was a bi-weekly, open-ended, conversational type of interview to gather
spontaneous, ongoing attitudes and classroom impressions. This was designed to
last about half hour. During the data collection, however, the teachers tended to

neglect the diary entries simply because of their workload and the weight of other
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obligations. It was therefore decided to initiate a weekly semi-structured interview
to replace both the diary and the bi-weekly interview. (Samples of interview
schedules are available in Appendix 5.) Table 3.5 summarises the timeline for

teacher-based data collection.

Table 3.5 Duration of teacher interviews (Time recorded as minute.second)

Week Kedsinee Kitima Tavee ?;t‘i/rer;a &
4 43.08

5 48.14 47.00

6 51.00, 14.25

7 6.15

8 28.00
9 7.33
10 17.25

11 5.25 9.45

12 15.55 6.15

13 16.22 9.35

14 8.00 8.55 12.29

15 11.55 4.20

16 42.00 40.00 32.00
Count 4 7 9 3
(Trztiilutes) 79.04 185.25 154.06 67.33

The interviews were mostly conducted directly after classes in the teachers’ offices.
On some occasions, the interviews were conducted in the classrooms where the
class had just been held. Before the interviews, the researcher reviewed the
purpose of the interviews and the teachers commented about the classes and the

points that they would like to include. All the formal interviews were audio

97



Chapter 3 Methodology

recorded to capture the nuances of the conversations and reduce reliance on
memory. Audio recording was selected because it is less intrusive than video
recording. Note-taking was used minimally so that the researcher could pay
attention to the speakers’ answers. Both interviews with teachers were intended
to be conducted in Thai, because all the participants were Thai native speakers and
it was judged that using Thai as a medium of interview would encourage the
teachers to talk more openly. However, during the data collection, the interviews
with two teachers were conducted in English because they preferred to avoid
translating their responses, and they felt confident that they could conduct the
interview in English. Nevertheless, on a few occasions, Thai was used to check and

clarify some interview questions.

3.6.2 Data analysis framework

The data were transcribed or summarised by the researcher after collection,
before being analysed and categorised using thematic analysis and discourse
analysis tools. Initial data analysis of all data sets was conducted concurrently with
the data collection, to provide a basis for suggestions aimed at improving the
implementation of the intervention. This section describes the data analysis

framework and data analysis procedure for this research.

Data analysis followed the framework suggested by Miles and Huberman (1994) of
data reduction, data display and conclusion drawing. The data reduction process
or coding for thematic analysis used in this project followed the process outlined in
Creswell (2012). Creswell suggests that the researcher should read all the
transcriptions carefully and note down the emerging ideas (codes), and then pick
data to read closely and note the significance of this data. The researcher can then
start the coding by matching data segments to codes that describe the meaning of
the data. At the end of this process, the generated codes should be revised and
reduced by grouping similar codes before they are used to code the data. Lastly,
similar codes are combined to form themes. Corbin and Strauss (2008) describe
this final process as creating lower level concepts from the codes and linking all

the lower concepts to form higher level categories or themes. This relationship
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leads to the conclusion of the study. The data analysis for this project adapted

these processes, and this adaptation is described in detail in the next section.

3.6.2.1 Analysis of written data from questionnaires, diary entries,
interviews and field notes

Text-based data from questionnaires, diary entries and interviews were analysed
following Creswell’s model (2012). After the data collection, responses from
questionnaires and diary entries were typed into Excel spreadsheets representing
the respondents and question prompts for easy reference and comparison, while
all the interviews were transcribed using a word processing program. This
practice also allowed the researcher to gain an overall impression of the recurrent
themes in the students’ answers to each prompt. The researcher read through all
the responses to each topic, noted the emerging categories, and took note of any
ambiguous answers under the heading of ‘other comments’ below the table.
Ambiguous answers were excluded from the analysis because the researcher did
not want to assume too much from the unclear data and risk the possibility of
imposing her own judgement on the data. Even after this first phase of organising
and removing ambiguous data, enough data remained to address each of the

research questions.

After the primary phase of organising the data, the student questionnaires were
the first data to be analysed using NVivo 10 to categorise and code the participants’
responses. To set up the initial category, ten responses were randomly analysed
from every fifth participant. Each selected segment of text was coded under three
code groups to identify their potential to contribute to answering the research
questions. The first group was emerging attitudinal content. The second was the
emerging topic being discussed in that segment such as literature, literature circles,
and the teacher. While some of the topics were predictable because they were
guided by the question prompts, some topics were spontaneously mentioned by
students. The third was the general tone of opinions of that segment which was
coded as positive, negative or neutral. The emerging categories were reviewed to
check for similarity and overall clarity, and following this some regrouping
occurred. The final categories were used to analyse the rest of the questionnaires

and certain categories were added during the coding of the whole data set. The
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final categories were then reviewed and once again checked for issues such as
similarity and clarity. Here, the similar codes were also combined under a higher-
level concept or broader theme. These concepts were either generated based on
conceptual framework or derived from the codes themselves. The final coding
from the first questionnaire was used as the starting point for the analysis of the
second questionnaire, bearing in mind that the second questionnaire was used to
assess the result of the intervention. The emerging categories and themes were
crosschecked between the rating scales results and different groups of participants
to verify any differences. The percentage of frequency of each broader theme and
category was calculated to enable ease of comparison during the presentation of

the data. (A sample analysis of a questionnaire is available in Appendix 6)

The analysis of diary entry texts and teacher interviews followed the same practice
as the analysis of questionnaire texts, except that all the responses were analysed
for emerging themes at once without the initial analysis of randomly selected
responses. This was because the number of participants who responded to the
diary entries and interviews was lower than the number of students who
responded to the questionnaires. New sets of codes were generated for each data
source. For the diary entries, a new set of codes based on emerging attitudinal
content was generated from diary entry text, while the same sets of codes based on
topic of discussion and tone of opinions remained the same. (A sample analysis of
diary entries and a sample analysis of interviews is available in Appendix 7 and

Appendix 8 respectively.)

After coding, different sets of data were checked for overall patterns or
contradictions, both within the same classroom and across different classrooms.
The matrix-coding queries were initiated using NVivo 10 to identify the
intersection and possible relationship between the themes from different data sets,
for example, the attitudes of Year 4 students towards small group discussion, and

whether they were positive, negative or neutral.

Field notes from classroom observation were also read through for recurrent
themes as a supplement to the data from questionnaires, diary entries, interviews,

and audio and video recordings.
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Analysis of quantitative data from questionnaire
Quantitative data regarding each student’s background and attitude towards

literature classes in general were typed into an Excel spreadsheet and processed in

Excel using descriptive statistics, particularly frequency and mean values.

3.6.2.2 Analysis of audio and video recording

One of the research questions raised in the Introduction is how the potential of the
literature course in an EFL context can be maximised. As mentioned in the
Literature Review, it can be hypothesised that reader-response based literature
discussion can increase the quantity and quality of students’ output in class. Thus,
the research focused on questions of how the reader-response approach improves
the pattern of interaction in intermediate level classroom contexts and increases
the quantity and quality of target language production. This potential of the
reader-response approach underscores the importance of analysing the quantity

and quality of learners’ language.

Student talk occurred mainly in three classroom activities: the small group
discussion, the presentation, and participation in the teacher-led whole class
discussion. Although small group discussions, which were purposefully
implemented in the project, constituted a significant part of classroom time and
immensely influenced the subsequent activities, they were not the main focus of
the data analysis. This was because the project allowed extensive use of L1 in the
small group discussions and emphasised the effect of these small group
discussions, which were believed to enhance the comprehension and
interpretation of a reading text, on second language production and participation
in the whole class discussions. Thus, in view of the above research question, the
data analysis focused on student talk during the presentations and whole class
discussions, which took place after the small group discussions. Nevertheless, the
small group work was important because of the use of L1, an issue which will be

taken up in later chapters.

Audio and video recording were the prime data for talk and interaction in the
project. Classroom interaction data from audio and video recordings were

selectively transcribed for data analysis and were analysed both quantitatively for
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the amount of student talk and qualitatively for the level of meanings and
interpretation achieved, or the level of interaction achieved. The presentations
focused on 17 students who volunteered to have their small group discussion
recorded. This allowed the research to trace back their interpretation and
preparation of the talk during the discussion process. The talk during whole class
discussions focused on teacher questioning that was relevant to the class content,
particularly extended classroom sequences with distinctive features of classroom
interaction, as discussed in Section 2.1.5 of the Literature Review. The selection
excluded teacher monologue, lecture and administrative talk. As discussed in the
review of literature, ‘quantity’ means the amount of student talk while ‘quality’
means a high standard of proficiency. Quantity can be measured in terms of talk
time, number of turns, number of clauses, word count and clause length. Quality
can be measured in terms of adequacy of task achievement and level of
engagement. The relationship between quantity and quality is important because a

high level of L2 quantity could reflect a high level of quality.

Transcription systems
Three different transcription systems are used in this project: verbatim

transcription, transcription showing AS-units, and transcription showing clause
complexes. Initially sections of classroom data were selectively transcribed
verbatim with elements of hesitation, pause, repetition, false starts and self-
corrections shown. The three-dot symbol (...) is used to represent an untimed,
noticeable pause and a number within square brackets ([3]) is used to identify the
length of the timed pause. Square brackets have also been used to insert additional
information or missing words into students’ comments to clarify meanings as well
as to show the overlaps during the whole class discussion. Additional information

such as author’s comments and translation is placed in parentheses (x).

These verbatim transcriptions were then subjected to the AS-unit transcription
system and the clause complex transcription system. For AS-unit transcription
system, an upright slash (... | ..) marks an AS-unit boundary; double colon (::)
marks a clause boundary and curly brackets {...} identify dysfluency elements such
as false starts and self-correction. For the transcription of clause complexes, a

numbered (1, 2, 3) heading marks the clause complex boundary, a lettered sub-

102



Chapter 3 Methodology

heading (a, b, c) marks the clause boundary and square brackets [...] mark an
embedded clause boundary. In both the AS-unit and the clause complex
transcription systems, carets (") are used to insert missing words into students’
speech to clarify meaning for the reader and square brackets are use to clarify

aspects of (mis)pronunciation.

The following sections describe the analysis frameworks for the quantity and
quality of the student talk. The first section will discuss the analysis of the student
presentations using the AS-unit system (Foster, Tonkyn & Wigglesworth, 2000) in
order to investigate the syntactic complexity of student talk. Following this the
process of applying the three frameworks by Hillocks and Ludlow (1984), Christies
and Derewianka (2008) and Macken-Horarik (2006a) will be explained. The
application of these frameworks will enable the analysis of students’ attempts to
convey complex meanings. These analyses provide important indications in

relation to both the quantity and quality of student talk.

The second section will present the analysis framework for the verbatim records
of the whole class discussion. This will highlight the number of turns, instances of
extended speech (Flyman-Mattsson, 1999; Frohlich, Spada & Allen, 1985) and
displays of literary competence (Raphael et al., 1992) as well as frameworks for
semantic complexity used for analysis the presentation. This is to examine the

quantity and quality of interactivity as well as the task achievement.

The different frameworks were applied in order to provide for depth in the
description of the quantity and quality of student output in triadic and dialogic
situations. They also provide supplementary information about what students can
perform in the presentation after participating in the small group discussion and
what they can achieve as individuals during the whole class discussion. The
frameworks also reflect the definitions of quantity and quality used in this project

and their relationships to each other.

Analysis of the presentations
In looking at the student talk in presentation, the study focused on the talks given

by 17 students whose small group discussions were accessible to the researcher.

As explained in the introduction to this section, the analysis of the presentations
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focuses on two main aspects. The first is quantity. That is, the amount of time the
students spent on the presentation and the amount of language students produced
during that time. This means the number of clauses, subordinate clauses and
meaningful word count. The second issue is quality. In this study, the level of
syntactic complexity, the organisation of the presentation and the depth of the
students’ interpretation are taken as the prime indicators of quality. This is an
important point because this view of quality allows for in depth and multi-

dimensional analysis.

Preparation of transcription.

In order to analyse quantity, the selected presentations were transcribed following
Foster, Tonkyn and Wigglesworth’s (2000) analysis of speech unit (AS-unit), which
is a syntactic unit. AS-unit is defined as ‘a single speaker’s utterance consisting of
an independent clause, or sub-clausal unit, together with any subordinate clause(s)
associated with either.” (p. 365). The AS-unit allows the transcription of oral
production into clauses and phrases and, as pointed out by the authors, the

syntactic unit is easier to identify than semantic units or intonation units.

Preparation of analysis data set.

For the purpose of data analysis, the followings were excluded: false starts,
functionless repetitions, self-corrections and fillers such as ‘er’, ‘um’, or ‘ah,.
Although Halliday (1994) argues that these performance errors are the positive
characteristics of self-conscious, closely self-monitored speech typical in formal
presentation, their exclusion enabled a word count of meaningful content and
provided a much clearer guide of the quantity of student talk within a given time.
In an analysis of quality based on complexity, accuracy and fluency, these features
may be used to calculate the quality of fluency. Nevertheless, they are excluded in
the calculation of syntactic complexity, as they have no effect on grammatical
meaning. As this project was intended to emphasise the adequacy of meaning, the
analysis set would help the researcher to focus more on the text’s meanings. For
the calculation of syntactic complexity, greetings such as ‘Good morning’ and
endings such as ‘That’s all,” “Thank you,” are not counted because they are typically
short and may shorten the average length of the clause in AS-units. Since not all

students use them, the effect may not apply to some students.
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Analysis of quantity

The quantity of student talk time was recorded, following which the analysis of
transcription started with word count which was calculated twice, firstly using the
original verbatim transcription and then repeated using the analysis set. The
analysis set was then segmented into AS-units and subordinating clause elements.
The total number of final word counts, AS-units and subordinations were recorded
for each text as the representation of the quantity of student talk. Traditionally,
these numbers are calculated to identify the level of quality in learner language
production. In this project, they were used to calculate the syntactic complexity of
text using the ratio of subordination per AS-unit, average AS-unit length and
average clause length to quantitatively investigate the quality of performance, as
discussed in the Literature Review. This view of quality provides limited
description and little information regarding student proficiency. Thus, the
following analysis of quality was implemented to provide a more in-depth

representation.

Analysis of quality

Two frameworks were used to judge the quality of students’ presentations, as
described in the Literature Review: Hillock and Ludlow’s taxonomy of skills in
reading and interpreting fiction (see page 106) (Hillocks, 1980; Hillocks & Ludlow,
1984) and Macken-Horarik’s taxonomy (2006a) of reading engagement (see page
109), which is based on Systemic Functional Grammar (Halliday & Matthiessen,
2014). These two frameworks provided different lenses to look at the quality of
output from two different perspectives. Hillocks and Ludlow’s taxonomy was
selected because it offers a means to investigate objective interpretation based on
information from the reading text. Furthermore, it is compatible with the revised
Bloom’s taxonomy (Anderson, Bloom & Krathwohl, 2001) that guided the
objectives of the course syllabuses of all literature classes. On the other hand,
Systemic Functional Grammar provides a linguistic perspective of how meanings
are organised and presented in a logical way. As Rosenblatt (1995) pointed out,
readers interpret the meaning of texts based on personal experiences and previous
knowledge. Thus, personal response as described in Christies and Derewianka
(2008) and Macken-Horarik (2006a) can effectively complement the text-based
interpretation of Hillocks and Ludlow’s taxonomy.
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Hillocks and Ludlow’s taxonomy of skills in reading and interpreting
fiction.

The literal level of comprehension

Basic stated information:
Identifying frequently stated information that represents some condition
crucial to the story.

Key detail:
Identifying a detail that appears at some key juncture of the plot and that
bears a causal relationship to what happens in a narrative.

Stated relationship:
Identifying a statement that explains the relationship between at least two
pieces of information in the text.

The inferential level of comprehension

Simple implied relationship:
Inferring the relationship between two pieces of information usually closely
juxtaposed in the text.

Complex implied relationship:
Inferring the relationship among many pieces of information spread
throughout large parts of the text.

Author’s generalisation:
Inferring a generalisation about the world outside the work from the fabric of
the work as a whole.

Structural generalisation:
Generalising about how parts of the work operate together to achieve certain
effects.

(Hillocks & Ludlow, 1984, pp.9-13)

The interpretation texts were read to identify response text types as personal

response, review, character analysis and thematic interpretation (Christies &

Derewianka, 2008) and critical response (Rothery, 1994 as cited in Christies &

Derewianka, 2008). The first framework focusing on the quality of interpretation

was then applied to identify the textual evidence used as the basis of interpretation.
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This textual evidence found in students’ presentations was mapped against Hillock
and Ludlow’s taxonomy of skills in reading and interpreting fiction (Hillocks, 1980;
Hillocks & Ludlow, 1984) to identify the levels of interpretation achieved by

students after participating in small group discussion.

Following is an example analysis of a student’s interpretation which contains two

different levels of interpretation according to Hillocks and Ludlow (1984).

Candy’s presentation recorded on 13 July 2012, File: M2U00070.MPG, 5.54.

(Excerpt edited to exclude elements of disfluency.)

Because other group have already discussed the story line, so we are going to
discuss about the characters of the main the main character. The character of
Madame Loisel that we think that she is a materialistic woman. And she also
full of pride. The evidence that she is a materialistic woman is in the [looking
in the text] first page when she says that ‘She had no clothes, no jewels,

nothing. And these were the only things she loved'.

And the evidence that she is full of pride. That when she lost the jewels, the
necklace, she did not come up to her friend and admit that she has lost it. She
just try to pay the debt off by her own. Also she has no money and her
husband has to work all day and night to try to pay this debt. And when she
goes to the ball she just want a pretty dress and try to look like a rich woman.
We think so because it is described here that she knows that she is pretty and

she try to make herself look good among the other peoples.

In this example, student used one stated fact from in the text in the first part of the
presentation: “She had no clothes, no jewels, nothing. And these were the only
things she loved,” in order to justify her interpretation of Madame Loisel as a
materialistic woman. This is the literal level of comprehension based on basic
stated information or Level 1 interpretation. However, in the second part of the
presentation the student used three different pieces of information which occur
throughout the text to justify her interpretation that Madame Loisel is full of pride.
This is an example of the inferential level of comprehension based on complex

implied relationships or Level 5 interpretation. Therefore, based on the highest
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level of interpretation a student can reach in a presentation, this presentation is

rated as reaching Level 5 of interpretation according to Hillock and Ludlow (1984).

In the next stage of the analysis, the second framework, which focused on another
aspect of quality, was applied. Three major analyses were conducted. First,
presentation data were read to identify the overall structure of the talk as
introduction, body and conclusion. Presentations which were in paragraph form
were divided into clause complex level together with associated independent
and/or dependent clauses as the basis of analysis of how clauses were organised to
form a cohesive text. For the second analysis, the Themes of the clauses and the
characteristics of the Themes and Thematic Progression were identified. There are
slightly different ways of identifying Themes. In this project, ‘Themes’ meant the
beginning of the clause prior to the first element that introduced ideational
meaning. This is the basic definition of Theme. The last analysis was the analysis of
relationships between clauses following Logico-Semantic types of projection (idea
and locution) based on the verbs used, and expansion (elaborating, extending and
enhancing) based on the conjunctions and conjunctive words used. The levels of
subjectivity, objectivity and abstraction reflected in the use of noun, and logic
reflected in the use of conjunction, were linguistic features of the presentations
that were mapped against Macken-Horarik’s framework (2006a), as represented

in Table 3.6 to identify the levels of meaning and interpretation of the responses.

The following are examples of levels of subjectivity, objectivity and abstraction
based on noun use. Firstly, subjectivity is seen when students use the first person
subject pronoun ‘T or ‘We’ to express their opinion, as in “We think that she is a
materialistic woman”. Secondly, objectivity is identified through the use of a third
person pronoun or an abstract noun as the Theme of the sentence, as in ‘The
evidence that she is a materialistic woman is in the first page when she says that
‘She had no clothes, no jewels, nothing”. Lastly, abstraction is identified through
students’ attempts to give symbolic meaning to a character or an abstract idea
such as “Melinda think that her life is like a tree who can’t speak up and like she get

rid of the heart pain from herself and the life of Melinda alive again”.
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Table 3.6 Macken-Horarik’s framework of reading interpretation

Metafunctional Tactical reading Mimetic reading Symbolic reading
Probe (Low-range texts) (C range texts) (A range texts)
Experiential The text is The text is a The text is a tissue

How does the
student construe

experience in/of the

enigmatic. The
student focuses on

idiosyncratic

‘window’ on
experience. The

student focuses on

of meanings. The
student focuses on

the abstract

text? particulars of the what happens in the significance of the
story and/or its story and its general story.
characters. significance.

Logical The student The student The student

By what logic does
the student generate

aresponse?

generates a
response that
aggregates or

accumulates detail.

generates a
response that
rehearses events

and significance.

generates a
response that
elaborates on text

significance.

Textual

How does the
student engage with
the text & how is this
revealed in the

response rhetoric?

The student engages
with local features
of the text. The
response rhetoric
reveals slippage and
an atomistic

orientation.

The student engages
with the text as a
whole. The response
rhetoric reveals a
global & empirical

orientation.

The student engages
with the text as a
tissue of meaningful
relations. The
response rhetoric
reveals a global &
symbolic

orientation.

Note. From Macken-Horarik (20064, p.69).

This section has described the frameworks used to analyse the quantity and

quality of student monologue during the presentation. The next section will

describe frameworks used to analyse the quantity and quality of student and

teacher dialogue during whole class discussion.
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Analysis of whole class discussion
The analysis of the presentation and whole class discussion phases in this project

was based on different frameworks as mentioned in the introduction to the
analysis of audio and video recording section. This is to examine quality in terms of
interactivity as well as syntactic or semantic complexity. In the analysis of whole
class discussion, quantity means the amount of student talk which can be
measured in terms of number of turns and length of turn, while quality means a
high standard of task achievement and can be measured in terms of ability to
respond to initiation, as mentioned in the introduction to the analysis of audio and
video recording. The relationship between quantity and quality is important
because a high level of L2 quantity could reflect a high level of engagement in

discussion.

Preparation of transcription

The whole class discussions focused on the episodes of dialogic talks in which
teachers and students negotiated the meaning and interpretation of literary texts.
The selection of classroom episodes for analysis was based on classroom discourse
and dialogic talks as described in the literature (Hall, 2010; Johnson, 1995; Nassaji
& Well, 2000; Rong, 2000; Seedhouse, 1996; Walsh, 2002). The researcher first
closely watched and listened to the video and audio recordings to identify
extended classroom sequences which reflected distinctive features of classroom
interactions. These sequences were classified according to interaction
characteristics such as Initiation-Response-Feedback (IRF) or natural discussion
such as exploratory talk and turn-taking, with sequences of students’ turns without
nomination and cross-discussion in which students addressed each other directly
also noted. The selected sequences were transcribed into two columns of students
and teachers, as suggested by Gibbons (2006). A turn in the transcription was
based on an utterance in L1 or L2. Utterances in L2 were also transcribed as
speaker-generated content or quotes from texts where applicable. (A sample of
whole class discussion transcription is available in Appendix 9.) This type of
transcription clearly gives a visual representation of the quantity of student talk in
L1 and L2. The transcribed excerpts were subsequently analysed to determine

how these sequences lead to the quantity and the quality of L2 production.
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Analysis of quantity

To analyse quantity, the number of total turns, the number of student turns and
the number of teacher turns were recorded, and the framework for judging the
length of student talk was applied. This framework was an adaptation of sustained
speech features as outlined in Communicative Orientation of Language Teaching
(COLT) (Flyman-Mattsson, 1999; Frohlich, Spada & Allen, 1985). In this project,
the framework consisted of ultra-minimal speech (one word), minimal speech (a
phrase or clause) and sustained speech (at least two clauses) to measure the
extent of restricted or extended discourse of student output per turn. The idea of
sustained speech was used instead of the AS-unit because it was less complex and
less demanding in transcription, yet it provides a clear picture of speech produced

per turn.

Analysis of quality

To analyse quality, the task achievement in the selected sequences was
operationalised as the ability to effectively respond to the teachers’ questions or
initiation. In addition to applying the frameworks for analysis of quality of student
monologue, students’ turns were classified according to the skill sets that students
should be capable of implementing in a literature class, such as description,
interpretation, prediction, generalisation and evaluation, as well as the knowledge
base they used in their arguments as outlined by Raphael et al. (1992). This
analysis of quality reflects the students’ literary competence as well as their ability

to use L2 to express this competence.

3.7 Conclusion

This chapter has outlined the research rationale, research design and research
procedures, including the selection of research locations and participants. It has
also explained the various types of data set, data collection tools and data analysis
frameworks used to investigate each research question. The research was
conducted in accordance with the guidelines approved by the UTS Human
Research Ethics Committee. Informed consent forms were obtained before

information was gathered, and the data were stored in a secure manner.
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Participants who did not wish to be involved in the project were excluded from

video recordings where possible and their data were not used for data analysis.

The limitations of the study include the fact that the variety in teacher participants
was not very broad. The study involved small numbers of teacher participants who
had similar experiences and who were from a similar age group. There was no
entry-level teacher nor senior teacher who might have offered their opinion from
the perspective of another generation of teachers. In addition, the project locations
and the conflicts in timetabling resulted in the teachers in different locations
having no opportunity to meet and discuss their feedback in person. However, the
researcher summarised and shared the situation in each project with them.
Furthermore, classroom observations were conducted by one researcher.
Although the researcher attempted to cross-check her observations with the

teachers, there might be limitations in terms of the interpretation of the data.

The next three chapters are organised around findings from the data analysis.
Chapter 4 discusses the findings from classroom interactions. It describes the
quantity and quality of students’ language production during the presentations
and whole class discussions, as well as the features of classroom discourse in
classes using literature circles. Chapter 5 examines the findings from student-
based data, which consist of two parts. The first is the qualitative data from
questionnaires, which provides the background to the learners. The second is the
discursive data from questionnaires and student diary entries which describe the
students’ perspectives of literature classes in general, and of literature classes
using literature circles. Chapter 6, which covers the final parts of the findings,
discusses the findings from the teacher interviews. It describes the teachers’
perspectives of implementing literature circles activities. Each of these chapters

includes the researcher’s discussions and observations from field notes.
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Chapter 4 The quantity and quality of student language
production

As explained in the previous chapter, classroom activities followed structured
sequences consisting of a whole class pre-reading activity, an individual reading
assignment, a small group discussion, a presentation, a mini-lecture and a whole
class discussion with optional group work role play and individual reading
response developing from this. These alternating sequences of plenary, group and
individual work were designed to build support for individual performance by
gradually increasing the cognitive demand from receptive (reading skills) to
productive skills and within the productive phase from spoken language to written
language. The purpose of this project was to focus on the learners’ production of
spoken language as enabled by discussion of the literature, and the focus in this
chapter on findings is on the classroom sequences and the student talk after

reading literary texts.

Three classroom activities involved student talk around the texts they had read.
The student talk was captured from the small group discussions, presentations to
the class and whole class discussion. This chapter will describe the findings related
to student language production during the presentation and whole class discussion
but will not report on the student talk during the small group discussions.
Although the small group discussion provided an important basis for subsequent
activities, the majority of students participated in small group discussion in L1 or a
combination of L1 and L2, making it difficult to obtain an overview of L2
production in small groups. It was assumed that small group discussion in L1 or L2
served to enhance students’ understanding and positively affect students’ L2
production in the subsequent presentation phase. The focus on whole class
discussion in this study stands in contrast to the neglect of this area in much of the
literature. The role of L1 as a mediating tool in this context is taken up later in

Chapter 7.

In every class, the monologues during the reporting back presentation time
involved a representative of a group orally presenting the results of their

discussion to the class, which took place directly after small group discussion. The
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findings from the student monologues were based on analyses of the presentation
in Class 1 and Class 2. Most of these were unplanned monologues by individual
students. Students in Class 3, on the other hand, read aloud from a written script,
and in Class 4 students often co-constructed the presentation. As a result, changes
in the quality of student talk in Classes 3 and 4 cannot be clearly seen from the
monologue but are more salient in the increase in participation in the whole class
discussion, particularly the emergence of student-student interaction, which will

be discussed in Section 4.5.3

Each class cycle generally consisted of two rounds of small group discussion and
reporting back presentations. Each small group discussion session lasted between
10-20 minutes and each reporting back session lasted between 14-18 minutes for
the class of 7-8 small groups. In the first round of small group discussion, the
students focused on their general impression of literary work or aspects of
particular interest from the content and in the second round, they focused on
literary devices in the reading texts such as plot and characterisation. Data from
both presentation rounds were gathered and analysed. As there was a minimal
amount of preparation time for students to either plan or practise their talk, it was
assumed that the language deployed in the presentation would give a good
indication of their current language proficiency. Transcriptions of the presentation
of seventeen students were used in the analysis. The small group discussion data
for these students was accessible to the researcher and provided clear indications
of the reasoning underlying their presentation and their ability to articulate this.
Findings from whole class discussion involved recurrent interactional patterns
being observed during whole class discussion across all four classes. Whole class
discussion lasted between 15 and 30 minutes. It included a review of previous
lessons, expansion and consolidation on the contents of presentations, or
discussion of the interpretation of certain elements of a text, such as characters,
themes, or figurative language. If it is true that literature classes have great
potential for communicative language teaching then we should see the amount and

the quality of student talk increase in these classes under the right condition.

This chapter therefore begins with descriptions of important aspects of the

classroom context leading to the analysis of the reporting back presentations and

114



Chapter 4 The quantity and quality of student language production

whole class discussions. The second to fourth parts of the chapter focus on findings
from the presentations. The second part of the chapter considers the analysis of
aspects of quantity. That is, it focuses on the number and length of students’
utterances during their presentation. The third part of this chapter focuses on
factors that underlie the quality of student talk. These include the organisation of
the talk and general characteristics of students’ interpretations of the text. The
fourth part provides an in-depth analysis of the presentation of three students at
three different proficiency levels from the perspectives of quantity and quality. The
fifth part presents representative examples of interaction during the whole class
discussion which took place after the presentation. The chapter ends with a

summary and discussion of the findings from the classroom.

4.1 Important aspects of the classroom context

The class activities generally followed the sequences described in Section 3.5 of the
methodology. These consisted of a pre-reading activity, a small group discussion, a
presentation and whole class discussion. Due to the nature of the literary text and
varied teaching styles, teachers in Class 1 and Class 2 placed different emphasis on
the time allocated for each activity than the teacher in Classes 3 and 4. Table 4.1
(see page 116) shows the range of time allocation for major activities for a reading
text. It was clear that differences in genre and teaching style affected the amount of

time allocated for each activity.

Class 1 and Class 2 placed more emphasis on reading comprehension, literary
analysis and an introduction to literary criticism. As shown in Table 4.1, pre-
reading activity in Class 1 and Class 2 covered 4-7% of the lesson time based on a
short story. Both rounds of small group discussions covered 20-24% of the class
time. They were allocated similar amounts of time, although on some occasions the
second round, which discussed literary elements, was allocated more time than the
first round, which focused on comprehension. In some classes, the teacher also
combined the second round of presentation with whole class discussion by
commenting on the content of the presentation and discussing the effects of

literary elements within the text. There were seven groups in each class and
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Table 4.1 Range of time allocation in a lesson (percentage of a 3 to 6 hour lesson)

Class 1 Class 2 Class 3 Class 4
Pre-reading 4-7% 5-8% 0-1% 1-2%
Small group discussion 20-24% 24-27% 50-58% 30-34%
Presentation 20-23% 20-21% 6-7% 2-3%
Whole class discussion and 26-30% 31-33% 15-17% 40-41%
lecture
Administration 4-9% 4-5% 6-8% 12-14%

Optional activity, e.g. skit, VDO  14-35% 14-18% 8-10% 12-20%

Total teacher talk 45-60% 42-53% 25-30% 60-66%
Total student talk 40-55% 47-58% 60-64% 34-40%
Possible student talk in L1 20-22% 26-30% 57% 18-20%
Possible student talk in L2 20-33% 21-28% 7% 16-20%

teachers did not provide much scaffolding during small group discussion except
when asked to do so by the students. These activities resulted in a similar amount
of time being allocated for teacher talk and student talk, and almost the same
amount of time being allocated for student talk in L1 and L2. The impact of the
slightly different approaches of the teachers will be taken up in the discussion

section.

In Class 3 and Class 4, the emphasis was on comprehension of the content of the
literary text, therefore, the teacher decided to hold only one round of discussion
for each text. Due to the difficulty of the literary text and the minimal amount of
preparation by the students for the class discussion, extensive class time was
allocated to small group discussions and lecture style presentations by the teacher.
Students in these classes would often spend the time allocated to small group
discussion reading and checking the meanings of words. There was a high level of
teacher scaffolding during these small group discussions. With two or three small
groups in each class, the teachers spent 3-5 minutes with each group. During the

presentation, all students in Class 3 prepared written notes which they read out for
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presentation, while in Class 4 the presentation was conducted informally, mostly
in a form of the co-construction of meaning. The whole class discussions consisted
of the teacher lecturing on content, asking questions or answering questions raised
by students. This teaching style and class allocation resulted in approximately one
third of the class time being allocated to student talk and two thirds of the class

time being allocated to teacher talk.

Prior to the small group discussion leading to the presentation, teachers provided
instructions that set expectations and goals for students. Excerpt 4.1 is one
example of such instruction in which a teacher briefly reviewed the setting up of

groups and suggested a wide range of discussion topics for students to focus on.
Excerpt no. 4.1

Kitima: So, the next step like we usually do, I will let you discuss with your
group. First round, separate into group, assign roles and discuss the story.
Don't go deep into focusing on element, literary elements yet. So now make
sure that you understand the story in the same way. Understand what's the
main idea of the story, what the story are about or any point that you feel
about the story, maybe your own feeling, maybe your experience that you
have had something like this. Or any point in the story it's just - it's just

outstanding and you want to talk about it.

This instruction also served as a reference point for assessment of the presentation
element of the lessons, and these assessments formed part of the final assessment
for the course. There was no strict rubric to assess the talk; however, the teachers
placed more emphasis on the quality of the content rather than the quality of the
delivery. This approach allowed students to experiment with different delivery

styles, such as individual presentation or pair presentation.

The analysis of the classroom observational data showed that students were given
ample time to present by the teachers. There was no evidence in the data that
students were placed under time pressure. The teachers allowed students to use as
much time as required to ready themselves and finish the talks. In rare cases, when
presentations were not completed by students within the given class time, they

were postponed to the next class. Students always brought notes and/or reading
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materials with them to the presentations. As the teachers did not discourage
students from reading from notes, many students did indeed read from their notes.
Nevertheless, the degree of dependence on the notes varied. While some students
actually read from the notes, many students only briefly referred to the notes,
extemporised from them, and used the quotations from texts to support their talks.
Towards the end of the semester, students who used notes tended to rely on notes
when referring to events in the literary text and extemporised when providing

examples from their own experiences. Many students also presented without notes.

In addition, it was found that teachers rarely interrupted the flow of students’
presentations. They usually noted issues with the intention of discussing them
with the class later. On those few occasions when teachers did interrupt, most of
the interruptions occurred at the beginning of the presentation. These
interruptions were aimed at directing students about body position and posture in
formal presentation; for example, the need to face the audience and stand straight.
With this kind of interruption, students tended to follow the instruction and
continue with their talks. In the following excerpt, a teacher asked a student to

straighten her body before presenting.
Excerpt no.4.2

Aor: For my group we focus on the body of
Teacher: duasa duaseq (Straighten up your body.)

Aor: Homer Baron in the closed room in the last part of the story.

Another aim of the interruptions at the beginning of the talks was to provide
corrective feedback about word form that might affect the meaning of the
presentation. In this kind of interruption, students tended to correct their word
choice before continuing with their presentation. In the following excerpt, the
teacher pointed out that the student should use the word “symbolise” instead of

“symbolic”.
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Excerpt no. 4.3

Ked: Today I will talk about the symbolism in this story. The first is flower

symbolic purely beauty.
Teacher: Symbolise, symbolise 1iu (is) verb.

In this excerpt, although the students’ language contained other errors, the teacher

focused on the word ‘symbolic’ which was directly relevant to the topic of the talk.

Apart from these two types of interruption, teachers were found to scaffold the
talk to clarify and confirm some information to help the audience follow the
presentation. For example, in the following excerpt the teacher confirmed the
location of the information in the literary text with the student. This action allowed

the rest of the class to look at the texts while listening to the talk.
Excerpt no. 4.4
Nana: For overall metaphor, Mr. and Mrs. Young are Three Kings.
Teacher: On page 23 1xlnu (right?)
Nana: 26
Teacher: Ah, 26.
Nana: Last paragraph.
Teacher: Last paragraph. OK.

At the beginning of the semester, it was obvious from the observational data that
students were tense at the prospect of presenting to the class. In the first session,
for example, a student in Class 3 took about 30 seconds to gather herself before
starting her talk. This also happened to many other students. In addition, many
students were observed to hold their notes with shaking hands. However, later
into the second half of the semester, students were familiar with the class routines
and appeared to be more comfortable when it was their turn to present. It was also

felt that they were more concerned about delivering their ideas and listeners’
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reactions to the talks than they were about being the central point of attention

during the presentation.

4.2 Quantity of student presentations

In addition to the increased confidence in presentation, it was obvious from the
classroom observations that students tended to talk for longer and with more
fluency than having been the case at the beginning of the semester. It is evident
from the Literature Review (Chapter 2) that the amount of language production is
one accepted indicator of the quality of L2 student talk; a greater amount of
student talk is recognised as being a feature of a classroom that encourages
student interaction and student language production. The more students talk, the
more opportunity they have to use and produce in L2. Providing this opportunity
means that more attention can be given to the development of the complexity,
accuracy and fluency of student language. There is a general agreement in the
literature that language classrooms should provide maximum opportunity for
student talk. This means providing a supportive environment for student talk in
terms of appropriate levels of task complexity, adequate preparation time and talk

time in order to improve learner confidence and the quality of student production.

The analysis of student presentations also confirmed the conclusions drawn from
the classroom observations. Table 4.2 (see page 121) presents the examples of the
quantitative data gathered from student presentations based on the talk time and
number of clauses produced within those time frames. For example, at the
beginning of semester, the student presentation time varied from 37 seconds to
two minutes, while at the end of semester, the talks ranged from one minute to 3
minutes 20 seconds. The analysis of some students with similar presentation talk
times showed that they also had a higher word count at the later stage of the

semester, demonstrating that the student talk had become more fluent.

As shown in Table 4.2, it is apparent that all the aspects of student talk that were
measured, such as talk time, number of clauses and number of words, increased
over time for the majority of students. For example, the talk time for the
presentation in Week 9 onwards tended to be longer than the talk in Weeks 4 or 5.

This could mean that students felt more comfortable, or that they had more
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information, enabling them to talk longer. These numbers are used to calculate
levels of complexity and fluency in order to measure the quality of the talk as
discussed in the Literature Review. The increased number of words per second
shows the increased fluency of students’ talk. That is, students were more fluent in
their talk and could produce more meaningful words in a given time. This finding
is particularly salient considering the fact that the word count was conducted
using only the final meaning of the talks, which excluded spoken language

elements such as the false start and hesitation.

Table 4.2 Examples of student production during presentations

.of Final
per T s MO g WO
units Count

Nana Wk 3 26 3 3 37 1.00 12.33 12.33
Nana Wk 11 65 12 15 107 1.25 8.92 7.13
Nana Wk 14 181 27 41 266 1.52 9.85 6.49
Nut Wk 4 152 14 20 208 1.43 14.86 10.40
Nut Wk 6 48 3 4 39 1.33 13.00 9.75
Nut Wk 11 111 14 24 173 1.71 12.36 7.21
Nut Wk 13 86 9 18 135 2.00 15.00 7.50
Aor Wk 3 105 9 14 108 1.56 12.00 7.71
Aor Wk 8 106 9 24 164 2.67 18.22 6.83
Aor Wk 11 123 12 17 139 1.42 11.58 8.18
Ked Wk 4 100 10 22 147 2.20 14.70 6.68
Ked Wk 8 233 17 30 270 1.76 15.88 9.00
Ked Wk 13 156 20 31 265 1.55 13.25 8.55
Kong Wk4 160 30 48 313 1.60 10.43 6.52
Kong Wk 8 112 19 29 174 1.53 9.16 6.00
Kong Wk 12 166 20 37 343 1.85 17.15 9.27
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There are many unforeseen variables that can have a negative effect on the length
of students’ presentations. For example, from the data it seems that the talks of
some students were shorter in Weeks 12-14 than Weeks 8-9; this was because in
Weeks 12-14, students were asked to talk about specific points of interests from a
novel. The amount of content seems to affect the amount of student talk time. On
the other hand, in Weeks 8-9, students’ presentations covered a whole short story.
Another example of a variable is the format of the presentations. Whether the
presentation is formal or informal affects the length of the talks, such as the
informal presentation data from the student Nut in Week 6. Interruption or
clarification by teachers can also shorten student talk time, such as occurred in
Kong’s talk time in Week 8. These variables will be examined in more detail in the

discussion chapter.

Data in the form of the ratio between AS-units and the number of clauses is
calculated as discussed in the methodology chapter. An AS-unit is a unit of meaning
expressed through a syntactic boundary. It is a syntactic recognition of an
independent clause in a speech and can be made up of a number of clauses. A low
AS-unit count with a high clause count indicates a high level of syntactic
complexity. This represents an indicator of quality that is used in this thesis. From
Table 4.2, it is clear that AS-units of the talk were created using multiple clauses. In
some cases, the number of clauses almost doubled the number of semantic units,
such as the talk by Ked in Week 8 or Nut in Week 13. The level of linguistic
complexity of student language will be discussed in more detail in the analysis of

the monologue.

4.3 Quality of student presentations

Literature circle activities provide opportunities for students to articulate their
reading comprehension and interpretation in L2, as seen in Table 4.2. However,
the measured increase in the amount of student talk represents only a limited,
quantitative, view of quality which is far from the complete picture. An analysis
that investigates the syntactic complexity of learner language production cannot
effectively portray the complexity of meanings and ideas articulated by students.

When students are challenged by a linguistically and conceptually complex literary

122



Chapter 4 The quantity and quality of student language production

text, they need to use complex levels of language to articulate these complex ideas.
The language students use in these contexts needs to be carefully analysed to show
exactly how the students are articulating their responses to the cognitive demands
that are being placed on them in these contexts. If literature discussions are
beneficial to improving the quality of student talk, this will be analysable within

the complexity of the ideas they are articulating through L2.

As shown in the Literature Review, it is clear that there are many aspects of
student talk that can be used to judge quality. However, at the core of all these
definitions is the notion that the provision of opportunities for students to
communicate meaningfully is critical to the growth and development of their
language. Quality can be seen simply in terms of the percentage of student talk
time, or as a ratio that represents the complexity, accuracy and fluency of student
performances. According to this conception, quality is related to the amount of
student talk time and the fluent use of long complex sentences. In the following
section, two additional aspects of quality will be described in order to relate
quality more directly to the communicative adequacy and the complexity of
meaning in student talk. The first of these is the organisational structure of the talk
and the second is the level of interpretation reached by students. If it is true that
the teaching and learning of literature has very positive implication for language
development then this will be reflected in the increase amount in the quantity and

quality of student language in the literature classroom.

First, in terms of structure, the presentations were often not structured to include
an introduction and a conclusion. Although all students had previously taken a
course in presentation English and were aware of the genre requirements, they
seemed not to perform very well without extensive preparation. Students usually
started their talk with a greeting such as “Good morning” and then progressed
directly to introduce the main idea of their talk using a phrase such as “Our group
focuses on” or “This story is about” or “Today I will talk about”. There were three
main patterns to the presentations. The first was the narrative pattern in which
speakers summarised the plot. The second was a list of unrelated events as
examples of each speaker’s interpretation. The third was the causal relation

explanation of events in a literary text. There were two sub-types of the causal
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relationship. One was “X happens because of Y”; for example, in Ked’s presentation

in Week 13, she said,

And the second period that, er, we focus about the thing that, er, reflect her
feelings such as the closet which she think is the west face...best ...best place
for her because she...she think that she can escape from the other and she

feel relax here.

Another pattern was “X happens so Y happens”; for example, in his presentation in

Week 4, Nut said,

And the second point that he nervous about the police that going to find the
body of the old man. So he imaginary that he heard the sound of the old man.
So he point and let the police know that there are the crops there under the

bed. So the cop catch him.

The presentations are mostly coherent and cohesive with various cohesive devices

»

used, particularly “and”, “but”, “because” and “so”. In addition, some higher
proficiency students were found to use signpost language such as “next”, and
“finally”; however, they often ended abruptly without a conclusion, or with a

simple “Thank you” or “That’s all”.

Second, in terms of content interpretation, it was found after using the Hillocks and
Ludlow (1984) framework to analyse the presentation that students had applied
different reading skill types within a layered approach to interpret the literary
texts. These skill types include basic skills such as identifying basic stated
information, key details and stated relationships, leading to higher level inferential
skills such as inferring the relationship between two pieces of information placed
closely together in a text or among many pieces of information spread throughout
a large part of the text. The highest level of interpretation achieved by students
was generalisation where students were able to relate the theme to the world
outside the text. However, no student showed structural generalisation skill which

enabled him or her to generalise the effect each scene had on plot development.

Table 4.3 (see page 125) shows examples of each skill type that students used in

reading to reach their interpretation as reflected in the presentation. The skill
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Table 4.3 Examples of skill types in reading and interpretation from Week 3

presentations

SKill types

Examples from student monologues

Basic stated info

Mali: The setting is in the flat on Christmas Eve.

Key detail

Julie: It starts that they only have little money, so she finds the

way to get more money to buy Jim a present.

Stated

relationship

Pla: Jim and Della bring the precious treasure of their house are
Della hair and Jim watch to sold for get money to buy a gift to

each other.

Simple implied

relationship

Mali: The gifts they give to each other become a symbol of their
love. And it does not matter that...the...gift the gift is happily
high value but they give the gift to each other because they love

each other.

Complex
implied

relationship

Kung: The tone and the mood of this story at the beginning is
sad and lonely because we can see negative...negative words
and sentence and the author try to explain the place er that

Della stay...empty.

Author’s

generalisation

Julie: After we have discussed, the theme we thought was
nothing is more important than the one you love. Like for
example you see in this story that at the end of the story Jim
tells...Della to put the present away because they both can’t use
their present but they are still in love and they are not angry at

each other.

Structural

generalisation
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types represent a hierarchy of levels of interpretation in which “Basic stated
information” represents the lowest level of interpretation and “Structural
generalisation” represents the highest level of interpretation. Data were taken
from Class 1 and Class 2 in Week 3 of the semester. These data informed the level
of reading proficiency a student could demonstrate at that point. In this class, they
were reading The Gift of the Magi by O. Henry. It is noted that multiple reading
skills can be found in a monologue. Moreover, students were able to use several

literary terms such as “setting” and “theme” in their talk. .

As can be seen from Table 4.3, it is clear that students were able to read and
interpret authentic literary texts that were not too complex, such as The Gift of the
Magi. It is noted that multiple reading skills can be traced in a monologue. For
example, Julie identified the stated relationship from the statement “Jim tells Della
to put the present away because they both can’t use their present” to provide an
example of how her group was able to infer the author’s generalisation. Moreover,

» o« » o«

students were able to use literary terms such as “setting”, “tone”, “mood” and
“theme” correctly in their talk after being exposed briefly to these terms in the
previous literature course and a subsequent short review at the beginning of the

semester.

In addition to skills identified in Hillocks and Ludlow (1984), students also
employed prediction and personal background to engage and interpret the reading.
Table 4.4 (see page 127) shows an example of a prediction made by students
during the reading, and personal background that shows students’ ability to relate
the reading to their experience (Christie & Derewianka, 2008). For example, Som
explained her surprised reaction that the story ended differently from her
prediction and how she was impressed by the way it ended. This shows that she
was able to comprehend the reading, could predict what would follow and reacted
when the story was different from her prediction. Similarly, Five’s presentation
shows her understanding of the reading by her statement that the story reminded
her of her experience of a gift-giving activity in high school, while Four’s response
showed how she related to the story of gift-giving as a normal activity from her

cultural perspective as a Christian.
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Table 4.4 Examples of other skills used in interpreting reading in Week 3

Other skill types  Examples from student monologues

Prediction about Som: And the climax is (surprising?) and we're very
the reading impressed. Ah, we do not think that the husband will give
the...the present to the wife back but he did.

Personal Pla: The story relate to our experience as when we was in high
background school we have to exchange a gift on New Year Day so we have

to buy a gift to exchange a gift.

Cultural Rose: I am Christian so I, I always got and share the present

background with my friend and my family.

4.4 In-depth analysis of student presentations

Changes in the quality of students’ interpretations and responses are more
prominent when the presentations of students are examined across time. This
section provides findings and discussion based on the analysis of presentations
from three students with different proficiency levels. To fully illustrate the aspects
of quality and quantity of student talk at different proficiency levels, three students
were selected as representative examples of lower proficiency, intermediate
proficiency and higher proficiency. These selected examples exemplify the analysis
and are representative of those levels in the class. By studying these examples, a
conclusion can be drawn about the overall performance of the class. Two different
frameworks were used to analyse these students’ presentations. These
frameworks provide on the one hand an indicator of syntactic complexity as seen
in the analysis of the AS-unit, and on the other hand, the semantic complexity
based on the analysis of clause complex. They are syntactic complexity as seen
from the analysis of AS-unit and semantic complexity as seen from the analysis of

clause complex. In addition, semantic complexity can be seen in the ability to
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interpret literary meaning and to discuss related literary ideas, as suggested by

Hillocks and Ludlow (1984) and Macken-Horarik (2006).

Consistent with the Macken-Horarik framework, functional grammar terms are
used to describe the relationships between clauses in this study. It is important to
bear in mind the following differences between traditional grammar and
functional grammar. In functional grammar, connections between clauses are seen
as representing different relationships or “logic”. These are logic of extension, logic
of enhancement and logic of elaboration, each of which has been more fully
explained in the Literature Review (Chapter 2). Each relationship between clauses
can be linked by different classes of conjunction. For example, relationship of
extension can be expressed between two clauses of equal relationship or unequal
relationship using extending conjunctions or the conjunctions that function to
provide an addition, an exception or an alternative. Extending conjunctions can
refer to coordinating conjunctions such as “and”, “but” and “or” when they
represent an equal relationship between clauses. The extending conjunctions can
also refer to subordinating conjunctions such as “furthermore”, “however” or

“instead” when referring to unequal relationships between clauses.

How the conclusions were drawn to determine the level of interpretation and
changes in ability to interpret and respond might not be apparent to the reader.
However, what happens in this process is that each text is first read and classified
into a text type, based on the main idea and structure of the content (Christie &
Derewianka, 2008). It is then read to identify the textual resources used to reach
the interpretation voiced in the presentation: whether the interpretation is factual
or abstract generalisation; whether the information used for this interpretation is
stated or implied; and whether the information comes from one source or is
synthesised from different sources across the text. This information is then used to
classify the level of interpretation according to Hillocks and Ludlow (1984). Lastly,
clause complex analysis is carried out to examine the linguistic features (Christie &
Derewianka, 2008; Macken-Horarik, 2006a) that students have used to present
their interpretation. This may result in the analysis of interpretation levels being

brief and general for some readers.
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4.4.1 Analysis of a lower proficiency student (Nana)

Nana was a member of a group of four students (one male and three females).
From the questionnaire and diary data, she described the difficulties she
encountered in literature classes. Despite her difficulties, she acknowledged that
she had more opportunities to present her ideas in small groups and she also
mentioned that she was able to learn from other students. The summary of the
qualitative information of her presentation in Table 4.2 shows that her talks
tended to be short both in terms of talk time and the number of units of production,

except for the last one, in which she described her personal experiences.

The first presentation was from Week 3. It took place after the second round of
small group discussion which focused on literary devices found in The Gift of the
Magi, a short story by O. Henry. Students had about 17 minutes to discuss and
prepare the talk. This talk began with confirmation of the page and paragraph
locations, as shown in Excerpt no. 4.4. The text below was the main presentation

following that confirmation.
Nana’s Text 1

Recorded on 22 June 2012 (Week 3), File M2U00008.MPG, 8.35-9.35. (Total
student talk time was 26 seconds.) Three dots (...) represents a teacher’s
interruption to clarify the location of the quote within the short story. The

interruption was taken out for the purpose of analysis.

| For overall metaphor, Mr. and Mrs. Young are Three Kings. | ... The
metaphor compares Mr. and Mrs. Young with Three Kings. | Because they

have sacrificed the {value} value things for the lovers | or someone to ozl51iz

v ad @

= < a {
mﬁau AHATY N a0 AU &Jﬂﬁﬂ'ﬁ W W INITN D YT L!,é)’]ﬂ @09 AN @1l n5501 U 9 mﬁau

Y Y A @ @ I IS 1
9z ABIM3 9z 19 o3 UM AU Ausn uzaz 1y 1y metaphor ay

Initial qualitative analysis shows that Text 1 consists of 3 AS-units and 3 clauses. It
is 28 words long. The complexity level is minimal in terms of the ratio of clauses
and AS-units. However, the unit length and clause length show long strings of
clause which could reflect a medium level of complexity. Despite the low level of

complexity, all the clauses are grammatically correct with only one instance of
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repetition. The text is not structured as a formal presentation but as a response to
the teacher’s instruction to students to identify any literary devices they could
recognise. Nana identified metaphor and pointed out that Mr. and Mrs. Young were
being compared to The Three Kings. Then, she confirmed the message of her talk

in L1.
Clause complex analysis of Nana’s Text 1

1. For overall metaphor, Mr. and Mrs. Young are Three Kings.
2. The metaphor compares Mr. and Mrs. Young with Three Kings.

a. Because they have sacrificed the value things for the lovers.

In terms of clause complex analysis, this text consists of two clause complexes with
constant Theme Progression. Although clause 2a is separated from clause 2 as a
different unit by the tone group, it adds information to clause 2 by providing
reasoning through the enhancing conjunction “because”. It can be seen from this
limited data that the text is short but fairly complex. This text can be placed at
interpretation level 5 according to Hillocks and Ludlow’s framework. This is
because it is clear that although Nana incorrectly named the literary device applied
in this situation, she attempted to create a link between different pieces of
information. However, it is more difficult to properly justify the level of
interpretation by Macken-Horarik’s framework. The objective presentation of
analysis could possibly place it in mimetic reading, but more information would be

required to confirm this.

Below is the analysis of Nana’s Text 2. This was the first week after the midterm
examination. The teacher introduced a short novel, Speak by Laurie Halse
Anderson, which was distributed in class as the new reading text. The teacher
provided background information about the book and read the first episode aloud.
He revised the small group discussion roles and process before listing guided

questions to be used in the small group discussion.
Nana’s Text 2

Recorded on 17 August 2012 (Week 11), File M2U00154.MPG, 26.17-28.00.

(Total student talk time was 65 seconds. Three dots (...) represent a teacher’s
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interruption to clarify her talk. The interruption was taken out for the

purpose of analysis.)

| For the settings in Merry Weather High School {er} in winter
season .... | {er} Merry is like Christmas. ... | {er character #} Main character
Aare” Rachel and Mister Neck. | {er} Point of view “is” first person point of
view. | For the tone, it’s sarcastic. | And for our mood is amuse. | Because
she tell the story :: like her life is very hard to live in this situation. | And for
the first question {er} every one ignore {er} the main character. | For the
second question, is {er} at the first they are best friend | but {there may}
there may have something happen |so they broke up their
relationship. | And for the third question, we think :: she is outcast :: {like}

like she says in this story. |

Nana'’s second text is 65 seconds long. It consists of 12 AS-units and 15 clauses. Its
total word count is 107 words. The text is an analysis to identify literary elements
of the story being discussed and has low level subordination with a moderate level
of complexity from the aspects of mean length of unit and mean length of clause. In
terms of fluency, the dysfluency elements presented are mostly repetition and
hesitation. While the repetitions are used to scaffold the talk, hesitations are used
as fillers to start new sentences or introduce new ideas. A noticeable pause as the
end of each clause marks a clear AS-unit boundary. The presentation was not
structured as a formal presentation. Instead, it is presented as a series of
responses to guided questions. First, Nana listed different literary elements
identified by the group with limited explanations to justify the answers. This was

followed by short answers to guided questions.
Clause complex analysis of Nana’s Text 2

For the settings in Merry Weather High School in winter season.
Merry is like Christmas.

Main character “are” Rachel and Mister Neck.

Point of view “is” first person point of view.

For the tone, it’s sarcastic.

AL

And for our mood is amuse.
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7. Because she tell the story
a. like her life is very hard to live in this situation.
8. And for the first question every one ignore the main character.
9. For the second question, at the first they are best friend
a. but there may have something happen
b. so they broke up their relationship.
10. And for the third question, we think
a. sheisoutcast

i. like she says in this story.

The analysis of clause complex shows that there is no introduction or hypertheme
to introduce the general topic of the talk. This text has no real structure but is put
together as a list of elements, thus there is no specific Thematic Progression. Most
of the clauses are of equal relationship and linked by extending conjunctions such
as “and”, “but” and “so”. The conjunction “and” is used to imply the introduction of
a new topic. In addition, Nana used Marked Topical Themes to introduce new
topics such as “For the tone,” and “And for the first question”. The use of complex
Themes makes the sentences more complex although there is no embedding as
found in other students’ examples. The answers to guided questions in clause
complex 9 show that students were able to apply their hypothesis to interpret the
simple implied meaning. Thus, the interpretation is assessed as reaching level 4 of
interpretation according to Hillocks and Ludlow’s scale and elements of tactical

reading by Macken-Horarik framework.

Next is the analysis of Nana’s Text 3 which took place in Week 14. In this week, the
class continued to discuss the short novel Speak by Laurie Halse Anderson. This
presentation was from the second round of the presentation in which the teacher
instructed the class to relate the story or the characters’ experience to their
experiences. The analysis of AS-units and clause complex leading to this finding is

limited to the sections presented in English.
Nana’s Text 3

Recorded on 7 September 2012 (Week 14), File M2U00212.MPG, 5.07-9.10
(Talk time in English was 181 seconds).
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| {Ah} the {stu-} situation :: that {er} similar to Melinda {is the situation} is
not the rape | but {er he} one of my friend have {er} ban from {their er} his
friends. | {Er} the {stu-} situation was like :: we skip the class on {er} high
school and go to Karaoke. | And {ah} most {of} of our friends are wearing
uniform | but one {er} this guy was wearing like private | {er} so he don’t go
to school at the morning. | And {we} we met in Karaoke | and after that {er}
the school know | and we have to go to school | and {er} the school talk to
our parents | but for {he} that guy {er} his parents know :: what he did | so
{he like} her mother like protect him :: that {he not} he not wrong | but {er
her mother} his mother know :: what he do | so the school cannot {punish
punish his her} punish him. | And {er} our friend like :: why don’t he
punished {like} like us | and after that he has ban from our group | and he
does {she does} say anything was it really happen | or try to like protect us
from {the like} :: when {his} his mother say something | like {we} we always

wrong | like we permit him to go to Karaoke with us | but we don’t. |

. . v W k4 Y J o
we just {er} like we [abandoned phrase] tiafiu 13 uda uzaz 11 v ) arsileng i
T v 9 = ] 1 ' Y "Aa 4 FY "9
a1 uid 11 1w wmileu Uszana uo Uniles gn uzaz 31100 gn 1f1 T de ms1za1 gn a1 og 1w
A g \ { | v YA
ozlsedneil udan w oyana 19 T 109 ozlsedruiio udr milon a1 TsaSeu w ua wanil 7 Ao
= v v T S T A T o v 2 A <
Taaiou uda w1 3 gn i T ezlsednil vzaz 0o mae TawiIny fu Alaw wuw Weu Auyy
o =2 qu 1 o g A do o MY o v = o
vou 21l 89 17wl wa ed1ain M q @ wuy Adadu 13 dwe usn uda ezlsedail A milou

o g 9 g ' vy & Yy & a ' a o Y vy
TANIINUU 1A fﬂﬂu HUY 10 NQU AN 910 Yol N A mlilﬂ'f)ﬂ uy Gl,ﬂi w‘ﬂ AU AT N hl?ii a3 n

A P < v o ¢ o a
HUDU 97101 1Y nJu N7 NAN LYY WaNIN IWANITa WU N A LD

| I will sorry to friend :: that {er} maybe he afraid | and then after that just
say sorry. | Like Melinda if after the rape situation :: like their friend calm
down and she calm down :: she should tell the truth to friend | because
before the rap[e] situation :: they’re like close friends. | So {if} if the Melinda
said the truth {er} :: {their} her friend will {understood} understand :: what
{er} really happen :: that she has to call the police. | It's not because she

want the police to go to party | for #u wan i1 ugag a1 ua deams Nz 11 @159 i

§u Auil rap[ed] Melinda. (It's not because she wants the police to go to the
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party for arresting them {but} but she want the police to arrest the person

who rapes Melinda.)

Initial analysis shows that Nana spent 181 seconds saying what she is presenting
in L2. The text consists of 27 AS-units and 41 clauses. The total word count is 255,
and the text follows the pattern of a recount. The talk started with a personal
recount of high school experience before linking this to the situation in the story.
The talk had a high level of subordination with a moderate level of complexity

from the aspect of mean length of unit and mean length of clauses.

The dysfluency elements presented were mostly hesitations with some instances
of repetition. Most of the hesitations were used after conjunctions as fillers to start
new ideas. Some of the dysfluency was the result of self-correction. The two main
types of self-correction were pronunciation such as {stu-} situation and word form.
There were two main examples of word form corrections; one for pronouns and
the other for verb tenses, as in the following example, “if the Melinda said the truth
{er} :: {their} her friend will {understood} understand”. In the middle of the talk,
the flow of the talk in L2 was discontinued when the student (Nana) used L1 to
emphasis and expand what she had talked in L2. Then, she switched back to L2. In
the last sentence, she combined L1 and L2 to convey her idea. She began the

sentence in English but ended it in Thai when she struggled to deliver it in L2.
Clause complex analysis of Nana’s Text 3

1. The situation that similar to Melinda is not the rape
a. but one of my friend have ban from his friends.
2. The situation was like
a. we skip the class on high school
b. and go to Karaoke.
3. And most of our friends are wearing uniform
a. but one this guy was wearing like private
b. so he don’t go to school at the morning.
4. And we met in Karaoke
5. and after that the school know

a. and we have to go to school
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b. and the school talk to our parents
6. but for that guy his parents know [[ what he did]]
a. so her mother like protect him [[that he not wrong]]
b. but his mother know [[what he do]]
c. so the school cannot punish him.
7. And our friend like [[why don’t he punished like us]]
8. And after that he has ban from our group
9. And he does say anything was it really happen
a. or try to like protect us from [[when his mother say something [[like
we always wrong [[like we permit him to go to Karaoke with us]] ][] ]]
b. butwe don’t.
10.1 will sorry to friend [[that maybe he afraid]]
a. and then after that just say sorry.
11. Like Melinda if after the rape situation
a. [[like their friend calm down and she calm down]]
b. she should tell the truth to friend
c. because before the rap[e] situation they’re like close friends
12. So if the Melinda said the truth
a. her friend will understand [[what really happen [[that she has to call
the police.]] ]]
b. It's not [[because she want the police to go to party.]]

Analysis reveals that Nana’s Text 3 contains longer and more complex sentence
structures with many embedded clauses (12 in total). The functions of these
embedded clauses vary from being the object of a verb or a preposition to a verb
complement and a noun post modification. Clauses are mostly of equal relationship
with extensive use of the relationship of extension or conjunction “and” to
introduce new events. The recount is enhanced by the temporal conjunction “after
that” (e.g. clauses 5 and 8) and the cause and effect conjunction “so” (e.g. clauses 6a
and 6c). In addition, logic of enhancement is deployed at the end of the text. In
clauses 11 and 12 (see above), there are examples of logic of enhancement being
used. In this instance, Nana is offering an imaginative hypothesis to expand on the
situation within the story. She introduces her topic (clause 1) without using the

formal language normally associated with introduction, such as “Today I am going
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to...”. Her talk is based on her own experiences which she sees as being similar to
those depicted in the story. After recounting her experience, she links back to the
story by describing what she would do if she were the main character. Nana’s talk
is highly coherent with the use of continuous, constant Thematic Progression
which helps the development of the topic. Nana also uses many clauses with
extending conjunctions as Textual Theme to link the ideas between clauses. The
extensive use of the adverb “like” as a filler, and to provide explanations and

examples, is noted. This made the presentation informal and less academic.

According to Hillocks and Ludlow’s scale this text is assessed as reaching level 5 of
interpretation. This is because of the student’s demonstrated ability to interpret a
character’s behaviour using information available in the literary text. She was also
able to work from this information to provide alternative actions for that character.
However, when the Macken-Horarik framework is applied, the students’ efforts are
assessed as tactical reading, the lowest achievement level, due to the particular
focus on a certain part of the literary text, the interpretation based on personal
experiences and the dominance of the logic of extension. In other words, “one
clause expands another by extending beyond it: adding some new element, giving

an exception to it, or offering an alternative” (Halliday & Matthiessen, 2014, p. 444).

In summary, Nana's texts were not organised as a presentation but were presented
as a list of responses to the teacher’s guided questions or instructions with one of
the text features a characteristic of personal response text type. This limited the
amount of language production during the presentation. However, she could
produce more with the topic related to her personal experience. The presentation
texts consisted of various sentence structures, most of which were of equal
relationship dominantly linked by means of the logic of extension. Moreover, the
student relied on L1 to help emphasise the meaning of her talk throughout the
semester. Despite the limited language production, the analysis of her talk reflects
a high level of interpretation based on the Hillocks and Ludlow scale. However,
based on Macken-Horarik’s framework, the student’s response style and technique

need to improve in order to progress to a higher literary response level.

These two scales work well together because they provide an account for two

dimensions of complexity. The Hillocks and Ludlow scale reflects students’ reading
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ability based on textual evidence that students can identify and synthesise after
reading. On the other hand, the Macken-Horarik scale identifies response levels as
indicated by the language resources, such as sentence combination and text
organisation that students could use to articulate their interpretation. Therefore, a
student who can achieve a high level of interpretation according to the reading
scale might be rated as not being able to articulate well when considered with
reference to response style. The analysis of Nana’s presentations is a good example
of how these two scales work together to provide a clear multi-dimensional

picture of the quality of student talk.

4.4.2 Analysis of an intermediate proficiency student (Aor)

The second student was Aor. She was part of a mixed-gender group of five students.
From the questionnaire and diary entry data, it was established that Aor had a
positive disposition towards literature circles. For example, she mentioned how
she enjoyed participating in the small group discussion, felt that she could
understand the reading more, and participated in the whole class discussion more

than she did in the previous semester.

When Aor’s language production is analysed using AS-units and syntactic
complexity, it is apparent from the number of clauses per AS-unit in Table 4.2 that
one unit of production consists of more than one clause, which means that some of
the units are made up of complex clause structures such as subordination. This
characteristic can be seen more clearly in the following detailed analysis of the talk.
In general, Aor’s talk-time increased, as did the amount of spoken language
produced. A comparison of Week 3 and Week 11, for each of which she had a
similar amount of preparation time, shows that Aor was able to talk for longer and
produce more AS-units and a larger word count in Week 11. What is interesting in
this data is that although the amount of talk time and number of AS-units in Week
8 were similar to Week 3, the word count was much higher in Week 8 when Aor
had more preparation time, which shows that students can produce complex and

longer sentences if they have more time to prepare.

Aor’s Text 1 records her presentation from Week 3. This was a presentation

following the first round of small group discussions which focused on the students’
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understanding of The Gift of the Magi. Students had about 16 minutes to discuss

and prepare their talk.
Aor’s Text 1
Recorded on 25 June 2012 (Week 3), File M2U00011.MPG, 5.01-6.50.

The summary of the Gift of the Magi. {er} | This story talk about the love of
poor person in {ah} Christmas, {they er um} | because they want :: to buy
the best gift for their lover | but {er} the gift is {er} not benefit :: because {er}
Della give Jim a fob chain | and Jim give Della a comb | but Della sold her
hair already for buy {the} the fob chain for Jim | and Jim sold the watch for
buy the comb to Della. {er} | And {they} they cannot use {er} their gift ::
because it’s useless. | So this story, {er you} you can see the love in this story
| when you love someone :: you can give the best of your life {to to} to your

lover.

Text 1, which was produced during the 105-second presentation, consists of 9 AS-
units and contains 14 clauses, five of which are subordinate clauses. The total word
count after dysfluency elements are excluded is 108 words. The elements of
dysfluency are mainly hesitation and repetition, which can serve as self-scaffolding
when searching for the correct words. The text follows the language features of a
narrative and highlights the student’s familiarity with this genre. In Text 1, Aor
introduced the talk by indicating that it would be a summary of the story. Then she
summarised the theme: “This story talk about the love of poor person,” and
provided the reason for her summation of the theme by drawing on the plot of the
story: “because they want to buy the best gift for their lovers”. The talk then turned
to the complication in the story and ended with the conclusion that these actions
represent the love between the two characters. There was no clear link in the talk
to explain the importance of such items as why the comb and the fob chain were
“the best of your life”. This shows that the speaker assumed the audience would
understand the reason behind it and relied on this shared knowledge to create the

talk.
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Clause complex analysis of Aor’s Text 1
1. The summary of the Gift of the Magi.
2. This story talk about the love of poor person in Christmas,
a because they want to buy the best gift for their lover.
3. But the gift is not benefit
a. because Della give Jim a fob chain
b. and Jim give Della a comb
4. But Della sold her hair already for buy the fob chain for Jim
a. and Jim sold the watch for buy the comb to Della.
5. And they cannot use their gift
a. because it’s useless.
6. So this story, you can see the love of this story.
7. When you love someone
a.you can give the best of your life to your lover.

The text consists mostly of compound and complex sentences. The text is factual,
direct and plainly structured. There is no embedding, minimal use of adjectives,
and minimal use of circumstantial elements such as “in Christmas”, “for their lover”
and “in this story”. Clauses are mostly of unequal relationship. They are
subordinate clauses that provide reasons with linking words such as “because”. In
addition, the information in Text 1 that describes the complication is created by a
compound-complex type of sentence in which extending conjunctions “and” and
“but” are used to provide additional information. The main conjunctions used are
“because”, “and” and “but”. Clause complexes such as clause 5 and 6 are linked by
the conjunctions “and” and “so”. The implied meaning of these conjunctions within
these contexts goes beyond their normal use. Aor uses “and” to relate the result of

the previous sentences and “so” to lead to a conclusion. This type of conjunction
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use will be discussed in the discussion section as an effective use of fluency

strategy.

The relationships within clause complexes are varied. Most are in subordinating
relation, with “because” used to introduce reasoning. One of the clause complexes
is a compound-complex structure. Aor also uses extending conjunctions as a
Textual Theme to link the ideas between clauses. Thematic Progression pattern
shows that different Themes derived from the Hypertheme (plot summary) are
used to explain the plot in more detail. The recurrent Themes are the story, the gift,
Della, Jim and the pronoun “they”. These Themes reveal that the text focuses
around the main characters and their actions. Therefore, this presentation is
assessed as attaining level 2 of interpretation according to the Hillocks and Ludlow
scale and has elements of mimetic reading according to the Macken-Horarik

framework.

Next is the analysis of Aor’s presentation in Week 8. Before the small group
discussion, the teacher instructed students not to summarise the story in their
presentation and to focus only on one particular point in the story. In this class, the
students had about 23 minutes for small group discussion compared to 12-16
minutes allocated for small group discussion in other classes. They spent the first
few minutes discussing the ending of the story, and then they chose and planned
their talk in Thai before collaboratively trying to write up a presentation in English.
Thus, Text 2 featured a clear element of writing with long and complex sentence

structure.
Aor’s Text 2
Recorded on 30 July 2012 (Week 8), File M2U000112.MPG, 11.54-13.40.

| For my group we focus on the body of Homer Baron in the closed room in
the last part of the story. | And we think :: the reason :: that why they found
the iron gray “hair” on the pillow in the room *is” :: because Emily sleep
with the Baron’s body :: even though he die. | And we think :: the reason
Baron die “is” :: because Emily kill Baron by arsenic :: which she bought
from the druggist. | And :: why she Kkill her husband %is” :: because as we

know :: because Baronis a general man :: who like ::to do a man activity ::
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like hang out with his friends. | But we think :: that Emily want her husband
in her command :: because Emily is from high class :: who has the rule in her
life from her father. | And as you known :: that in the past woman will be
lower than the man | But in this case we think :: because Homer Baron is

from lower class than Emily | so she want to control him. | Thank you.

Text 2, which was produced during a 106-second presentation, consists of 9 AS-
units and contains 24 clauses, most of which are subordinated clauses. The total
word count after excluding dysfluency elements is 164 words. There are few
dysfluency features in this text as Aor mostly read from prepared notes. The text
had the feature of a review in which Aor analysed the reasons and motivation
behind the plot. She introduced the main idea of the presentation and continued to
explain the reason why Homer Baron’s body was found in the room and the
significance of an iron-grey hair found beside the body. The last part of the talk
explained the motivation for the murder. However, there was no conclusion that
clearly linked the motivation and the reason the body was kept. She ended the talk

with a formulaic “Thank you”.
Clause complex analysis of Aor’s Text 2

1. For my group we focus on the body of Homer Baron in the closed room in
the last part of the story.
2. And we think
a. the reason [[that why they found the iron gray “hair”® on the pillow
in the room]] “is" [[because Emily sleep with the Baron’s body::
even though he die]] .
3. And we think
a. the reason [[Baron die]] *is” [[because Emily kill Baron by arsenic
[[which she bought from the druggist]] ]] .
b. And [[why she Kill her husband]] *is” [[because as we know because
Baron is a general man [[who like to do a man activity like hang out
with his friends]] ]] .
4. But we think

a. that Emily want her husband in her command

141



Chapter 4 The quantity and quality of student language production

i. because Emily is from high class [[who has the rule in her life
from her father. ]]
5. And as you known
a. thatin the past woman will be lower than the man
6. Butin this case we think
a. because Homer Baron is from lower class than Emily
b. so she want to control him.

7. Thankyou.

Aor’s Text 2 features longer and more complex sentence structures with many
embedded clauses (6 in total) acting either as the subject or object of a verb.
Clauses are mostly of unequal relationship. In terms of lexico-semantic
relationship, the relationships between clauses are mostly relationships of
extension. Although two clause complexes are linked by the conjunction “and” to
explicitly add more information and show the progression of ideas, this
conjunction also implies a causal relationship with the previous clause complex.
Furthermore, the extending conjunction “but” is also used to emphasise alternative
arguments from the story. Aor starts most of her sentences with the phrase “we
think the reason (X) is (because Y)”. The text is highly coherent through the use of
linear Thematic Progression. That is to say, the Rheme of the previous clause is
used as a Theme for the following sentence. For example, the Rheme of Clause 3 is
used as the Theme of Clause 4. This thematic progression pattern is effective and
demonstrates the analytical and logical reasoning skills applied to explain the
existence of the body and the motivation for the murder. This reasoning is enabled
by reading skills in inferring the complex implied relationships between many
pieces of information in a reading text. Thus, this presentation is assessed as
reaching level 5 of interpretation according to the Hillocks and Ludlow scale and
the element of mimetic reading according to Macken-Horarik. It is clear that with
increased preparation time, students can achieve a higher level of complexity in
terms of syntactic and semantic meaning. This finding, together with data from
small group discussions in which students planned the structure of their
presentation in L1, shows that organisational skills in L2 can be transferred by

students from their L1 knowledge. The fact that students discussed their
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understanding and argued for their interpretation among themselves in L1 could

provide scaffolding for them to eventually argue for similar ideas in L2.

Next is the analysis of Aor’s presentation in Week 11. This was the first week after
midterm examination and the first occasion on which students received their
reading texts. Therefore, the teacher spent the first half an hour providing
background information and reviewing the small group process and group
member roles. The background information provided to students included an
introduction to the book, a comparison of the education system in the United
States and the Thai system, and a reading aloud by the teacher of the first chapter.
Students were advised to make notes of their reactions and write a reading log
during the read-aloud session, and the small group discussion was limited to the

information found in the first chapter.
Aor’s Text 3
Recorded on 20 August 2012 (Week 11), File MVI_7346.AV], 9.39-11.35

Good morning. | {Our group} our group is focus on {er} herself. | In the first
sentence, “It is my first morning of high school. I have seven new notebooks,
and s a skirt :: I hate, and a stomachache”. | {Er} we think {er} :: she
stomachache :: because she has the high pressure about {er} her accepting
new thing. | {Er she she} she cannot {accept her} accept her new thing about
her life. | And we think :: she is {er} isolate person :: because {she cannot
talk to she don’t talk to} she doesn’t talk to anyone first. | {Ah} she is not
friendly | and {er I think}, we think :: she don’t care about {er} everything
surround her. | So {er} people don’t like her. | And {er} we think {er} :: the
reason:: that she change her school *is” :: because in the third paragraph
“people :: who were my middle-school lab partners or gym buddies glare at
me”. | {Er} “glare at me” means :: look at her in the fierce eye. {And her
because in} | Because {she don’t think 13s} she doesn’t care everything

around her.

Text 3 is 123 seconds long. It consists of 11 AS-units and 22 clauses and 139
meaningful words. There are many instances of hesitation. The self-correction

shows that Aor is a careful speaker who closely monitors her own talk. The self-
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correction elements are aimed at rectifying both content and form; for example,
“she cannot talk to” is first revised with a focus on meaning as “she don’t talk to”.
Then, “she don’t talk to” is revised with a focus on form as “she doesn’t talk to”. The
talk was a review in which Aor analysed a characteristic of the main character.
After a short introduction, the text was developed around quotes and students’
interpretation of these quotes. There was no conclusion to the talk, and the text
ended with an episode in which the meaning of a particular vocabulary item was

discussed by the student.
Clause complex analysis of Aor’s Text 3

Good morning.
Our group is focus on herself.
In the first sentence, “It is my first morning of high school”.

I have seven new notebooks, and i a skirt [[I hate]], and a stomachache”.

v i &> W N

We think
a. she stomachache
b. because she has the high pressure about her accepting new thing.
6. She cannot accept her new thing about her life.
7. And we think
a. sheisisolate person
b. because she doesn’t talk to anyone first.
8. Sheis not friendly
9. And we think
a. she don’t care about everything surround her.
b. So people don’t like her.
10. And we think
a. the reason [[that she change her school “is" because in the third
paragraph “people who were my middle-school lab partners or gym
buddies glare at me”.]]
11. “Glare at me” means
a. lookather in the fierce eye.

12. Because she doesn'’t care everything around her.
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The clause complex analysis clearly identifies two main Themes. The first is the
plural first person pronoun “we” representing the presenter’s group. The second is
the third person singular pronoun “she” representing Melinda, the main character.
Thus, the Thematic Progression is Aor’s continuous repetition of “she” to develop
and expand her interpretation of the main character. Interpretations of the quote
are projected through the pattern “We think X because Y”. Subsequently, through a
series of complex projected clauses, Aor continues to argue and justify her
interpretation of the main character’s personality. With regard to the clause
relations, Aor uses an equal amount of logic of enhancement and logic of extension.
She uses conjunctions such as “because” to enhance the reasoning based on
different information from textual evidence while using the extending conjunction
“and” to introduce new ideas. This puts her interpretation at level 4 according to
the Hillocks and Ludlow scale, reflecting the ability to identify an implied
relationship of information given in the reading text. Although the ability to
respond using projection (I think, I believe) is regarded as being in a lower range
of response text types, the fact that Aor relied on textual evidence instead of
personal experience places this response on a higher scale of mimetic reading

according to the Macken-Horarik framework.

In summary, Aor’s texts were loosely organised with introduction and body. They
tended to lack consolidation because she did not always tie up the talk at the end.
They represented different response text types such as recount, review and
character analysis. They also consisted of a variety of sentence structures with a
very high level of subordination. Aor tended to follow a fixed set of expressions or
certain sentence patterns in delivering her presentation. The outstanding feature
of her talk was the use of projection to present the speaker’s opinions, and this
repetition assisted constant Thematic Progression. The dominance of projection
could have placed Aor’s presentation at a lower level of tactical reading according
to Macken-Horarik’s framework, but the use of logic of enhancement and textual
references instead places her presentations on the level of mimetic reading. That is,
she shows ability to use L2 to report her opinions and reasoning by building on
previous ideas. Despite the limited range of linguistic features, analysis of the
meaning and relationship between sentences in her talks show that she is capable
of performing at a high level of inferential interpretation according to the Hillocks
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and Ludlow’s framework. Her presentation shows that she has the ability to
understand the intended meaning of the reading text based on available

information.

4.4.3 Analysis of a higher proficiency student (Kong)

Kong was a member of a group of four male students. His responses to the
questionnaires and diary prompts revealed that he valued the opportunities
provided by this way of teaching to participate in discussion and share ideas. Kong
did not often rely on notes during his presentation. Instead, he referred to reading

texts to provide evidence for his talk.

In general, Kong’s talk time was two minutes or longer. Although an increase in the
amount of spoken language produced was not obvious, the overall analysis
revealed an increase in mean length of AS-units and an improvement in terms of
higher levels of subordination. The word count and talk time analysis also showed

that the talk was more fluent.

Kong’s Text 1 was a presentation from Week 4 of the first round of small group
discussion, which focused on the comprehension of a short story, Tell-Tale-Heart

by Edgar Alan Poe. He had about 15 minutes to discuss and prepare his talk.
Kong’s Text 1
Recorded on 2 July 2012 (Week 4), File M2U000032.MPG, 18.20-20.50.

Good morning. {Um} | Our group focuses on two themes of {this} this short
story. | And we found :: that these themes link to each other. | Let’s see the
{first} first theme. | That is {ah} the appearance or the reality {in your} in
your body, right. {ah} | You can see :: that the body of the old man {ah} is
{quite} quite scary, right? {Its} | The body of it or the eye of the old man may
be scare you | but you didn’t look at {ah the whole} the whole body of it or in
the reality of the old man. | You didn’t know :: that he is bad or not bad {but
you can you can only} | but the young man look at only the bad thing of the
old man :: which is the eye. | So this link to the next point :: which is the heart

of the young man. | He cannot control his heart. | This mean :: the heart will
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lead your body. | Or it means the heart will lead 15and the body will follow
it. | And if {you can control} you can control your heart, :: you can control
your body as well. | And this link {to} to do or to act the crime, right? | So
{he} he Kkill the young man because of only thing {in} in the old man body ::
which is the eye. | So {this} this means :: that he cannot control himself. | He
cannot control his heart. | This is the point. | And this link into the next
point. | That is there is no secret in the world. | Because {he he} he try :: to
cut {the ah} the body of {the} the old man :: and also hind the old man,
right? | But finally, even though no one see :: what he do :: but you yourself
see it well. | You yourself see it well. | So {you} you can know :: that what did
you do. | And finally if you cannot control your heart, :: you cannot control
yourself {you will ah} | and I mean :: the truth will reveal ::or the truth will

show :: that there is no secret in the world. | That’s all.

Kong’s Text 1 is made up of 30 AS-units containing 48 clauses articulated over a
period of 160 seconds. The mean length of the AS-unit is 11.04, the mean clause
length is 6.72 and the ratio of clauses per AS-unit is 1.64. The first part of his talk
contains fewer hesitations than the talks of other students. Later, instead of
hesitation, he uses repetition strategically to provide him with more time to decide
what to say next. This helps him to structure his talk. The text, which is a thematic
interpretation text type, is well organised and has a clear beginning, middle and
end. He introduces his talk by telling his audience that he is going to establish the
two main themes of the story before going on to talk about each theme. Although
he mentions at the start that there are two main themes, his talk actually covers
three main points which include appearance and reality, control of the heart and
body, and keeping secrets. The body parts of his talk are well constructed with
repletion for rhetorical effect, such as in these lines, “But finally, even though no
one see what he do but you yourself see it well. You yourself see it well”. He
summarises each section of the body of the talk with “This is the point” and then
relates it to the next part of the content. He ends by trying to consolidate two of the
themes in the last sentence, “And finally if you cannot control your heart, you
cannot control yourself and I mean the truth will reveal or the truth will show that

there is no secret in the world”. Therefore, this talk can be considered proficient
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and demonstrates high quality in terms of structure and delivery according to

Christie and Derewianka’s (2008) response text type framework.
Clause complex analysis of Kong’s Text 1

Good morning.

Our group focuses on two themes of this short story.

And we found [[that these themes link to each other.]]

Let’s see the first theme.

That is the appearance or the reality in your body, right.

You can see [[that the body of the old man is quite scary, right?]]

N o ok W oe

The body of it or the eye of the old man may be scare you
a. but you didn’t look at the whole body of it or in the reality of the old
man.
8. You didn’t know [[that he is bad or not bad]]
a. Butthe young man look at only the bad thing of the old man [[which
is the eye.]]
9. So this link to the next point [[which is the heart of the young man.]]
10. He cannot control his heart.
11. This mean [[the heart will lead your body.]]
a. Orit means the heart will lead
b. and the body will follow it.
12. And if you can control your heart,
a. you can control your body as well.
13. And this link to do or to act the crime, right?
14. So he kill the young man
a. because of only thing in the old man body [[which is the eye.]]
15. So this means [[that he cannot control himself.]]
16. He cannot control his heart.
17. This is the point.
18. And this link into the next point
19. That is [[there is no secret in the world.]]
20. Because he try to cut the body of the old man

a. and also hind the old man, right?
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21. But finally, even though no one see [[what he do]]
a. butyou yourself see it well.
22. You yourself see it well.
23.So you can know [[that what did you do.]]
24. And finally if you cannot control your heart,
a. you cannot control yourself
25.And I mean [[the truth will reveal or the truth will show [[that there is no
secret in the world.]] ]]

26. That's all.

The clause complex analysis reveals elaborated units of coordination, some
subordination and many units of embedding (13 embedded clauses). Most of the
embedded clauses are verb complement or objects. In terms of lexico-semantic
relationships, the relationships between clauses are varied. Clauses are mostly of
equal relationship, which is first found in the use of extending conjunction. For
example, the conjunction “but” is used to emphasise alternative argument and the
conjunction “and” is used to provide additional information. However, once again
the implied meaning of the conjunctions “and” and “or” within these contexts goes
beyond their normal use. The student is using the extending conjunction “and” as a
transition to introduce new ideas, as in clause complexes 12, 18 and 24. Moreover,
he uses the extending conjunction “or” to provide a repetition or paraphrase in
order to elaborate on the word choice, such as in clause complex 25, “the truth will
reveal or the truth will show”. This use helps to make his meaning clearer to some
listeners who may not understand the meaning of the word “reveal”. In addition to
the logic of extension that is also found in other students’ speech, Kong’s Text 2
features many instances of logic of elaboration such as those found in clauses 5, 11,
15 and 25. The elaborating conjunctions in these clauses enable him to clearly
articulate his meaning. For example, clause 5 elaborates the meaning of clause 4. It
identifies “the first theme” mentioned in clause complex 4 as “the appearance of

the reality in your body”.

The elements of Thematic Progression in Kong’s talk consist of a Hypertheme to
introduce each main idea of his talk and derived Themes to develop those ideas.

Recurrent Themes include “This”, “You” and “He” while the main Participants such
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” «

as “The old man” “the young man”, “the eye”, “the body”, “the heart” were placed in
the embedded clauses. The advanced Thematic feature found in Kong’s talk is the
use of nominalisation such as “This” and “That” as a Theme to summarise what he
had previously discussed. For instance, in clause complex 13, “And this link to do
or to act the crime, right?” “This” is nominalisation of a prior concept of
relationship between heart and body. To summarise, this text reveals a high level
of abstraction in generalising the author’s themes to a broader context; therefore,
it can be placed on level 6 of interpretation on Hillocks and Ludlow’s scale. The use
of logic of elaboration and nominalisation are features that place the text in the
highest rank of symbolic reading according to the Macken-Horarik framework.
However, as the text's experiential meaning does not reflect symbolic

interpretation at a structural level, its most appropriate placement within this

framework is that of mimetic reading.

Next is the analysis of Kong’s Text 2, which was a presentation from the first round
of small group discussion in Week 8 which focused on the comprehension of a
short story, A Rose for Emily by William Faulkner. Before small group discussion,
the teacher instructed the class to focus on any point of interest except the literary

devices. Students had about 30 minutes to discuss and prepare their talks.
Kong'’s Text 2

Recorded on 30 July 2012 (Week 8), File M2U00112.MPG, 14.03-18.15
(Three dots (..) represent a teacher’s interruption to clarify his talk before
allowing him to continue. The interruption was taken out for the analysis

purposes.)

| Our group have discussed about {the} the appearance of Miss Emily ::
when her father was death. | And you can see from {the} page 43 :: that this
is the first point :: that she dressed as usual after. | You can see :: that after
her father died | but she dressed as usual. | This clause is impossible ::
because {when any father died} when any father was dead :: that person
might be sad or feel bad | but people see that {ah} she dressed as usual and
with no trace of grief | or {she has no} she has no sadness. | {This is} This is

might assume :: that {she} she is happy :: when her father was dead | and
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she happy to be with the father... | And other point is {um} you can see :
that Mr Homer {ah} disappear three days | and after one evening {the} the
people in the town saw him, one evening | and after that he disappeared
forever. | That might assume :: that {ah} Miss Emily don’t want him ::to go
away | and want to keep Mr. Homer with her forever. | So, this might mean ::

that Miss Emily kill Mr. Homer | and keep him in the room. |

Kong’s Text 2 is 112 seconds long. It consists of 16 AS-units and 30 clauses and
174 meaningful words. There are many instances of hesitation. Unlike Text 1,
which has more hesitation elements at the beginning, there are instances of
hesitation throughout Text 2 with repetitions used to scaffold the new sentences.
The talk is rather well structured, partially following a critical response text type. It
commences with a short introduction to the point of interest: the appearance of
Miss Emily after the death of her father. This is followed by two main ideas. The
first main idea discusses the group’s disbelief in this character’s behaviour and the
second discusses Homer Baron’s disappearance. Although the talk ends with a

conclusion to the second main idea, there is no consolidation of the whole talk.
Clause complex analysis of Kong’s Text 2

1. Our group have discussed about the appearance of Miss Emily
a. when her father was death.
2. And you can see from page 43 [[that this is the first point [[that she dressed
as usual]] ]].
3. You can see [[that after her father died but she dressed as usual.]]
4. This clause is impossible
a. because when any father was dead
i. that person might be sad
ii. or feel bad
b. But people see [[that she dressed as usual and with no trace of grief
or she has no sadness.]]
5. This is might assume [[that she is happy when her father was dead and she
happy to be with the father.]]
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6. Other point you can see [[that Mr Homer disappear three days and after one
evening the people in the town saw him, one evening and after that he
disappeared forever.]]

7. That might assume [[that Miss Emily don’t want him to go away and want to
keep Mr. Homer with her forever.]]

8. So, this might mean [[that Miss Emily kill Mr. Homer and keep him in the

room.]|

The clause complex analysis shows a more equal relationship between clause
complexes through the use of the extending conjunctions “and”, and “but” and the
enhancing conjunction “so”. There is one unequal relationship in clause complex
four to show reasoning and condition. However, the text is highly cohesive through
the use of nominalised pronouns such as “This” and “That” as Themes. These
Themes refer back to the previously mentioned concepts and create cohesion. This
is a feature of derived Thematic Progression. It is important to note that although
the Themes found in the talk may be short and simple, the Rhemes consist of long
and complex embedding clauses. The use of complex embedded Rhemes reveal
that the speaker is capable of planning and delivering sentences containing
multiple ideas. In general, the first main idea reveals aspects of a critical response
to the reading in which students in this group doubt the possibility of the text,
while the second main idea reveals the ability to relate different information and
understand the implied meaning of a text. These interpretations are based on
information juxtaposed closely in the text; thus, the text is placed at level 4 of
interpretation by Hillocks and Ludlow’s framework. In addition, the text was
presented objectively. For instance, the word “assume” was used repeatedly to
objectively provide speculation and interpretation. This objectivity and ability to
critically respond to the reading places this talk at the level of mimetic reading

within the Macken-Horarik framework.

Next is the analysis of Kong’s presentation in Week 12. This was the presentation
of the first round of small group discussion which focused on comprehension of a
second part from the short novel Speak by Laurie Halse Anderson. The teacher had

instructed students to base their discussion on any point of interest, or upon any
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character or episode that they found interesting. Students had about 20 minutes to

discuss and prepare the presentation.
Kong's Text 3
Recorded on 27 Aug 2012 (Week 12), File M2U00112.MPG, 25.06-27.52

Good morning. | We have a lot of fighting in our group. | One of us {er er} is
interested in the Frist Admendment also like some of you. | And {we we
want to} we want :: to figure out :: {that er} who is the real American. | And
we think :: that the real American is the white people | because at the first
time {ah} Mr. Neck, {ah} said :: that “my family has been in this country for
over two hundred years”. | In this case, it is :: like they they are the one :
who are the own of this country :: because they built this place. | And fought
in every war from the first one to the last one | He said :: they have to
protect {this this} this country {for} for over two hundred years ago. | And
{er} we think :: that the real American is {er} the person :: who has been here
for over two hundred years ago | Which is the Mr. Neck’s family | and yes
we think :: that {er} Mr. Neck’s family is the white people | because ah Brave
Kid said :: that {um} “Maybe your son didn’t get that job because he is not
good enough”. | It is® Not about the discrimination | but it is about the
ability :: to do a work. | So this is not about {ah} discrimination | but it is
about ability to do any job. | If you are good enough, :: it doesn’t your skin
colour. | So we think :: that {er er Mr. Neck is the, er,} the real American in
Mr. Neck’s idea is Mr. Neck’s family or his son | because you can see :: that “I
think the white people :: who have been here for two hundred years [ago -
student inserted word] {er} are the one :: who pulling down the country”. | It
means :: that the white people cannot work well as the white people. | They
just come to this country | and they they feel :: that they are the owner of
this country (» | {and and you can} you can see :: that “they don’t know how
to work - they’ve had it too easy”. | It isjust :: that you come to a place :
which is no one there | and you feel :: that this is your country. | And we

think :: that the real American is Mr. Neck’s family. | {Ah} Thank you.
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Kong’s Text 3 was produced during a 166-second presentation. It consists of 27
AS-units and contains 53 clauses. Syntactically, the text is highly complex because
the majority of the clauses are subordinating. The total word count after
dysfluency elements were excluded is 338 words. The majority of dysfluency
elements are hesitations, which are used naturally and do not affect
comprehension. There are fewer cases of repetition compared to previous texts.
The talk was well structured and was based on the analysis of a character. It had a
clear beginning to introduce the topic, which focused on an episode called “The
First Amendment” from the short novel Speak. The body was well elaborated by
the use of direct quotes to provide text-based evidence. It ended with a short

conclusion to summarise that character’s behaviours.
Clause complex analysis of Kong’s Text 3

Good morning.

We have a lot of fighting in our group.

One of us is interested in the Frist Amendment also like some of you.
And we want to figure out [[that who is the real American.]]

And we think

AN

a. thatthe real American is the white people
6. Because in the first time Mr. Neck said
a. that “my family has been in this country for over two hundred years”.
7. In this case, it is
a. like they are the one [[who are the own of this country because they
built this place. And fought in every war from the first one to the last
one.]]
8. Hesaid
a. they have to protect this country for over two hundred years ago.
9. And we think
a. that the real American is the person [[who has been here for over
two hundred years ago |[]
10. Which is the Mr. Neck’s family.
11. And yes we think
a. that Mr. Neck’s family is the white people
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12. Because Brave Kid said
a. that “Maybe your son didn’t get that job
i. because he is not good enough”.
ii. “*tis” Not about the discrimination
iii. butitis about the ability to do a work”.
13. So this is not about discrimination
a. butitis about ability to do any job.
14.1f you are good enough,
a. itdoesn’t your skin colour.
15. So we think
a. that the real American in Mr. Neck’s idea is Mr. Neck’s family or his
son
16. Because you can see [[that “I think the white people who have been here for
two hundred years” ago “are the one who pulling down the country”.]]
17. It means [[that the white people cannot work well as the white people |]
18. They just come to this country and they feel [[that they are the owner of
this country]]
19. And you can see [[that “they don’t know how to work - they’ve had it too
easy”.]]
20.1t is just [[that you come to a place [[which is no one there]] and you feel
[[that this is your country.]] ]]
21. And we think
a. thatthe real American is Mr. Neck’s family.

22.Thank you.

The clause complex analysis shows that the text consists of varied clause

structures and relationships including extensive use of embedding as a

complement of verbs. Most of the clauses are of unequal relation which is mainly

through the use of projecting sentences such as “he said” or “we think” to project

ideas. In terms of lexico-semantic relationships, some clauses are linked in equal

relationship through the use of extending conjunctions such as “and” and “so”.

However, once again we see the implied meaning of these conjunctions which aim

at providing reasoning and concluding. In clauses 9 and 21, there is a word “and”

which should be used to join two clauses of equal value. However, in this instance
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“and” has been used in a sense of “and so” or “with the result that”. This implied
meaning conveys an unequal relationship between the two clauses. In addition,
Kong uses logic of elaboration to clarify his talk, such as in clause complex 17. The
Thematic Progression is based on derived Theme to explain the beliefs and
behaviours of Mr. Neck’s character in more detail. The recurrent Themes are “he”,
“we”, “you” and “this”. These Themes reveal that the text focuses on the main
characters and their actions. Moreover, the Theme “you” is used to draw the
listeners’ attention to the direct quotes used as evidence to support his argument.
In summary, Kong used various sentence structures and combinations to
cohesively discuss the behaviour of a character based on different pieces of
information from the novel. This clearly indicates his ability to infer meaning from
reading and places his interpretation at level 5 according to Hillocks and Ludlow’s
framework. It also shows that Kong engaged with the event in the text with the use
of the logic of enhancement to provide his reasoning. These features place his

presentation at the level of mimetic reading level in Macken-Horarik’s framework.

In conclusion, Kong’s presentation reveals the features of a well structured text
from higher level response text types such as character analysis, thematic
interpretation and critical response. It consists of varied sentence structure with
very high level of syntactic complexity. Different features of semantic relations
were used to build on the coherence of his talk. The outstanding features of his talk
were the use of elaborating conjunctions to clarify and exemplify his talk, and the

use of nominalised Theme to create cohesion.

If we look at Kong’s presentation in terms of the criteria within the Macken-
Horarik framework it is clear that the use of a nominalised Theme represents a
feature of the high symbolic reading level, and the dominance of the logic of
enhancement places him on the mimetic reading level within that framework. On
the other hand, in terms of the Hillocks and Ludlow framework, an analysis of the
meaning and relationship between sentences in his presentation reveal a high level
of inferential interpretation. Overall, Kong’s presentations in terms of the Hillocks
and Ludlow framework reflect the same high inferential level as presented by

other students in this study. Nevertheless, in terms of the Macken-Horarik
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framework, the analysis of his language reveals features that are found in more

abstract use of language to reflect those interpretations.

4.5 Quantity and quality of whole class discussion

In this section, examples of three types of interaction will be provided with an
analysis of the quantity and quality of each example. These interactions are triadic
teacher-student interaction, dialogic teacher-student interaction and student-
student interaction. These three types of interaction traditionally reflect the high
level of quantity and quality of interaction when students are responding to
familiar content or content that they are interested in. The transcription
procedures in these examples reflect teachers’ and students’ real L2 production in

terms of hesitation, repetition, self-correction and errors.

4.5.1 Triadic teacher-student interaction

The following excerpt is an example of IRF interaction taken from Class 1 at the
beginning of the class in Week 12. This is the second lesson of Speak, a short novel
by Laurie Halse Anderson. The teacher started the class by reviewing what the
students had learned from the first chapter, as shown in turn 1 to turn 39, before
continuing the discussion of the second chapter in turn 40. These two activities
clearly represent the two types of IRF that commonly occur in this study. After the
teacher had asked what the students had learned from the previous lesson as an
opening question, many students responded at the same time and their responses
were incomprehensible. The teacher then asked them to raise their hands to bid
for the floor. The most striking result shown in this example is the high number of

students participating in the activity.
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Excerpt 4.5

Recorded on 27 August 2012 (Week 12), File M2U00167.MPG, 0:50-5:50

Turn | Students Teacher
English Thai English Thai
OK. So what have you
learned from last time
about Melinda about
1 her life about her
parents about her
friends from the First
Marking Period?
SS:
2 | (Incomprehensible.
Mac raised his hand.)
3 Raise your hand if you
want to answer.
(Ked raised her hand
and looked at her
classmate. The
4 | student next to her
nodded at her to
speak. Boat raised
her hand.)
Ked: She has
something that in her
5 .
mind and she cannot
tell the others.
OK. We know that she
has something in her
mind, a secret,
6 something that

happened in the past
but she cannot tell
anybody. OK. What
else?
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(Kan raised her

7 hand.)
8 Yes.
9 Kan: She don’t like to
talk with others.
(Ying tried to raise
10 her hand but the
teacher didn’t
notice.)
She doesn’t like to
11 talk to others. Even
her friends she refers
to them as... her
12 | Kan: ex-friend
ex-friends. It, it
suggested that they
used to be friends but
something happened
they broke up and
13
now she’s alone and
all other friends are
just ex-friends.
(Gestured for Ying to
speak.)
Ying: She doesn’t like
her school because
she claims that she’s
14 ]
looking forwards to
finishing the high
school.
OK. She doesn't like
schoo], as she, as she
say she talking down
15 she is looking

forwards to the end of
school. OK. And what
else?
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16 (Kitty raised her
hand.)
Kitty: She likes art
17 subject because she
can, er, represent her
feeling in her mind.
OK. Very good and
like she mentions her
art class as a
sanctuary which
18 .
means like a safe
place that she feel
relaxed and she feel
[inaudible].
19 (Green raised her
hand.)
20 Yes.
Green: Her family is
21 not happy because
they communicate
with the notes.
OK. Her relationship
with her family is not
so good or close
because they, they
don’t communicate
22 much. And the only
one way which they
communicate each
other is through a
note on the fridge.
OK?
93 (Ket raised her
hand.)
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24

Ket: She talk about
something that she
call IT that hint the
reader that it always,
always with her. It’s
something that she
go anywhere it still
with her.

25

OK. Last time we
ended at chapter
Nightmare. Was it the
real dream?

26

SS: No.

27

No. But she gives us
the hint about it with
capital letter. She
refers to it and it
haunting her and it’s
the...when she refers
to it, it’s like a hint for
reader to know that
that that thing is not a
good thing. Something
that haunting her.
Horror her all the
time. And why can
you....and in this story
we can find a hint that
why her friend broke
up with her, why
some other students
don’t want to talk to
her.

28

SS: She call the police.

29

She called the cop at
the party last
summer, right. OK. So
today we will start
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zﬁ'aﬁym@zmﬂ
ozlsule
(pointing
30 ata
student. -
What are
you going
to say?)
F:
10D
vena (I
31 was
going to
say
that...)
32 English
F: Er, Melinda and
33 | [inaudible] isolate
yourself no friends.
34 OK. Melinda is
isolated because
35 | F: Nobody talk to her.
Because somebody
talks. And if it is not
just form other...other
36 people don’t want to
talk to her but does
she want to talk to
others?
37 F: No. She keeps
herself alone.
Yes. She keeps herself
from others. Other
38 people don’t want to

talk to her and she
herself she tries to
isolate herself from
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society, from all
activities of school.
And now she has a
new friend. Who is
she?

39

SS: Heather.

40

Heather. OK. So.
Heather and Melinda
they are very
different because
Heather she is so
enthusiastic. She
wants to do so many
activities in school
while Melinda doesn’t
want to do anything.
OK. So the 2nd
Marking Period. And
can you remember
the school’s mascot or
symbol of the school.
The first one it is ...

41

SS: Trojan.

42

Trojan. And then they
change to be...

43

SS: Blue Devil.

44

Blue Devil. And last
time they want to
change to be...

45

SS: Tiger.

46

Tiger. Roar. But
Ecology Club against
it because Ecology
Club say that it’s like
that, umm...

47

SS: Degrade.
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Degrade the
endangered animal.
So now the first unit
of the second chapter
they gonna vote for

48

the new mascot.

As can be seen from excerpt 4.5, seven students participated in answering the
question. Five students’ responses were extended speech ranging from 11 to 28
words long and two students’ responses were minimal speech from 4 to 7 words
long. In terms of quality, students used L2 to describe stated facts and
relationships, such as in turns 9 and 24; to interpret simple implied meanings, such
as in turns 14, 17 and 21; and to interpret the complex implied relationships
within the literary text, such as in turns 5 and 33. Three student responses in turns
14, 17, and 21 were supported by events from the novel. This could be the direct
result of the teacher emphasising the importance of supporting answers with
textual evidence. The teacher generally accepted the answers, elaborated on them
and then elicited new responses from other students. The teacher also used the
feedback move to elicit the potential cause by supporting the students in turns 34
and 36. Overall, this excerpt shows that an IRF pattern with a more open-ended
question can result in a high quantity and quality of student L2 production when
the focus is on familiar content. Students’ responses in the first half of the excerpt
provide a stark contrast to the latter part in which the teacher elicits a known
answer in order to check key details in the story. In the second part, the students’
choral responses are ultra-minimal and factual. The teacher accepts the answers
and moves on to the next point. This ultra-minimal use of L2 is a common aspect of
normal classroom discourse in Thailand and is discussed in some detail in
Chapters 1 and 2. As shown in except 4.5, the teacher’s closed questions in this
study generally generated one-word or short-phase choral responses from
students. On the other hand, the teacher’s open-ended questions generally
generated longer, more elaborate responses from individual students. The use of
open-ended questions is a conscious strategy on the part of teachers in this

intervention. This will be discussion in more detail in Chapter 6.
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4.5.2 Dialogic teacher-student interaction

An example of excerpts showing dialogic teacher-student interaction was taken
from Class 2 after a group had reported the results of their small group discussion
of the final chapter of Speak. The teacher summarised an interesting point about
which the group had speculated that if Malinda, the main character, had protested
or screamed, she would not have been assaulted. The teacher then asked an open-

ended question to obtain opinions from the class about this issue.
Excerpt 4.6

Recorded on 14 September 2012 (Week 15), File M2U00226.MPG, 3:03-4:35

Turn Students Teacher
English English Thai
OK. Interesting
1 point
wATY IHUeAN
(OK. She said
2 that)
If Melinda has
spoken beforehand,
it wouldn’t be that
bad. OK. But why?
3 Why?

Petch: I think she want to
but because because Andy
4 | put his hand on her mouth.

Petch: And she’s a little bit
6 drunk.

7 Um-huh.

Petch: And when we drunk
sometime it hard to
8 | do...control yourself.
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iilas real
experience
19l (This is
not a real
experience, is
9 it?)
10 | Petch: No!
11 | Blue: Real experience!
12 | SS: Laughing
Julie: I think if people have
to face the situation that
they never happen before
and it is like nature that ah
the men are stronger than
the female and and I think
that she was shock that she
didn’t know what to do at
the situation. Also because of
her age makes her like |
13 | think she didn’t dare to fight.
14 She was too young
15 Taflwy (Right?)
Julie: Too young to know
16 | what to do in that position.

Excerpt 4.6 clearly shows long and elaborated student talk in L2 in contrast to
minimal teacher talk. In response to the teacher-initiated question, two students
responded with sustained speech. The first student’s response consists of 5 clauses
and is 30 words long. It covers more than three turns in turn 4, 6 and 8. She used
L2 to speculate the reasons behind the main character’s behavior in the given
circumstances of the literary text as well as to generalise based on her experience.
The elaborated responses could be the result of the teacher’s back-channelling,
which indicated acceptance and encouraged the student to continue. The second

student’s response consisted of two turns. The first turn was 7 clauses or 60 words
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long and the second turn was a 10-word elliptical clause as a response to the
teacher’s confirmation question. She also used long and complex structure in L2 to
explain the influences on the main character’s action based on textual evidence
regarding the age and sex of the character, as well as general facts about human

nature.

It is apparent from this data that the class was conducted in an open, friendly and
accepting atmosphere. Students voluntarily and spontaneously offered their
responses without formal bidding for the floor or waiting for the teacher to
allocate or nominate the turn. Furthermore, in turn 9, the teacher used L1 to give
the discussion a more conversational tone by asking whether this response was
from their personal experience. Nevertheless, the negative response by a student
was in L2. Another student jumped into the conversation to confirm that the first
student’s response was indeed from her direct experience, which caused laughter

from the rest of the class.

4.5.3 Student-student interaction

The last interaction is not a representation of student task achievement in
response to teacher questions. Nevertheless, the student-student interaction
presented in this section reflects students’ ability to initiate and respond in
discussion. This desirable feature of natural language ability is not a common
occurrence in EFL classroom but interestingly it was salient and happened in
several lessons during the semester. The following excerpt was taken from Class 4
after the presentation of the results of a group discussion of Macbeth Act 3 Scene 4.
There were two mixed-gender groups with four students in each group. Group 1
consisted of M1, M2, F3 and F4 while Group 2 consisted of M3, M4, F1 and F2. In
this excerpt, Group 1 presented their interpretation of the line “I am in blood,
Stepp'd in so far that, should I wade no more, Returning were as tedious as go o'er”.
Their interpretation was that when a person does something wrong, he or she
cannot go back and undo the wrongdoing. After the students had finished, the
teacher paraphrased their presentation by saying that Macbeth thought that the
throne was so important for him that he would do anything to gain it. During the

teacher’s summary, the small group recording also picked up students in Group 2
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who were planning an appropriate opportunity to ask questions about the

presentation of Group 1; they decided to put a question after the teacher’s

paraphrase. The following excerpt includes the presentation by Group 1 and the

teacher’s paraphrase from turns 1 to 20, in order to provide background for the

student-student interaction that followed. In the discussion, M3 critically compares

Macbeth to Angulimala. Angulimala, aka Ahinsaka, mentioned in this discussion is

a character from the story of the life of Buddha. He was a bright young man falsely

led by his teacher to kill 1000 people as a tribute to the teacher. Angulimala killed

999 people, and the last person he intended to kill was his mother. Committing this

would be the worst sin, but Lord Buddha stopped him and preached to him.

Ultimately, Angulimala repented and was ordained as a Buddhist monk.

Excerpt 4.7

Recorded on 11 July 2012 (Week 6), File 120711.MP3, 0:53:55-0:57:38

Turn Students Teacher
English Thai English
1 M1: line 137...” am in
blood, Stepp'd in so far that,
should I wade no more,
Returning were as tedious
asgoo'er:”
2 | you can see that if we do
something, it - we can turn
back.
3 F4: We cannot
4 M2 & M1: We cannot turn
back.
5 F4: It’s too late for us to
turn back to begin with.
6 | M1:you can see that he
killed his friend, his - his...
7 | M2&F4: His king
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8 | F4: his friend

9 | M2: For - for getting the
throne.

10 | F4: for getting the throne
and.

11 | M1:[He can do anything.]

12 | M2: [He can do everything]
that you want to do - that he
wants because of his throne.

13 | F4: Yeah, he doesn’t care
that...this is right or wrong
but [...because the desire
dominate him.]

14 | M1: [But when we do
wrong] we cannot turn
back.

15 mszadrandhiudy (Because

they go too far.)

16 M2: Uh-uh. siunaudaliuds

(got mixed up)
17 F4:hiansonoudd ndunld
(Cannot get back.)

18 So for Macbeth
himself, he
thinks that the
throne is very
important for
him, right?

19 | SS:Yes.

20 He can do
everything to
get the throne.

21 | M3: Why?
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22 Why?
23 | M3: May I ask the question?
Why he can turn back?
24 Why he cannot
turn back?
25 | M3: Yes.
26 | M1: He killed my friend.
27 | SS: (Laugh)
28 | M3: Yeah. You know
Angulimala [Ahinsaka]. He
killed 99 people. So he still
have hope of turning back
and change himself.
29 | F2: Change himself
30 | F1: Someone think that it’s
never too late to mend.
31 | M3:It’s never too late to
mend.
32 | F4: Itdepend on each - each
person.
33 | M3: Ah. OK. (Laugh)
34 | F2: Support more. (Laugh)
35 | M1:You can see that in - in
- in the act before - you can
see that it - he really really
wants to be the king and
she is
36 | M2: He - he has
37 | F4: And the first time, he
afraid that, he afraid to kill,
er,
38 King Duncan
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39

F4: to kill Duncan, but he -
his wife persuade him. And
in this act, he decided by
himself to kill his friend
died. (Laugh)

40

M?2: fe siuii supporter
fifuzasy it (There are
good supporters. There
are...)

41

M1: fivaginne (There are
predictions.)

42

M2: fisia witches finauiua

finansseriines support

=

nantunsdives esgautane iau
wweniftefazildnduiiuaud
ualunsdiiae i Tasuenliifiu
ARz Ao hpudoadiuaud ug
uasnnuentee (There are
witches, the witches
and there is a wife to
support. But in the case
of Angulimala, there is a
person telling him to
become a good man but
in this case nobody tells
him to be good, that you
must be a good person.
But tell him, er...)

43

F4: fehaudesiimnedis
(that you have to do
everything)

44

to get the thing right.

45

M2: 0o (Yes.)

171



Chapter 4 The quantity and quality of student language production

46 M1: Avdenduaszive
sz mieaunond 19 16
wu $uilld (Angulimala
met Lord Buddha or
someone to tell him to -
er - sort of...)

47 M2: ud usinluil iliines
#uarlimez [inaudible]
(but here you do it.
Continue doing bad
things.)

48 M1: fis support ududnis
agluladae (There are
supports and he has
something in his mind.)

49 M2: we (Yes.)

50 | F4:If someone tell him that

he’s doing something wrong

51 | M2: he can turn back.

52 | F4: but nobody - nobody

tells him here yet.

53 | M3: So, it depends on the

factors around us. What
that group means is the
situation has influence
towards people or us to
make something or thing,
what we - what we, er,
decide to do.
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From this excerpt, it is apparent that students initiated and controlled most of the
classroom talk. Five out of the total 53 turns were taken by the teacher. They
summarised, echoed and provided information. Student-student interaction
started in turn 21. There are 33 turns during the student-student interaction.
Twenty-four turns are in L2 and nine turns are in L1. The L1 were not analysed for
the quantity and quality of student language production. Of the 24 turns, three are
ultra minimal speech, nine are minimal speech and 6 are sustained speech. The
length of minimal speech ranged from 2-6 words and the sustained speech ranged

from nine to 31 words.

In terms of quality, students showed ability to critically engage in L2 discussion
from the perspective of their L1 cultural knowledge as well as making good use of
the evidence from the play. In turn 21, M3 voluntarily initiates the whole class
discussion by using only the question word “why” to ask a question and the
teacher echoes his question for the class. M3 then politely uses L2 to ask for
permission to interrupt and elaborate his question. The teacher again echoes his
question and he accepts it. M1’s short response of killing as the point of no return
is rejected by M3 with his counter argument in turn 28 about the case of
Angulimala and support from F2 and F1 in the same group. Thus, students in
Group 1 try to argue their case, which M3 accepts in turn 33. However, F2 calls for
more reasons to support the explanation. Turns 35 to 39 represent Group 1
attempts to respond to the whole class discussion in L2 before they switch to L1 in
turns 40 to 49 and then switch back to L2 again to summarise in turns 50 to 52.

Finally, M3 summarises the Group 1 answers and accepts their reasoning.

The discussion was lively with every one trying to take part and challenges were
made politely, sometimes with playful laughter, as in turn 34. It can be seen that a
strong presentation phase can lead to a more elaborated dialogic interaction
between students. In the context of whole class discussion, students had the
opportunity to use L2 to form arguments and counter arguments to defend their
interpretations. Sometimes, as shown in this example, the L2 arguments involved

the group supporting their spokesman in the whole class forum.
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4.6 Summary and discussion

This chapter has provided data analysis results of examples taken from the report
back phase of literature circles. It has outlined important aspects of classroom
contexts prior to and during presentation, and has highlighted in-depth analysis of
representative groups of students from different proficiency levels. Prior studies in
literature discussion and literature circles have focused on describing either the
content or the discourse characteristics of the discussion phases. In order to
explore the effects of small group discussion, this study has alternatively
investigated the characteristic of EFL learners’ language during the reporting back
phases. The presentations were assumed to provide understanding in relation to
learners’ interpretations after their participation in small group discussion and

students’ ability to express them in L2.

Existing research on learner language quality has highlighted the relationship
between the level of complexity and the quality language production. However, the
Literature Review demonstrated that very often, considerations of complexity
focus too much on the form of utterances rather than on content, meaning and the
attainment of communicative goals. The findings from the student presentations,
based on the analysis of content and clause structure, have demonstrated the
students’ ability to use complex language in L2 to discuss complex interpretations
of literary texts. The two different frameworks of data analysis implemented are
valuable in providing different frames of reference to measure students’ responses
to literary texts. Hillock and Ludlow’s (1984) framework effectively reflects the
depth of student interpretations that rely on content and information gathered
from the literary text. The response text type framework by Christie and
Derewianka (2008) and Macken-Horarik (2006) reflects students’ linguistic
abilities in engaging and responding to a literary text. The response text-type
framework also complements Hillock and Ludlow’s framework by including
personal experience as a possible source of interpretation. Together, these two
frameworks illustrate a clearer picture of the quality of student L2 production.
According to the Hillocks and Ludlow framework, it is found that most students
are able to respond to the high cognitive demands of the referential interpretations

of literary texts. However, when the findings are considered in terms of the
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Macken-Horarik framework, those same students may not achieve the same level
of articulation of this response, particularly in terms of the coherence of the
articulation. That is to say, we are able to gain insights through the application of
both frameworks into the students’ cognitive response to the demands of the text

interpretation and the coherence of the articulation of this response.

Analysis of student language at the three different levels of proficiency was
presented in order to show that in a diverse classroom this method of teaching
literature has important benefits for students at each of the different levels.
Through the presentation tasks, students had opportunities to apply their literary
competence and communicative language competence. Students demonstrated
different levels of competence in literary interpretation; from identifying simple
details and relationships to inferring complex relationships and generalisation of
themes. Furthermore, students demonstrated that they were able to respond to
literary texts using different genres of discourse such as personal response,
character analysis, and critical response. The different levels of interpretation and
the response genres reflected students’ particular interests as well as the
influences of teachers’ guided questions. These outcomes were not only there for
the best students but also for those at the lower level of achievement. This point

will be taken up and expanded upon in Chapter 7.

In communicative language competence, students demonstrated their ability to
organise multiple, complex ideas into formal presentations in L2. They also
showed that they were capable of using different discourse styles such as
narrative, recount and argument. There was a trend towards students talking
longer and more fluently, particularly when talking about familiar topics. This
finding is in agreement with literature that students talk longer on their own
chosen topic, or from personal experience in which they have more knowledge
(Hanauer, 2001; Mantero, 2002; Kim, 2004). It is possible that participating in
small group discussion prepared students sufficiently for the presentation.
Moreover, it may be that the opportunity to talk longer about the known content
enabled students to monitor their talk for both content and form, as seen in the
findings. This “pushed output” produced by students may positively affect second

language acquisition, according to the Output Hypothesis (Swain, 1985, 2006).
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This chapter has addressed research question no. 1.1, “How can the collaborative
reader-response approach improve the traditional patterns of interaction in
intermediate level classroom contexts?’ and research question no 1.2, “How can
the reader-response approach increase the quantity and quality of target language
production?” The findings showed that students actively participated in classroom
activities and whole class discussion after taking part in scaffolded literature
circles activities. The findings from the reporting back sessions also revealed a
high quantity of L2 production in terms of talk times and units of production, as
well as high quality L2 production in terms of text organisation and levels of
interpretation. The next chapter will address research question no. 2, “What are
learners’ attitudes towards their learning experiences in the collaborative reader-
response literature classrooms?” and will examine how receptive the students
were to the new approach through the analysis of student questionnaires and

diary prompts.
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Chapter 5 Student perspectives on the literature course

Understanding students’ perspectives on, and responses to, any classroom
innovation is crucial for the successful implementation of that innovation. In this
study, students’ attitudes were gathered by means of questionnaires and diary
entries, as explained in Chapter 3. Voluntary and anonymous questionnaires were
conducted to determine students’ opinions about general literature classes. The
bilingual questionnaire consisted of three parts: closed questions on the student’s
background, general opinions on the literature class, and open-ended questions
about more specific issues concerning literature classes. As explained in the
chapter on methodology, the questionnaires were conducted twice using the same
set of questions so that a comparison could be made of students’ attitudes before
and after the introduction of literature circles. Moreover, identical questionnaires
enabled the researcher to use handwriting and responses to background questions
to match the before and after responses while maintaining the anonymity of
students. This enabled the researcher to highlight the development of attitudes
such as perceptions of difficulty over the semester. The first run took place at the
beginning of the semester and the second towards the end of the semester in
Weeks 14 and 15, following 10-12 weeks of the intervention. The closed questions
about students’ backgrounds were analysed using descriptive statistics. The open-
ended questions about students’ opinions were analysed using thematic coding.
Emerging themes were coded and similar categories were later combined to create
broader themes using NVivo 10. The percentages of theme frequency were
calculated. The frequency calculation was intended to describe the data and enable

a basic comparison to be made between the results of the two questionnaires.

Students were also asked to voluntarily and anonymously reflect their thoughts
about the classes using diary entries based on structured prompts drawn from
both the closed and the open-ended questions. The question prompts were
distributed during the 12th week of the course and again in the 13th week. In each
case, students had one week to complete the diary entries. The prompts in the first
round focused on their feelings and behaviours before, during and after the

courses using literature circles. Thirty-nine diaries were returned at the end of the
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week. In the second round (Weeks 13-14), the prompts focused on the feelings
they had regarding small group discussion and behaviours during the activities.
This data provided an elaboration of the data gathered in the first round. Twenty-
nine diaries were returned at the end of the week. The response items collected
from diary entries were coded for emerging themes. Subsequently, the emerging
themes were grouped under broader headings that related to changes in
disposition and/or behaviour. Included were data indicating the students’ feelings
about the changes that had been introduced. Following this process, the results
were reviewed to determine whether the changes could be attributed to the

literature circles, the study of literature in general, or other factors.

This chapter opens with information about students and their background, in
particular their exposure to English outside the classroom, their self-evaluation of
L2 proficiency and their preferences for specific learning activities. The second
part (Section 5.2) focuses on students’ opinions of the literature and literature
classes as reflected in the emerging themes from the two questionnaires and the
diary entries. These themes are then compared to the behaviours of students as
observed in classes in order to contextualise the students’ statements. The third
part (Section 5.3) further explores the nature of changes in students’ attitudes and
behaviours as described in Section 5.2 and the factors effecting these changes.
Understanding these factors requires a focus on students’ opinions about literature
classes in general and the comparisons they made between these classes and
reader-response based literature classes. The findings show that despite the
challenges, students recognised the benefits of literature in terms of both content
learning and language development. The chapter ends with a summary and

discussion of the findings.

5.1 Student background

This section provides the background of students who participated in the project.
A total of 53 students from two universities took part and were asked to complete
questionnaires, make diary entries using the prompts provided, allow recording of
their discussions and allow access to their task responses. The information

provided here is from the responses to the first questionnaires, to which 51
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students responded. There were 12 male respondents and 39 female respondents,
with an average age of 20 years, 41 of whom were in Year 3 and 10 of whom were
in Year 4. Twenty-two students were in the literature stream in which Thai was the
medium of instruction and had studied at least three literature courses prior to the
data collection. A total of 29 students studied literature as a core course in a
stream with English as the medium of instruction and had studied one literature
course prior to the data collection. As explained in the methodology chapter
(Chapter 3), the English courses taken by the participating students were fairly
typical of those found in many universities in Thailand. All of the students had
studied Thai literature in secondary school but only four had received any
exposure to English literature before their undergraduate level studies. In addition,
most of the students had studied with native speakers in secondary school. Only

nine students out of 51 did not have this experience.

In the questionnaires, students were asked to identify their level of language
proficiency in different skills based on a five-point Likert scale in which 1
represented a low level and 5 represented an excellent level. Table 5.1 shows that
there were some differences between classes in relation to the issue of confidence,
but these were not significant. The results show that students were more confident
with their receptive language skills than with their productive language skills. That
is, all students were more confident in their reading and listening skills and less

confident in their speaking and writing skills.

Table 5.1 Mean score of student opinions with regard to language proficiency (n=51)

Listening Speaking Reading Writing Total average

Class 1-2 (n=29) 3.31 2.83 3.13 2.54 2.97
Class 3 (n=12) 2.30 2.50 2.75 2.58 2.54
Class 4 (n=10) 2.30 2.20 3.00 2.55 2.50
Total average 2.88 2.63 3.04 2.55 2.77
S.D. 0.90 0.78 0.73 0.73

Female 2.92 2.59 3.03 2.59 2.78
Male 2.75 2.75 3.08 2.42 2.75
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The above table shows that while there were some differences between the classes
with regard to listening and speaking skills, the total data show that in general
students felt slightly more confident in their listening skill than their speaking skill.
It is also clear that, overall, the students who studied in the English as a medium of
instruction stream were more confident in their English language skills and rated
their language skills higher than students in the Thai as a medium of instruction

stream.

In terms of exposure to English texts, all except one student reported reading
English material outside classes. Table 5.2 shows the wide variety of English
material students read outside the class. The top three English texts read by
students were short stories, social media and magazines. The table also reveals
that a large number of students read novels, textbooks and news in English. The
table highlights that a high percentage of students accessed English reading
material online. In addition, many students reported exposure to English through
music and movies in their free time. This information is useful for selecting future

reading material to meet the interests of students.

Table 5.2 Percentage of students who read English text outside classroom (n=51)

Social Text Short Online News

Magazine Poems Brochure . . Novels
media book stories news paper

Class 1 71 43 14 86 43 71 71 43 29
(n=7)
Class 2 73 23 32 59 50 68 59 45 45
(n=22)
Class 3 33 50 42 83 58 83 33 50 83
(n=12)
Class 4

70 40 70 50 50 9 50 10 80
(n=10)
Total 63 35 39 67 51 76 53 39 59

In terms of learning preferences, the top three classroom activities preferred by
students at the start of the implementation were read aloud, role-play and small
group discussion as seen in the percentage of student preferences of different

teaching and learning activities (see Table 5.3, page 181). These activities are
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mostly interactive and collaborative. They require learners to participate in and
contribute to the success of the activity, and also provide opportunity for language
production. Thus, the activities organised in literature circles corresponded to the

learners’ preferences in learning activities.

Table 5.3 Percentage of students preferring each type of learning activity (n=48)

Read Group Silent Role Individua Small Whole Present
Lecture - .
aloud work  reading play lwork group class ation
Literature
stream 65 35 30 25 35 10 45 25 30
(N=20)
Core
course 50 21 29 32 50 14 36 18 21
(N=28)
Total 56 27 29 29 44 13 40 21 23

Regarding student attitudes towards literature in general, students were asked to
respond to a Likert scale type of question by rating adjectives used to describe the
literature. The adjectives represented both positive and negative feelings. The
results (Figures 5.1-4 page 182) show that before the intervention, students in the
literature stream (Figure 5.1) had more positive feelings towards literature than
those in the core course stream (Figure 5.2). However, after the intervention, both
groups reported a more positive feeling towards literature, as shown in Figure 5.3
for students in the literature stream and Figure 5.4 for students in the core course
stream. [t can be seen that a higher percentage of students in both groups felt more
neutral in terms of difficulty. This is an improvement in attitude, as at the
beginning of the intervention, there was a higher percentage of students who
agreed that literature was difficult. This suggests that literature circles make
understanding literary texts less difficult. Nevertheless, it is also important to note
that approximately the same number of students disagreed that literature was
easy, which could imply that the literary text in this project was at a good level of
difficulty for students. Students viewed the text as not easy but not too difficult,
particularly after they had participated in literature circles. Figure 5.4 also clearly
illustrates that after the intervention, a higher percentage of students believed that

literature could be useful, interesting and relevant to current situations.

181



Figure 5.1 Attitudes of students in literature stream before the intervention
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Figure 5.2 Attitudes of students in core course stream before the intervention
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Figure 5.3 Attitudes of students in literature stream after the intervention
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Figure 5.4 Attitudes of students in core course stream after the intervention
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This section has introduced the background of students participating in this
research project. It shows that students view themselves as having a functional
English language level and are quite satisfied with their reading and listening skills.
It also highlights broad attitudes towards literature in general. The next section

will describe these attitudes in more detail.

5.2 Student perspectives on literature and literature circles

This section describes the results of the analysis of two identical questionnaires
administered to the classes three months apart, and the analysis of two diary
prompts administrated during Weeks 12-14. It provides a brief overview of the
emerging themes from questionnaires and diary entries. It presents a
consolidation of these themes, and the significance of these will be taken up in
Chapter 7. The students’ comments used as examples in this section are presented
on the basis of their representativeness of the comments of the majority of
students. Students expressed themselves in both Thai and English in the diaries
and questionnaires. They were given identifying (ID) numbers and their original
remarks in English are presented in quotation marks with some spelling
corrections. Where the originals were in Thai (in parentheses), translations have
been made by the researcher and are written in italics. Square brackets have been
used by the researcher to insert additional information or missing words into

students’ comments to clarify meaning.

5.2.1 Student perspectives on literature and literature classes

The perspectives of students on literature and literature classes in general were
gathered from the open-ended section of the questionnaires. The purpose of the
open-ended questionnaires was to identify students’ beliefs about the purpose of
literature courses, the aspects of literature courses that appealed to them or that
they found challenging, as well as the kind of support they required to enhance
their learning. The questionnaires also asked about opportunities for students to
use L2 in literature classes and the prospect of reading L2 literature in the future.
Generally, very similar themes emerged from the analysis of the two

questionnaires (see Appendix 6 for a complete list of emerging themes). These
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themes mostly reflected the positive disposition of the students towards teaching

and learning literature and literature classes in general.

The analysis of both questionnaires showed that students recognised the benefits
of literature and literature classes. The benefits of literature mentioned included
the provision of knowledge, cognitive challenges, cognitive skill improvement and
language skill improvement. This is apparent from the analysis of the first
questionnaire, which revealed that the major themes arising from all students’
responses reflected students’ recognition of the benefits of literature courses. The
strongest reasons students gave for studying literature, referred to by 53% of
respondents, were related to cultural, historical and social knowledge. It was found
that of 36 comments made by 27 students, 28% mentioned knowledge of historical
and social background, and 25% mentioned cultural knowledge. For example,
student ID4 acknowledged that literature classes were required “because we can
know more about the English culture or the culture that we learn its language”. In
addition, knowledge of literary principles, literary appreciation, and gain of new
world views were each mentioned by the minority of students — accounting for
around 11% of all comments on this issue. For instance, student ID16 pointed out
that literature improves learners’ knowledge “because literature course has a lot of
information and students can get a big knowledge from reading literature.
Moreover, there are many interesting points and words that can use when you
want”. The second major theme in relation to the benefits of literature reported by
41% of all the respondents was skill improvement. Of 32 comments made by 21
students about skill improvement, 47% of the comments were about language skill
improvement, 38% were about critical thinking skill improvement, and 12% were
about imagination and creative thinking skill improvement. For example, student
ID28 commented that literature helps “to increase student's reading skill as most
of literatures different from other texts as literature has to use critical thinking
skill and other elements which help to analyse the purpose of the author or its
theme”. In addition, 37% of the students saw literature as useful in daily life. Of 26
comments made under this broad theme by 19 students, 27% mentioned that it
was generally useful for daily life, while 23% stated that it helped them to

understand themselves and the behaviours of others.
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The analysis also showed the difficulty perceived by students in relation to
literature study. When students were asked to identify their most difficult
challenge in studying literature, it was found from the analysis of the first
questionnaire that the difficulty arose either from two major issues: the task
assigned or the text itself. These two themes were mentioned equally by 49% of
the students. For themes relating to tasks, there were 47 responses from 25
students. 96% of the responses in this theme identified interpretation (53%) or a
component of interpretation such as analysing (21%), character analysis (6%) and
thematic meaning (15%) as the most difficult challenge. The remaining 4% of the
responses found the challenge in turning their response to the text into written
form. For example, student ID13 cited cognitive challenge in interpreting the

content of literary text, as revealed in her comment,

Sometimes we need to read and interpret difficult content of a story which uses
difficult language. Then I will feel bored and dislike literature. There are a lot of
problems with vocabulary and some stories are heavy reading, for example, it
requires a lot of thinking or it is about philosophical or political ideas.
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With regard to themes relating to the literary texts, there were 30 responses made
by 25 students. Of these responses, 60% expressed the view that the main
difficulties arose from limited lexical knowledge. These problems were specifically:
old language (27%), vocabulary of the text (33%), and difficulty in reading specific
genres (33%). Some 7% of the responses mentioned difficulties due to the
complexity of story (plot). A minority of students also mentioned other difficulties,
such as reading by themselves and participating in small group discussion. For
example, student ID15 reported difficulties with vocabulary and figurative
language: “vocabularies and some figurative language because sometimes | can't

figure out what does it means”.

As for students’ perspectives on literature classes, the analysis revealed that

students perceived literature classes to be beneficial to increasing their exposure
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to English literary texts, improving reading comprehension and language skills,
offering opportunities for sharing ideas and encouraging further reading. The
analysis of the first questionnaire showed that 78% of students felt that literature
classes helped them to appreciate literature, with a slightly higher percentage of

students (89%) stating the same belief in the second questionnaire.

Data analysis of the first questionnaires showed that 84% of the students agreed
that literature classes allowed them to discuss the things they were interested in.
In addition, 11% of the comments mentioned that the “there-is-no-wrong-answer”
approach taken by teachers in the literature classes encouraged them to share
their ideas. The second questionnaire produced similar results in relation to these
issues with 86% of the students indicating that they were free to discuss points

that interested them.

In terms of benefit to language learning development, all but one student
responded to the first questionnaires by saying that literature helped them
develop English reading and writing skills. Two major themes emerged from these
responses. One was that literature helped develop only reading skill and the other
was that literature helped develop both reading and writing skills. That is, 24% of
the students who were positive thought that it mostly developed reading skills.
Seventy-six per cent thought that it helped to develop both reading and writing
skills. There were 31 comments made by 38 students who thought literature
classes helped develop both skills. The open-ended comments provided
information about the specific benefits of literature classes. For example, 26% of
the comments indicated that literature classes provided increased exposure to
reading and writing. Twenty-three per cent of the comments spoke about the

benefits from exposure to examples of different writing styles.

From the analysis of the second questionnaires, 89% of students agreed that
literature classes helped develop English reading and writing skills while only 11%
thought that the classes helped develop reading skills alone. The analysis of the 37
comments made by 25 students revealed similar themes, as in the first
questionnaire, except that a higher number of students and comments mentioned
these benefits as the result of the increased exposure to reading and writing in

literature classes. For example, 50% of the students and 38% of the comments
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mentioned this theme. Another theme that received higher rates of mention was
that 22% of the total comments specifically mentioned that this happened through
writing assignments and examinations. For example, student ID24 responded to
the second questionnaire on how literature classes helped improve language skills
by saying, “when | read many English materials, I can understand that author use
to tell story more. Moreover, writing reading response also help me improve my
writing skill better”. This is echoed by the response of student ID3 who
commented that she improved her reading and writing skills “because I have to

read and write the discussion in the group for teacher and other groups”.

There were, however, a number of important differences in the way in which
students aligned themselves with particular themes from question to question, as
shown in Table 5.4 (see page 188). Table 5.4 shows the results of the questionnaire
taken after the intervention, illustrating that more students felt positive towards
literature and literature classes in general. The following are examples of the most
prominent differences in themes between the two questionnaires. First, more
students acknowledged the benefits of literature in improving knowledge and
connecting it to their daily life, as seen in the responses to Question 1. More
students also felt positive towards the cognitive challenge, with more positive
comments about literature opening them up to new perspectives, as seen in the
responses to Question 2. At the same time, more students felt negative towards
assessment using Love Point (a participation score) and the conceptual and textual
complexity of reading texts, especially the large amount of unknown vocabulary, as
seen in the responses to Question 3. A majority of students perceived discussion as
something that would help them to learn better in the literature class, as seen in
the responses to Question 5. They viewed literature classes as providing the
opportunity to share personal ideas and interests, as seen in the responses to
Question 7. Finally, literature is viewed as helping to improve reading and writing
skills through increased exposure to reading and writing, particularly writing for
assignment and examination, and improving listening and speaking skills through
discussion, listening to lectures in L2, and presentations to class in L2, as seen in

the responses to Question 9 and Question 10.
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Chapter 5 Student perspectives on the literature course

2nd
0, 0, 0, 0,
1st Questionnaire (N=51) % of % of Questionnaire % of % of
students comments (N=28) students comments
Q1 Knowledge improvement 53 79
Q1 Usefulness for daily life 14 27 18 63
Q1 Principles of literature 8 11 21 19
QZ Cballgnge thinking and 6 10 7 29
Imagination
Q2 Open to new perspectives 14 23 11 43
Q3 Love Point 8 19 14 33
Q3 Complexity of work 10 25 11 50
Q4 Abstract task 49 75
i Q4 Reading f.or 14 17
comprehension
Q4 Vocabulary 20 33 29 73
Q5 Discuss 2 10 7 33
Q5 Explaining the difficult 33 59 7 11
parts
i Q5 Explaining 29 42
the content
Q7 Gives you chance to freely
share your personal ideas and 53 44 54 65
interest
Q8 Improves your knowledge 20 59 4 9
Q8 Helps you
- understand the 14 45
text better
Q9 Better comprehension 2 3 11 8
Q9 Ir.1creased e)fp.osure to 16 26 50 38
reading and writing
Q9 Writing for assignments 10 16 29 22
and exams
Q10 Discussion 27 47 21 27
Q10 Listening to lectures in 8 13 21 27
L2
Q10 Presenting to classinL2 8 13 25 32
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There were also a number of new themes that emerged in the second
questionnaires in response to Questions 4, 5 and 8. For example, in Question 4
students added “Comprehension” as one of the important challenges. This
suggested that students personally engaged with the text and tried to understand
it. Some of the new themes seemed to be the result of students’ understanding of
the classroom procedure and ability to reflect more clearly on their learning needs.
For example, in Question 5 the assistance needed from teacher in the theme
“Explaining the difficult parts” was articulated as “Explaining the content”.
Similarly, in Question 8, the benefit of literature classes in encouraging future
reading in the theme “Improves your knowledge” was articulated as “Helping you
understand the text better”. The same themes were also reflected in the diary
prompts distributed a week earlier, which will be taken up in more detail in the

conclusion and discussion section of this chapter.

A significant change in students’ perspectives occurred when they were asked
about the opportunities to use L2 listening and speaking skills in literature classes.
Many student responses clearly stated the link between the improvement in
reading and interpretive skills and the teachers’ expectation that students would
read and prepare for discussion. Similarly, the discussion and presentation
elements in literature circles were cited as providing students with more

opportunities to practise their spoken English.

Students’ responses in the first questionnaire to the question on the benefits of
literature classes to listening and speaking skills were quite diverse. Thirty-four
per cent of students either disagreed or had mixed feelings regarding the benefits
of literature study for listening and speaking skills. However, 67% of students
thought that literature was helpful in developing listening and speaking skills as a
result of the verbal communication in the classroom. Within this group of students,
73% thought literature classes helped to develop both listening and speaking skills,
while 18% believed the classes helped to develop only speaking skills and another
9% believed the classes only helped with listening skills.

The analysis of the second questionnaire showed that 79% students reacted
positively to the idea that literature study benefits listening and speaking skills,

while 21% were negative. The 79% positive result represents a 12% increase over
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the first questionnaire. Of those with negative attitudes, most felt that the classes
helped only slightly with listening and speaking but those students put more focus
on reading and writing. Of those taking a positive attitude, 76% believed the
classes helped develop both speaking and listening skills, 19% believed they only
helped with speaking skills, and 5% believed they only helped with listening skills.
Of the 21 comments made by 16 students, 32% thought that making class
presentations in L2 enabled this development compared to 7% in the first
questionnaire. Discussion in L2 and listening to lectures in L2 were each
mentioned in 27% of the comments. For example, from the second questionnaire,
student ID25 summarised that students improved listening and speaking skills
“because we have to discuss after read story, so we have to speak and listen

lecturer and friends”.

This section has presented the overall perspectives of students in relation to
literature classes and literature in general, as they emerged from the analysis of
the questionnaires. The value of using identical questionnaires is clear because it
enables the researcher to demonstrate the shift in attitudes from the nuanced
differences in the responses to the second questionnaires. As shown in Table 5.4,
students were more emphatic about the benefits of studying literature after
participating in literature circle activities. The next section will present the
perspectives in relation to the implementation of literature circle activities as

found in the analysis of diary entries.

5.2.2 Student perspectives on literature circle activities

This section describes the detailed findings from the students’ diary entries. This
part of the project was designed to investigate students’ attitudes to the
intervention. This section describes the themes that emerged from the analysis of
data from both rounds of diary entries, as discussed in Chapter 3. Here, the focus is
on students’ attitudes and behaviours prior to and during the classes using
literature circles. The analysis revealed generally positive attitudes towards
literature circles and enabled a better understanding of the challenges faced by
students during the tasks. It is important to note that the negative comments were

mainly provided by five students and examples of their comments will be used
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intensively in this section.

5.2.2.1 Attitudes before coming to classes

The analysis of students’ responses showed that two-thirds of the students had
more positive feelings about coming to this class compared to previous courses.
For some, this change could be attributed to the intervention, but for others it
could be attributed to other independent factors such as their feelings towards
particular texts or genres. In addition to the positive feelings of excitement they
expressed for other literature courses, the inclusion of literature circles, especially
the discussion and interpretation, was identified as a factor that increased their
excitement as well as their anxiety. Many students reported that they needed to
prepare more for the class discussion in courses that used literature circles.
Although not related to the intervention, it was clear that particular genres (prose,
poetry, drama) influenced the attitudes of some students at particular points in
time. For example, some students preferred studying poetry because it was shorter
than prose, while some students preferred prose because the language was easier

than poetry.

Nevertheless, 14 students (about one-third of the student cohort) felt negative
about coming to literature classes both before and after the literature circles were
introduced. One major cause was attributable to students’ dislike of reading and
their attitude that the English literature class was “boring”. Another major cause of
negative feelings arose from the perceived difficulty of content, an unease that was
especially prominent in the Shakespearean Drama course. Although they felt
excited to be exposed to works from the canon, students reported that they felt
overwhelmed by the conceptual and linguistic difficulty of the text. With regard to
the negative feelings expressed about the intervention, one student mentioned that
he/she needed to work harder in this class and felt bored “because the processing
of studying [using literature circles] is the same pattern in every class [session]”.
Table 5.5 (see page 192) shows the comments from both the positive and negative
disposition. Since students had the option to write in Thai or English, the original
comments in English are provided (with spelling corrected), and translations are
provided for comments in Thai, with original comments in parentheses. Both of the

favourable comments in Table 5.5 show how the increasing level of discussion in
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classes made the students feel positively challenged. This challenge was described

as “feel good and excited” by ID13 and as “a little anxious” by ID14. However, the

unfavourable comments by other students showed their desire not to engage in

the discussion, and they described their feeling as being “bored”.

Table 5.5 Examples of students’ comments about their attitude towards literature

circles before coming to classes

Favourable
comment

ID 13: I feel good and excited on the day that has a Shakespearean
Drama class. This feeling is different to other courses because we do
not have to discuss much in other courses so [ am not that excited.
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ID 14: My feeling is not too much different to other courses but

because in this course there is analysis and discussion with friends,
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Unfavourable
comments

ID 37: 1 feel quite bored because the processing of studying is the
same pattern in every class. Moreover, I feel studying Literature I
is relaxing than Literature II because [in] Literature I, I [have] no

need to discuss, and write reading response.

ID 38: To be honest, I'd better like English Literature I, I liked to
study and to read poems. Old languages are more nicer, it
stimulated/motivated me to find the meaning. | was very happy
learning it. I feel so-so with English Literature II. I'm bored with it,
I think just only English Literature I would be enough for us to

study.
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5.2.2.2 Behaviours before coming to classes

The perception that they were working harder for the classes using literature
circles than was previously the case was echoed by many students when they were
asked about the ways in which they prepared for class. While 16 students
mentioned that they prepared for this class in the same way as for other literature
classes, such as by previewing the lesson and/or looking up unknown words, the
majority of students mentioned that more preparation was needed for classes
using literature circles. In addition to simply reading and/or looking up the
unknown words during the preview, they were also required to complete a
reading log, and research information from the Internet. Table 5.6 (see page 194)
shows examples of students’ comments about their behaviours before coming to
classes using literature circles. The positive comments in this table show students’
awareness of their practice in previewing for the discussion and the strategies they
use for classes using literature circles compared to other literature classes. For
example, “reading many times, review the content and making reading log” as
reported by ID35 or “find more information from the Internet” as reported by ID13.
The negative comments give an example of the minority who never prepare for
classes (ID10) and an example of the negative feeling that occurs during

previewing because of the assessment (ID45).

5.2.2.3 Attitudes during the classes

When asked how they felt during class, a large majority of students expressed
positive feelings towards the classes using literature circles. In addition to the
knowledge and enjoyment that they felt they gained from all literature classes, the
discussions specific to literature circles were said to give them opportunities and
freedom to share ideas, so they felt encouraged to take part in the discussion. Some
students also showed awareness of the challenge and the demand that the
activities placed on them. As one student pointed out, “I think, it's harder than Lit 1
because you have to work in team or the group discussion. If [ don't prepare before
come to class, [ won't have anything to talk about with my friends. It makes me to
prepare more before the class begin”. On the negative side, one student felt
confused and expressed a preference for a class where “the teacher just tells you

everything”. A few students felt bored at the prospect of having to participate in
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Table 5.6 Examples of students’ comments about their behaviours before coming

to classes using literature circles

Favourable
comment

ID 3: Before study this class, I try to prepare finding the words that
[ don’t know in the poem. It’s different from other class. Because in

other class | don’t read before. I just review the old lesson.

ID 13: Read and analyse and find more information from the
Internet. It is different from other classes that 1 find extra
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ID 35: I always prepare myself before go to classes by reading
many times, review the content and making reading log. In
opposite, for the Literature |, I just read the story and translated
the vocabularies.

Unfavourable
comments

ID 10: I never prepare for the class and it is the same as other

classes. (l@assuduuazlildar)

ID 45: I try to find information from the Internet to answer the
questions in classes. It is different from Literature I because my
friends and I would read and try to understand by ourselves. We
would search the Internet for the story that we need to work on but
we did not prepare information to fight for the point.
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small group discussion every week. Moreover, in one class, the students felt that

the nature of the assessment created more stress for them. Some students

expressed mixed feelings about classroom discussions, revealing that although

they were happy to learn about different interpretations from their classmates or

teacher, they were worried about being bored or anxious when they could not

comprehend or interpret the reading. Table 5.7 (see page 195-6) shows examples

of students’ attitudes towards literature circles during classes. The positive
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comments include examples of positive feeling such as “feel fun and free” as
identified by ID8 and “better comprehension” by ID29, or examples of the
“pressure” to perform as the result of more demanding tasks, as identified by ID23
and ID24. With the exception of a few negative comments about the repetitive
process of classes using literature circles, such as one provided by ID38, or the
uncomfortable feeling resulting from deviation from traditional classroom practice,
as commented on by ID36, most of the negative comments were either about text

difficulty, as pointed out by ID11 or about assessment, as pointed out by ID45.

Table 5.7 Examples of students’ comments about their attitude towards

Literature Circles during the classes

Favourable ID 8: In this course there is a group discussion that we can consult
comments and debate our ideas. It makes me feel fun and feel free. I don’t need

to listen to lecture and take note all the time. It’s different than other
courses, so I am happy to study this course. (M3ToUTBI

= ' ' Y A o = =3 Y Y o o Y o Y2 1A a dy 9
ummmﬂqu“lﬁ”’lﬂwuﬂz m3enu Imsisnulandeiu hliau FANIUTIUITIULAD

=
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=

< a < ' T = Qs: @ Yy A @ Y Y a d’ll
mmsaaﬁmﬂuazﬂﬂammmamqma’mzuuﬂumgﬁﬂmmmqmﬂumw'lmwmcmuﬂx)

ID 23: I feel more pressured than in Literature I because there is
small group discussion. I have to give more opinions and try to find

the evidence. (dnnaduanni Lic 1 msizdealimsaunumelungy uaea

¥
anwAAuNNIuIazondIBd 1IN Tigl)

ID 24: 1 think, it's more harder than Lit 1 because I have to work in
team or the group discussion. If I don't prepare before come to
class,  won't have anything to talk with my friends. It makes me to

prepare more before the class begin.

ID 29: The small group discussion to consult about the content in
Literature Il makes me understand the lesson more than when |

! 4
studied Literature . (a13iu 25500351 2 Imslddunguilinuda iseaiiem

o q Y ¥ ' A a
1/|1°l,mmﬂﬂmnmmaum (FYUITTUNTTIN 1))
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Unfavourable
comments

ID 11: When I am studying British Poetry I feel a little bit confused
because the poems are difficult to understand and I spend much
time to analyse what is the real meaning of them. These feeling do
not happen in other classes because I can understand them easily

than this one.

ID 45: Stressful, anxious and dislike. Actually 1 really like studying
literature but because of assessment using Love Point, I am very
unhappy in the class. It is true that Love Point makes students
participate in class more but that is because they want to get the
point. When I study Literature I, I was happier and wanted to study

Y
more. (958a f97a tazliwey ANUITWAINUFUFIUINITIIN LAINITIZITAT
< . o Y o s = a a .
dou MINUAZLUUIN love point H1ldau ludianwgulumsiGou 9590 love point
o q Yo = Y o~y ' 2 Vo & ' v .
musomlinindau luiealidmmanndy  uaudmzuneanldazuuy it 1
Y 3 ~ v YR A d' Y A 1
NAUNFUTEURUTANNANUGY 081NN [WUTEUNINAT)

ID 36: Teacher does not clear or point out every point that students
get confused. However, literature 1, teacher is nice to tell

everything.

ID 38: I think it is quite different. [ was happy while I was studying
in English Literature I. I feel nothing for Literature II, we have to

discuss in group discussion every week, so I think it's quite boring.

5.2.2.4 Behaviours during classes

Fourteen students did not see any difference in the way they behaved or asked

questions in the classes using literature circles. The majority of students reported

asking more questions of the teacher, but this was related to the content, which

they perceived as difficult, particularly in the Poetry class (Class 3) and

Shakespearean Drama class (Class 4). Interestingly, two students reported asking

the teacher fewer questions because they felt that the discussions with classmates

had enabled them to better understand the texts.
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In relation to commenting in front of the whole class or sharing opinions with the
teacher, half of the students said their behaviours were not changed, but half of the
students reported engaging in a different pattern of comment in class. The
majority said they offered comments more frequently than in previous literature
classes because literature provided opportunities for discussion and they wanted
to share their own ideas. In addition, the majority of students who perceived a
change felt that they had more opportunity to present their ideas to classmates
than previously. Table 5.8 (see pages 197-8) gives examples of students’ comments
about their behaviour in questioning and making comments to teachers during
classes using literature circles, and Table 5.9 (see page 199) shows examples of
students’ comments about their behaviour in making comments to classmates
during classes using literature circles. From Table 5.8, the positive comments point
to the favourable effects of small group discussion on student behaviours. It
seemed that in classes using literature circles students either asked more
questions of the teachers to get assistance in understanding a difficult text, as
identified by ID3, or asked fewer questions of the teachers because discussing with

friends had already enabled them to understand, as mentioned by ID23 and ID31.

Table 5.8  Examples of students’ comments about their behaviour towards

teachers during the classes using literature circles

Favourable Behaviours in questioning teachers
comments

ID 3: My behaviour in British Poetry class is different from other
class. I feel I ask the question to teacher a lot because some poems
are difficult and hard to understand. I ask the question more than
other class because when I read it I feel not understand and do not

know about belief of Christianity and tradition in England.

ID 23: I ask less questions of the teacher because I discuss with

classmates instead. Gimsowiiosauns1zimsdungw discuss MUWOU 9 11Nw)

ID 31: In Literature 2, I ask less questions of the teacher. Mostly I ask

my classmates because I discuss with my classmates first. (Literature 2

Yt 0 o s 9 ' ' 3y o A & Yt
"lm\lﬂﬁiﬂllﬂmiuﬂﬂﬁﬂmiﬂ UaININ ?f?l‘L!3J1ﬂi]%!,‘]_]umiﬂWJJﬂULWE)uLu@WTﬂ llﬂllmi
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o 4 ' ' o s '
discuss ﬂﬂlﬁﬂuﬂﬂu LWIGLL! Literature 1 ﬁ]ZUléljﬂ'm@]E]Uﬂ‘]JfJ'lﬂ'liﬂ 41INNI)

Behaviours in commenting to teachers

ID 7: More comments because [ have to present my opinions about

poems to the teacher. @wnnh mizdeuausanudariuluunnasu

S oA 79
TuduGsunee1nsdgaon)

ID 25: I make comments to the teacher more than Literature I
because I can understand the lesson and get the point to discuss

with the teacher.

ID 31: In Literature 2, | comment to the teacher more than in
Literature 1 because in every class, a representative from each

group has to present the ideas and information that they have

. . a < 1
discussed in group to the teacher. (I Literature 2 lduaasanudamiuse
819150 1IN Literature 1 15199910lunn 9 asadumuvesindnyivesuaazngu

v < v Ay o o P
ilwlﬂﬂl,l,ﬁﬂﬂﬂ’ﬂllmm!,ﬁxsll6HaﬂhlﬂﬂﬁlﬂuﬂwiuﬂqnﬁﬂﬂmﬁEl)

Unfavourable
comments

Behaviours in questioning teachers

ID 37: 1 feel I am lazy to ask teacher than I have studied literature I
because literature I, teacher has points of participating. Therefore,

[ have to be alert for getting points in literature I.

Behaviours in commenting to teachers

ID 45: In Literature 2, I talk and present more because of Love Point!

(w39 Lit 2 funauaziiuaueniu ms1Zmawaiaed Love Point!)

Table 5.9 shows that many students also mentioned that they shared more

opinions with the teachers in classes using literature circles because, as ID25

pointed out, the small group discussion helped them to understand the lesson

better. A few negative comments were made under the topic of sharing opinions in

class, but they concerned factors not related to the intervention. For example, ID37

mentioned a factor relating to his/her own characteristic and ID45 mentioned a

factor relating to assessment.
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Table 5.9 Examples of students’ comments about their behaviours in talking to

classmates about literature during the classes using literature circles

Favourable
comments

ID 11: British Poetry is the most I talk to classmate because we
have to discuss about the poems, with my group. We share our
opinions and we listen our opinions then we discuss whose
opinions are good. In other classes, | pay attention to the contents

but I do not show my opinions to class.

ID 25: Talking to classmates about literature in Literature II more
than Literature I because in this class, there is the time for group

discussion. So, | have many opportunity to talk with my friends.

ID 31: It is a lot different because in Literature 2 there are
discussions with classmates at the beginning and the end of the
class. It makes students gain new knowledge and ideas from
classmates and makes them understand the reading more. It is

different because in Literature 1 there is less discussion.

1 @ A . a = a (=]
UANANAUINN 11090011 Literature 2 Tunnaaiaazimsuanilasy anuaamiy
o A Y 9 o q Yo = P v a 1 A
nueuludunaauazienara ilmindneldanuiuazanuaalvl 9 ey

o o q Y Y A A L ay £ a 3 &
gazdeiliidnle TuiGesneuunIudnaie $9@1991n1us18390 Literature 1 #9013
IP=} 1 dy
discussion Wifitpemil)
ID 42: A little bit different because in English Literature I we do
not have much discussion with the classmate as the discussion
held for some stories not all of it. In contrast, in English Literature

II we have to discuss every class and every story that we are going
to learn.

Unfavourable
comments

ID 36: Love Point makes them be selfish; just read by their own

without sharing opinion.
ID 44: We talk more but it is like being forced to talk.

@msyanotunniiseu lit 1 uamloulautenuliyaninni)
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5.2.2.5 Behaviours after classes

Other behavioural changes that students noticed about themselves and their
classmates included increased enthusiasm and increased participation in class
discussions. Many felt that they had more opportunity to practise skills of analysis.
However, while some students felt that their classmates were helpful in assisting
them to understand the text, others thought the more competitive assessment
program could make classmates become more selfish and refuse to help members
of different groups. A student also commented on the practice of rotating group
members because they felt that progress was slower when they worked with
people with whom they felt less familiar. After classes, most students reviewed the
previous lesson, did homework and previewed work for new lessons, which were
the same behaviours as they exhibited after other literature classes. Some students
specified that they read more during the review and preview, especially for such

tasks as the reading log and reading response.

5.2.2.6 Attitudes towards small group discussion

Overall, student attitudes towards small group discussion were favourable. The
thematic coding revealed the following results. Seventy-nine percent of students
stated that they enjoyed participating in small group discussion. The features of
small group discussion that appealed to them were interpersonal comprehension,
atmosphere, and comprehension respectively. They unanimously attributed their
satisfaction to the interpersonal communication benefits of small group discussion
and the confidence this gave them. They were particularly happy with the
opportunities the small group format afforded them to share their ideas,
experiences and knowledge. They felt that they liked working with other students
and as a result they learned more about the individual members of their group.
Forty-three percent of the students from this group reported that they liked the
atmosphere of small group discussion. They felt that they could express their ideas
freely in the friendly and relaxed atmosphere of small group discussion. Some
students also mentioned that they appreciated the help available from the teacher
when they struggled with the discussion. The same number of students thought
that small group discussion helped them to gain new knowledge and information

that would assist them to gain a better understanding of the reading. They felt that
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they could check their understanding with group members, which could help them
understand the texts. Other minor themes mentioned by students included the
particular tasks they liked, such as the analysis and presentation, the sense of unity

created by the group and the feeling that the task was completed in a short time.

Students did report some negative feelings towards certain aspects of the small
group discussion, however. Some of these aspects were related to literature circles
and some were related to other factors such as interpersonal issues. Seventy-six
percent of the students reported that the negative factors related to literature
circles, which included the discussion process and discussion structure. With
regard to the discussion process, these students indicated that they disliked
disagreement and conflict in the groups. Examples of conflict included a situation
in which a group could not reach a consensus-based conclusion to the discussion,
an occasion when a group member did not listen to the opinions of others, or a
group member did not help with the task. With regard to the discussion structure,
31% of the students in this group felt that the time provided was too short for
discussing complex ideas and 9% of the students felt that the class using small
group discussion progressed more slowly than a lecture. Other negative factors not
related to literature circles included indications that the content that was too
challenging, and that students felt they struggled with the interpretation or were
unhappy with their own language proficiency. Eighteen percent of the students
also mentioned their dislike of the course’s assessment system. Table 5.10 (see
pages 202-3) shows examples of students’ comments about their attitude towards

small group discussion.

5.2.2.7 Factors affecting small group discussion

There are several factors affecting student participation in small group discussion.
When asked what encouraged them to participate in small group discussion, 76%
of students mentioned factors related to literature circles and 41% also mentioned
factors not related to literature circles. The factors affecting small group
discussions that were directly related to the introduction of literature circles could

have arisen from the students’ already formed attitudes and dispositions and also,
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Table 5.10 Examples of students’ comments about their attitude towards small

group discussion

Favourable
comments

ID 3: There are 3 things I don't like are Time because I feel tt's
very hurry when we discuss the poem. Changing group because |
feel can't discuss funnier than [as enjoyable as] old group. My
reading skill because my reading skill is very bad and feel
uncomfortable when reading but I like my friend because they try

to practise to me.

ID 11: Sometimes we over thinks about the content so we cannot
finish our work on time and we talk outside the content because

when we are in group, we always talk everything we want.

ID 17: Usually, I love to discuss in group, but if I have some things
that I don't like it might be some misunderstanding in our group.
Because we have many information, so it's too hard to

communicate and understand in the same thing.

ID 27: The small group discussion takes times because people have

different opinions and it is difficult to reach conclusion. Sometimes it

causes conflicts in the group. (#una1 mizsannaud AaNUAA/ANUTTY

= S o Y o A 1
‘ViﬁJ‘VIfﬁqﬂEﬂﬂ ‘U"N‘Vlﬂ'JTN!WUﬂIﬂLLENﬂULW@uGluﬂQM)

ID 30: - Love point because Love points made me to be under
pressure. I usually concentrated with love points more than
content that I had to learn in classes. - Discussion in a big group
because I had a less chance to speak. Five people are too much for
me.

Unfavourable
comments

ID 3: There are 3 things I don't like are Time because I feel tt's
very hurry when we discuss the poem. Changing group because |
feel can't discuss funnier than [as enjoyable as] old group. My
reading skill because my reading skill is very bad and feel
uncomfortable when reading but I like my friend because they try

to practise to me.
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ID 11: Sometimes we over thinks about the content so we cannot
finish our work on time and we talk outside the content because

when we are in group, we always talk everything we want.

ID 17: Usually, I love to discuss in group, but if I have some things
that I don't like it might be some misunderstanding in our group.
Because we have many information, so it's too hard to

communicate and understand in the same thing.

ID 27: The small group discussion takes times because people have
different opinions and it is difficult to reach conclusion. Sometimes it

causes conflicts in the group. (#unan mizsannaud AaNUAa/ANUTTY

= S o Y A 1
‘ViﬁJ‘Vlffiq‘ﬂEﬂﬂ ‘U"N‘Vlﬂ'JTN!WUﬂIﬂLLENﬂULW@uGluﬂQM)

ID 30: - Love point because Love points made me to be under
pressure. I usually concentrated with love points more than
content that I had to learn in classes. - Discussion in a big group
because I had a less chance to speak. Five people are too much for
me.

possibly from the attributes of the task assigned. For example, 27% of students
mentioned their desire to share their ideas, and 14% mentioned the desire to
finish the task quickly. Twenty-one percent of students mentioned that being in a
group encouraged them to work so that they would be accepted as part of the
group. In addition, one student said that an interesting discussion topic
encouraged him/her to participate. Other encouraging factors that were
mentioned, although not related to literature circles, were assessment and the

desire to understand the content.

As for the factors that discouraged participation in small group discussion,
students’ answers reflected their attitudes in the previous section and included
factors that were related to literature circles and factors that were not. The two
key issues related to literature circles that discouraged participation were
disagreements and conflicts that occurred during the discussion, and the negative

behaviours of some group members, such as not being prepared for discussion, not
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helping with the assignment or not listening to others’ opinions. Different
strategies were employed to cope with these conflicts after allowing every member
to voice their opinions during discussion, such as choosing the most suitable or
reasonable opinions based on the text, combining all the opinions, or voting.
Students also made certain they rotated roles and assigned the member who

contributed least to be the presenter during the presentation.

Other issues mentioned included the discussion topic being too difficult and large
group size, such as a group with five members. In terms of factors not related to
literature circles, two key issues were mentioned. The first was text related. When
the text was too difficult and students felt overwhelmed and could not
comprehend, they felt that they were not ready for the discussion. Some students
felt that some of the content was not interesting, which discouraged their
participation. The second issue was attributed to students’ characteristics and
preferences and thus included personal reasons for not wanting to participate,
such as feeling that they could not relate to the situation in the text, that they could
not explain things very well, or that their groups often talked about things other

than the discussion topic and the text.

In relation to the level of participation, 31% of the students did not recognise any
change in the amount of the participation they made during the semester. Sixty-
five percent of students perceived a change in their participation. From this group
of students, almost 90% said at the end of the semester that they were
participating more in small group discussions than they did at the beginning of the
semester. The important enabling factors attributed to literature circles were that
they became familiar with the methods and were obliged to share opinions
because that was what other group members expected of them. The other factors
related more to the gradual changes in the students themselves, such as they felt
that they were more interested in the reading, were more prepared for classes, and
were able to understand the content better over time. In addition, they felt more
familiar with other group members and less shy about sharing their opinions.
However, about 10% of the students who perceived changes reported that they
participated less towards the end of the course due to personal problems. One

student said she could not cope with the amount of class reading (a short novel)
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because she did not like reading. Another said he could not discuss well because of
lack of preparation; in particular, he did not prepare the reading log before class.
However, when a group member led the discussion he could join in to some extent

because he had read and understood the text.

5.2.3 Synthesis of student perspectives from questionnaires and

diaries

The following sections describe the recurrent themes emerging from the
responses to open-ended questions and diary entries at the beginning of the
semester and at the end of the semester. Analysis of open-ended questions
revealed that nearly all students disclosed positive attitudes towards literature
and literature circles. Six major themes dominated students’ responses. Apart from
idiosyncratic preferences for particular genres of literature and affective
enjoyment arising from reading literature, the findings highlight awareness of
various aspects of the benefits of literature and literature classes. They also
describe the challenges students perceive themselves as facing in classes and
students’ recommendations relating to the role of teachers and their classroom

management.

5.2.3.1 Increasing awareness of benefits of literature classes

Analysis of both questionnaires and diary entries at the beginning of the semester
and towards the end of the semester revealed that the great majority of students
became increasingly aware of the benefits of literature and literature classes in

three main areas: knowledge, thinking skills and language learning.

Students indicated that they believed literature helped them to develop cultural
knowledge. For example, student ID3 stated: “Literature help us to understand
tradition, belief, daily life of foreigner”. Responses from the second questionnaire
showed clearer recognition of the ways in which knowledge gained from literature
can help raise awareness of human nature and be useful in daily life. This is
reflected in student ID11’s comment: “Literature is concerning with life. It can be

the guideline for life or it reflects the state of people's mind”. This attitude may be
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attributed to the practice in literature circles of linking the reading to personal

experiences. This helps students to realise the application of literature to daily life.

The comments from both questionnaires revealed that many students believed
that literature encourages thinking skills, particularly critical thinking and creative
thinking. Furthermore, in the second questionnaire, a new theme emerged that
linked critical thinking with interpretation. This concept was clearly summarised
in a response by student ID42, who described the difference between literary texts
and other texts by the way they required critical thinking and other elements to
understand the themes of the texts. The awareness of multiple interpretations and
the importance of supporting personal interpretation were also prominently
highlighted in the second questionnaire. This is shown in a diary entry by student
ID16, who clearly recognised the significance of multiple interpretations of literary
texts: “We have to interpret and think about what happens in the story. We must try
to understand what we study and there are no right or wrong opinions but it depends

k4 ¥ ' v
on supporting reasons.” (5:1desAay uazAamuiiioewaen 1desinnudly ludsniGeu

uagmsuasannuAaiud hiidagn udedimgnaiiisnennafuayu). Thus, the students felt that

EY

literature classes allowed them to critically interpret the text and argue for their

interpretations with their classmates.

The analysis of the discursive data revealed that students believed literature
classes helped to develop English language macro-skills. At the beginning of the
semester, literature classes were believed to enhance reading and writing skill
development via increased exposure to literary texts in the target language.
However, towards the end of the semester, there was a significant increase in
student comments about listening and speaking skill development as a result of
literature classes using literature circles. Mirroring the findings from the
questionnaires, diary entries revealed many comments about the language-
learning benefits enabled by the various literature circle activities. The responses
also reflected students’ awareness and appreciation of the increased opportunities
for meaningful talk and the increased demand for language use. Student ID31
commented that discussion and presentation activities made her use English more
in speaking and writing, while reading- response activities helped her improve her

writing skill. Moreover, some students identified different aspects of classroom
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activities as their favourite classroom activity because of their extrinsic benefits in
developing language skills. For example, student ID1 said she liked presentation,
discussion and reading summary activities because they helped to improve English

skills.

5.2.3.2 Perceived benefits of group work and discussion

Analysis revealed that the majority of students viewed group activities as
meaningful, and they spoke positively about the involvement of all group members.
Student ID12, for example, described in her diary entry the collaborative efforts
that went into the whole process, from the first discussion of the meaning of the
texts to the content of the presentations. Moreover, most students appreciated
having the opportunity to share ideas and work with classmates because these
activities positively enhanced their understanding of the text and improved
interpersonal interactions. Student ID17 comprehensively summarised this
perspective in the following way: “Group discussion allows us to express our feelings

or knowledge to classmates. For some points that we misunderstood, we can

understand better after discussions”, (group discussion shldslduenanuidn

A ¥ 1A = ¥ q a A o A o q ¥ ) F
NIDANUIUNINDU TJNigﬂVI!ﬁLsUﬂi]Wﬂ LZJ?JLﬂﬁ]EJﬂlILWE]u‘ﬂﬂﬁ!iT L"llﬂﬂgﬂﬂﬂﬁ).

Furthermore, nearly all of the discursive data identified presentations and whole-
class discussions as activities that helped both the understanding of the literary
texts and the practising of listening and speaking skills. For example, student ID4
recognised how listening to presentations by other groups helped her to deepen
her own understanding. She said: “I can also know the idea of other groups of each
poem”. The overall feedback pointed to students’ feelings of satisfaction derived
from the increased opportunity to express their opinions and the development of

interpersonal relationship through their teamwork.

5.2.3.3 Perceived effects of Thai in classes

One feature of the intervention was the conscious inclusion of the use of Thai
language in classes. The findings highlighted students’ contrasting ideas about the
teachers’ use of Thai. While some students expressed the view that the teacher’s
use of Thai in class helped to improve comprehension, others thought that it
limited listening practice and reduced students’ enthusiasm for communicating in
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English. For example, student ID29 thought she understood literature better
“because teacher try to explain by using Thai language”. By contrast, student ID11
recalled her learning experiences in other literature classes and expressed the
view that this practice was not beneficial for language learning. She noted that it
did not meet her learning expectations and she preferred teachers to use English.
As for their own use of Thai in class, students did not feel that it hampered their
opportunities for language practice. Although only a minority of students actually
commented explicitly on this theme, the selected quotes are significant and accord
with the observational data. For example, student ID20 commented: “Even though
my group always talk in Thai but when the presenter has to present, we will

arrange the content in English. That's can help to improve our skills”.

5.2.3.4 Perceived challenges in literature classrooms

Analysis revealed two major types of challenge arising from the use of authentic
literary texts: the complexity of texts and the complexity of tasks. The first of these
perceived challenges seemed to arise from the linguistic complexity and
conceptual complexity of the texts. Most students felt that the linguistic challenge
was partly due to the use of the archaic English vocabulary and sentence structure
often found in certain literary genres, such as poetry. The cause of conceptual
complexity was related to the complexity of plot structure and themes presented
in the texts. The second challenge arose from the abstract nature of tasks involving
interpretation, such as analysis and thematic meaning. For example, student ID34
identified reading for symbolic meaning as the most difficult challenge. To deal
with these challenges, some students reported searching for word meanings in

dictionaries or searching for a reading summary on the Internet.

5.2.3.5 Increased workload and demands of classes

From the analysis of diary entries, it was apparent that the majority of students
perceived as somewhat onerous the increased amount of work that arose from the
reading-log preparation before class, discussion and presentation during class, and

the reading responses after classes.

Student ID24, for example, reported that the class was harder because she felt the

need to prepare for discussion with classmates and the teacher. She said: “If [ don't
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prepare before come to class, I won't have anything to talk with my friends. It
makes me to prepare more before the class begin”. However, students generally
reported this kind of stress in positive terms and contrasted it with a lack of
challenge in other literature classes. Responses by student ID13 described both his
insecurity in expressing his ideas to classmates and the “excitement” and fun he
experienced in the class. He expressed the opinion that using literature circles
increased his desire to participate in class activities. It was clear that despite the
increased workload, many students recognised the significance of these activities

and the value of assuming more responsibility for their own learning.

5.2.3.6 Other pedagogic issues

Two other issues were mentioned by several students. These were references to
conflicting opinions within the small group discussions and students’ expectations
of the role of the teacher. Most of these conflicts arose from differing opinions and
interpretations, while a minority resulted from negative behaviour on the part of
certain group members. Nevertheless, being adult learners with some experience
of group work and group discussion, these students were usually able to develop
strategies that were effective in dealing with the conflicts. Examples of such
strategies included students discussing their comprehension and interpretation of
texts to enhance understanding; groups voting to select the best ideas and
interpretations for presentations; and groups combining and synthesising
concepts from individual members who seemed to have similar ideas. However,
students preferred to argue from their own experiences and only a few students
referred to the authority of the text itself to resolve these differences. It is
important to note that student conflicts were mainly based on issues related to the

comprehension and interpretation of texts and were not personal in nature.

Many students also expressed opinions about the ways in which their teachers
could help them understand texts and facilitate their contribution to discussions.
First, they recommended various forms of scaffolding that might include
explanations of vocabulary and background information, relating the concepts to
the present time, and pointing students to possible conclusions. Students then
outlined certain teacher qualities that, as they saw it, encouraged them to voice

their doubts and express their opinions. These included friendliness,
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supportiveness and open-mindedness. A response by student ID31 clearly
articulated the effects of the teachers’ own styles of communication on students’
willingness to contribute to full class discussions. She reported that despite being
given opportunities to talk in class, she did not want to talk again after finding that
her ideas were different from those of the teacher. This suggests that although
literature circles seem to increase students’ independence in reading and
interpreting literary texts, carefully considered support is still needed to
strengthen and develop these skills, particularly in relation to the technique of

using textual evidence to support arguments when discussing different opinions.

5.2.4 Findings from classroom observations

As already noted, over 100 hours of classroom observations were recorded in the
researcher’s field notes. These data generally confirmed the enthusiasm and lively
atmosphere of classes using the literature circles framework. The notes showed
that after some hiccoughs during the introductory classes, the courses seemed to
run smoothly. Students knew what was expected of them in each class and most of
them completed their reading log in preparation for discussions. During
discussions, classes were filled with the sound of students talking about their tasks
in a relaxed manner. Consistent with the literature circles model, class time was
allocated for student-centred discussion of the readings to assist their
understanding of the texts. In many instances, students asked for and received
more time for these discussions. Class time was also allocated for the focused use

of English through presentations and whole-class discussions.

In literature classes, students always encountered a large number of unknown
words. It was clear from observation of the small group discussion that some
students - particularly those in the British Poetry class - frequently looked up the
meaning of words in the dictionary, while students in other classes tended to check
the meaning by asking their group members. This may be because the students in
British Poetry class were not very familiar with their classmates. In the British
Poetry class, the teacher would provide the meaning of unknown words at the
introduction of a poem. Teachers also introduced literary terms in the course of

teaching.
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In addition to learning vocabulary, students consulted with their group members
when preparing for the presentation. They helped to compose what was to be
presented and practised it in the small group before presenting it to the whole
class. The presentation itself provided the opportunity to practise speaking and
listening to English. Almost all students used English during the presentation all
the time. While some students read from prepared notes during the presentation,
many students used notes only as a reminder for quotations or evidence from the
text to support their arguments. Although the questionnaire data showed that
many students perceived the presentations as being helpful to the development of
both their speaking and listening skills, the field notes showed that not all students
in the class were attentive to the presentations. This may have been due to the

communicative stress felt by those waiting to give presentations.

Student discussions in small groups were carried out in both Thai and English,
although some groups preferred to use more Thai (L1) than other groups.
Nevertheless, opportunities for students to practise and reflect on aspects of their
presentations were provided through whole-class discussion as well as in group
discussions. Observations of student talk in English during the presentation and
whole-class discussions showed efforts to communicate in English. Some students
clearly struggled, often experiencing long pauses until they found the words they

needed.

The classroom observation of whole class discussion showed that when teachers
used English in class, they expected students to answer in English, and that
encouraged students to use more English. Sometimes when students asked if they
could use Thai during the whole class discussion, teachers would encourage them
to use English first. Most students managed to communicate their ideas clearly in
English when prompted, and if they really struggled, some of them would use Thai
to explain. On a few occasions, students gave up trying and reverted to Thai. In
these cases, teachers generally accepted their responses, while on some occasions
teachers encouraged students to repeat their messages in English. The observation
notes also recorded that in some assessment-oriented classes, students were tense
and apprehensive about the teachers’ possible responses to their opinions during

whole-class discussions.
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The notion of the cognitive development of cultural knowledge and historical
knowledge arising from the questionnaires was evident from the classroom
observation. All teachers explained the cultural beliefs or social background that
would help students understand the reading. They were also observed to discuss
the western class and social system that influenced the behaviour of the characters
and/or the themes of the story. For example, a teacher pointed out the various
western food choices that would identify a certain meal as breakfast, lunch or
dinner, and explained how the type of food could reflect the socio-economic status

of a character.

The notion that the literature class was enjoyable also matched the findings from
the observational data. During the class, students were very relaxed and actively
participated in the small group discussion to share their ideas and try to
understand the reading. Sometimes, the students also cross checked their
understanding or questioned a member of another group. The atmosphere was
always lively. In some classes, students brought drinks and snacks into class after
the break. They ate, drank and talked about the story in a relaxed atmosphere. On
one occasion the teacher said before the break that this was a good time for them

restock their “supply” before the next round of small group discussion.

The finding from the student data that literature circles made them “know their
classmates better” was supported by the observational data from the British
Poetry class. Unlike other classes in this study where students had studied closely
together before, the British Poetry class contained students who were studying
together as a small group for the first time, after choosing the literature stream.
During the first class, they worked together very quietly, unlike students from
other classes who were very loud and lively during the small group discussion.
However, they gradually changed and became more open. Towards the middle of

the semester, they talked more in class and in a less reserved manner.

The observational data from the whole class forum at the start of the teaching
period indicates that students identified a number of challenges related to reading
literature and participating in group work. The questionnaire and diary data show
that students’ opinions about these challenges and the levels of difficulty did not

change dramatically over the teaching period. At the beginning of the semester,
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students mentioned the difficulty of reading literature from unknown vocabulary
and interpretation for the deeper level of meaning. For example, one student said
“I can understand every word but don’t know what the author talk about”. In
response to this comment, the teacher pointed out that this may be a problem with
figurative language or lack of cultural knowledge and encouraged the students by
saying that they would feel more comfortable when they had read and experienced
more. The observational data revealed that students seemed to comprehend the
basic facts from the reading but not the underlying meanings. On some occasions,
comprehension was hindered by unknown vocabulary. At times, students
struggled to choose a suitable meaning for the unknown words from the definition
given in a dictionary. During the introduction class, some students mentioned that
they did not like group work because of the disagreements that could occur during
group work. Although the teachers had revised the guidelines about group roles
and discussion strategies, students could not fully utilise the strategies. The
observational data showed that they seemed to manage the disagreements by

compromising their ideas in an effort to finish the task on time.

This section has reported the recurrent themes that appeared in responses to
questionnaires and diary prompts as well as classroom observation. Overall, the
observational data, student diaries and student questionnaires underscore the
enhanced satisfaction that students experienced in these classes. At the same time,
however, this data also pointed to the frustration with the limitations they
experienced in relation to their meaningful use of English. The next section will
describe the behavioural and attitudinal changes reported in the questionnaires
and diaries, as well as the factors effecting these changes. In conclusion, students
showed favourable attitudes towards literature and literature classes in general.
These favourable attitudes were highlighted after the intervention, with discussion
being cited as helpful to students understanding the text, and presentation being
useful for improving listening and speaking skills in class. Moreover, some of the
emerging themes from the questionnaires were also repeated in the diary entries
and confirmed by classroom observation. The implication of these themes will be

discussed further in the conclusion to this thesis (Chapter 7).
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5.3 Differences in behaviours and attitudes after participating in

literature circles

A comparison has been drawn in previous sections between students’ general
behaviours and attitudes before and after the introduction of literature circles.
This section will present a deeper level analysis of the data from the second
questionnaires and diary entries to describe the way in which these positive
attitudes are reflected in student behaviours. It will look specifically at the types of
attitude that affect the changes in behaviour and the factors influencing those
changes. A total of 201 response items were gathered from the second
questionnaires and all diary entries. These responses were first coded according to
themes, as reported in Section 5.2. In addition, they were coded according to the
nature of the changes in the behaviours and opinions of students as neutral, same
or different. They were also coded according to the nature of attitudes such as
positive, negative, neutral or mixed. A neutral code was awarded when students
stated that they like both styles of teaching equally and felt that they could not
make a decision either way. A mixed code was applied when students put forward

both positive and negative aspects of their opinions on those particular topics.

It is apparent from the analysis that the majority of responses reported change or
difference in behaviours and attitudes. Table 5.11 (see page 215) shows that 66%
of responses reflect changes in attitudes and/or behaviours, while 28% fail to
signal any differences in attitudes and/or behaviours. Six percent of responses did
not clearly state an opinion either way. In terms of attitudes, it was found that 72%
of the responses indicated a positive disposition to the questions, 15% of
responses were negative, and the rest either demonstrated mixed or neutral

feelings towards the questions.
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Table 5.11 Impression of behaviours and attitudes from diary entries and

questionnaire (from 201 response items)

Behaviours\Attitudes Positive Negative Neutral Mixed
Difference 106 21 3 2
Same 23 4 3 4
Neutral 10 7 3 3
No comparison* 9 2 0 1

Note: No comparison* is coded when students did not clearly state the similarity or

difference but simply provided comment about the topics.

Table 5.11 clearly shows that significant changes in student behaviours and
opinions occurred following participating in a reader-response based literature
class using literature circle activities. When the reasons behind the changes were
examined by looking more closely at 132 items signalling the difference in
behaviours and attitudes, as showed in Table 5.12, it was found that 64% of all
responses related to the reasons directly associated with literature circles, while
27% of all responses related to reasons associated with literature in general or the
text itself. 7% of all responses mentioned other factors, such as the personality of
the teachers. It is clear from Table 5.12 that three major factors influenced
behavioural and attitudinal changes among students. The following sections will

discuss these factors in more detail.

Table 5.12 Factors influencing the impression of difference in attitudes (from 132

response items)

Factors\Attitudes Positive Negative Neutral Mixed
Literature Circles 73 12 0 0
Literature 26 7 0 2
personality 2 2 0
Other factors 2 0 1 0
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5.3.1 Positive changes resulting from literature circles

Seventy-one percent of the positive responses were attributed to the
implementation. The students who perceived the positive changes in their
attitudes and behaviours due to the intervention reported that literature circles
made them feel positive about coming to class and they worked harder to prepare
for the class, enabling them to participate more in class discussion. The positive
feelings that they had before and during the class incorporating Literature Circles
were attributed largely to the opportunities they had to share their ideas with
classmates and teachers. The analysis of the responses revealed that students
identified a number of positive factors related to this change. This included the fact
that the class became more challenging and interesting, which encouraged them to
be more enthusiastic in taking part. They perceived that the change had allowed
them to express their ideas and gave them more courage to speak out.
Furthermore, the students’ responses revealed that the reasons they were
encouraged to participate more in small group discussion could be because they
felt the need to fulfill the duties assigned to them in the group. Their responses
indicated sensitivity to the expectations of other students concerning the
participation of all group members, as well as the group members’ expectation of
hearing the opinions of others. For the majority of the students responding, it was
clear that familiarity with the discussion format made them more comfortable and

facilitated their discussion.

5.3.2 Positive changes resulting from literature

Literary text comprehension was another major theme reported by students as
affecting their participation behaviour. Two sub-themes were found to support
this theme. First, accessible texts encouraged greater participation among
classmates. Students perceived that they participated more in class because they
felt that they could understand the text. As a result, they found the text to be
interesting and they had something to discuss with their classmates. Second,
challenging texts encouraged greater participation between students and teachers.
Students reported that they asked more questions of the teachers because they

struggled to understand the vocabulary and the interpretation of the text. For a
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significant minority of students, accessibility of the text or their interest or non-

interest in particular genres directly affected their participation.

5.3.3 Positive changes resulting from teachers

Some responses reflected how the personality of teachers affected the behaviours
of students in class. Although emerging themes from the questionnaire showed
that students still looked forward to receiving guidance and explanation from
teachers, their responses from the diary entries showed that they felt more
comfortable sharing ideas and asking questions when teachers were more
approachable and willing to help. This idea is in opposition to the traditional strict,
authoritarian view of teachers. The role of the teacher in facilitating classroom

discussion will be discussed further in Chapter 6 and Chapter 7.

5.3.4 Negative changes resulting from literature circles

Five percent of the responses reflected negative opinions about the
implementation. The majority of these negative responses were generated by six
students and were for the most part about their opposition to the form of
assessment used in the class. They referred to the assessment as creating
competitiveness, making them feel the need to be competitive and under pressure.
Other negative responses indicated that a few students found the implementation
to be systematic but too repetitive and not interesting. They were unenthusiastic
about the amount of work needed for the class and they expected the teacher to

maintain the traditional role as a provider of knowledge.

5.3.5 Negative changes resulting from literature

Negative feelings resulting from literature occurred when the texts were too
demanding for the students, causing them to struggle with comprehension. This
theme was most salient in the Shakespearean Drama class; many students
commented that the language difficulty made them read slowly, and they could not
finish reading before attending the class. One student even reported that he/she
did not preview for the class. A student also mentioned that he/she participated

less in this course than in other courses because he/she could not understand
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clearly and felt too insecure to offer opinions. Moreover, many students related
their negative feeling about the course to the specific genre being studied at the
time of the data collection, which had differed when they studied other courses.
For example, some students preferred reading poems because they were “short”
and disliked prose because it was “too long”. Some students preferred reading
prose because it was something they could “understand easily”, while some
disliked poems because they found that “old vocabulary is difficult to

understand”.

This section has described the changes to student behaviours and attitudes after
students participated in classes using literature circles. Both the positive and
negative changes have been discussed, as well as the factors influencing those
changes. These findings have implications for the improvement and
implementation of literature circles in the EFL context and will be discussed

further in Section 5.5.

5.4 Student preferences on learning activities

Almost half of the students surveyed reported that they preferred a class using
literature circles to the traditional lecture-style literature class. This was mostly
because they appreciated the opportunity to practise thinking by themselves and
sharing their ideas during the discussion. They felt that this practice made them
proud of their own ideas and more confident in sharing ideas; they were provided
with a new perspective on the reading as well as becoming more enthusiastic in
class. One student also stated that the reading response activity helped her to
consolidate what she learned in class and enabled her to understand the reading

quickly in a short time.

Overall, almost all students thought that literature circles helped to improve their
understanding of literature, and they felt positive towards them. They cited the
preview with reading log, the opportunity for small group discussion where they
shared their understanding of the text and listened to their classmates’ ideas, and
teachers’ explanations as the major things that helped their comprehension. In
addition, they believed that literature circles helped them to practise and develop

analytical and interpretive skills. About one-third of the students thought that
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literature circles enabled them to understand better than other methods. Some of
the additional reasons mentioned were that they felt more comfortable talking to
classmates than to the teacher, and they felt that literature circles created a good
atmosphere in class. About one-fourth of the students said that literature circles
also enabled them to reach the same level of understanding as regular lecture-style
classes. A few students preferred other styles of teaching. Some of the reasons they
gave were that they were not confident in their own interpretations, they did not
like to do the same thing every week and they did not like the assessment used in

the class.

Therefore, in terms of cognitive development, classes using literature circles were
at least able to facilitate student understanding of the lesson as effectively as other
types of teaching method. However, many students responded positively to the
additional positive elements of literature circles, such as interpersonal relations
and language practice opportunities, and as a result preferred this style of teaching

to the lecture style.

5.5 Summary and discussion

This chapter has described the findings from the analysis of student
questionnaires and diary entries. The questions in the questionnaires, which were
designed to investigate students’ general impression of literature and literature
classes, consist of both broader open-ended questions and more guided questions.
In the open-ended questions, students were asked to finish the prompt to identify
the reasons for studying literature, the things they liked and disliked about the
classes, and any challenges and support they felt they needed. In the more
controlled questions, students were asked to take a stance on particular issues
relating to the benefits of literature as found in literature reviews. They were also
asked to provide the reason for taking that stance. The questions in the diary
entries, on the other hand, encouraged students to reflect on their attitudes and
behaviours before, during and after the classes using literature circles and in
comparison with other literature classes. They were also specifically asked to
reflect on their reactions to small group discussion. The diary prompts were

distributed a few weeks after the midterm examination to ensure that students
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had established a firm opinion about the intervention. The timing of the diary
prompts distribution was two weeks before the second round of questionnaires;
therefore, some of the responses in the second round of questionnaires may
overlap with the diary entries, particularly the opinions in relation to language

learning benefits.

Given the diverse nature of the prompts and the space provided for the response,
the data from the questionnaires was clearly qualitatively different to the data
from the diary. The responses in the questionnaires were in the range of a single
word or short phrases to a few sentences, while the responses in the diary were in
the range of short phrases or a short paragraph to a few paragraphs. Student
responses reveal a high level of careful and complex judgment. Most of the
responses were direct and supported either by personal reasons or objective
observations. A number of responses provided careful consideration and balance
of both positive and negative points of view on the topics being asked. Overall, the
data analysis has revealed that literature circles brought about positive changes in
behaviours and/or attitudes in students. The positive comments outweigh the
negative comments, which mainly concern assessment and are unrelated to the
intervention. Only a few responses focused solely on negative aspects. The
following broad themes around the benefits of literature circles emerged in the
analysis of both the questionnaires and diary entries: cognitive gain, language gain,

affective gain and challenges.

Students perceived that they learned new knowledge and skills from both
traditional literature classes and classes using literature circles. They believed
both type of classes offered opportunities for them to practise cognitive skills such
as comprehension and interpretation. Some perceptions under this theme were
specifically aligned with data from diary entries which focused on classes using
literature circles. Although they acknowledged that small group discussion and
teachers’ explanations in literature circles helped them to understand the text
better, students felt that classes using literature circles were more challenging
than traditional classes because there was a higher incidence of discussion and

students needed to initiate the discussion themselves.
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Students felt that both types of classes offered opportunities for them to improve
language skills. They felt that literature classes gave them more exposure to
English texts and they needed to use English in writing for class assignments. They
felt this more strongly in classes using literature circles because the teacher
expected them to read before class and there were more opportunities for
speaking and listening practices from the class discussion and presentation. They
felt that reading literature and studying in classes were enjoyable. They
particularly liked the opportunity to discuss things they were interested in and to
share ideas. These perceptions were pointed out more specifically in the diary
entry sources as an effect of the use of literature circles in class. Students
commented on the positive interpersonal aspects of small group discussion, in that
it allowed students the freedom to share ideas, create teamwork by working
together, and enabled them to enjoy working with their classmates. They felt that
the small group discussion helped them to better understand their classmates,

made them feel less shy, and allowed them to feel free to share ideas.

Despite the positive attitudes towards classes using literature circles and literature
classes in general, another major theme focused on the challenges faced by
students. The three main challenges were text, group management and student
confidence. These challenges seemed to be based on the students’ level of
proficiency. The text-based challenge was mentioned in both traditional literature
classes and classes using literature circles. Texts with textual difficulty and
conceptual difficulty were the most challenging and required a high level of
teacher assistance to explain the vocabulary, cultural background and complex
ideas. In the diary entries, students mentioned that if a text was beyond their
comprehension, they would not be able to discuss it or would not want to discuss it.
The next challenge was group management. Conflict and disagreement in the
group was a major challenge for students in literature circles. Students needed to
learn how to handle conflict and monitor their discussion to stay on task. The third
challenge to students’ lack of confidence was found only in the diary entries data.
Some students mentioned their lack of confidence in interpretation and did not
know how to effectively argue their opinions, especially when the teacher
expressed disagreement during whole class discussion. This led some students to
withhold their ideas during whole class discussion.
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In spite of all the demands, challenges and lack of confidence reported in the
responses, students participating in literature circles were satisfactorily able to
perform and discuss complex ideas from literary texts in L2. This is evidenced in
the increased amount of student talk in class as well as the levels of interpretation
achieved by students, as presented in Chapter 4. These findings point to the
positive effect of placing attainable demands on student language performance. In
this case, students were pushed to perform in L2 by demanding that they engage
with a literary text and respond to it in L2. Subsequently, students changed their

learning behaviours to meet that demand.

These findings also raise significant issues that influence the successful
implementation of literature circles. These are the role of the teacher, the lesson
sequences and text selection. It is crucial that students are prepared for small
group discussion and it is essential that teachers clearly convey their expectation
that students will read before classes. Teachers must emphasise the importance of
completing the preview and writing the reading log as preparation for class
discussion. In addition, student responses relating to the role of the teacher
strongly indicate the need for the teacher to be available and approachable when

acting as a point of reference during group discussions.

With regard to the issue of literature circle structure and sequences, students
perceived that their comprehension and analysis were heightened through the
repetitive processes of classes using literature circles, such as the reading log,
discussion and reading response, in spite of a minority of students commenting
that these processes were boring. These processes also helped them to repeatedly
practise English skills. Most of the findings about students’ perceptions of cognitive
gain, language gain and affective gain confirm the positive effects of literature and
literature circles found in previous research in L1 and ESL contexts, and as
outlined in the Literature Review. However, these findings - particularly in
relation to students’ perceptions of the challenges they face - are relatively new in
the literature discussion on EFL contexts and will be taken up further in the

discussion section.

Another issue important to the success of the intervention is the selection of the

literary texts to be used in class. Selecting an accessible literary text is crucial for
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students’ comprehension of the text, because this will lead to engagement in the
small group discussion. Texts which are beyond a student’s comprehension level
could have a negative influence on their active participation in class. All elements

combined could lead to a successful and more communicative literature class.

This chapter has addressed research question no 2, “What are learners’ attitudes
towards their learning experiences in the collaborative reader-response literature
classroom?” The findings from the students’ questionnaires, diary entries and
observational data highlight positive changes in students’ attitudes and behaviours
after participating in classes using literature circles. More students recognised the
importance of literature discussion in promoting L2 listening and speaking. Many
students reported an eagerness to participate in sharing their ideas in small group
discussion, and they also indicated working harder in the preview before coming
to class. Issues related to the successful implementation of literature circles
introduced in this chapter will be further discussed in Chapter 7. The next chapter
will address research question no. 3, “What are teachers’ dispositions toward their
own learning experiences and those of their students in the collaborative reader-
response literature classroom?” to examine teachers’ attitudes to the

implementation of literature circles through the analysis of teacher interviews.
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Chapter 6 Teachers’ perspectives on literature circles

It is clear that any research on classroom interventions needs to take careful
account of teacher variables since these have the potential to impact on the
outcomes of any classroom study. The previous chapters have described how the
introduction of literature circles positively impacted student L2 production
(Chapter 4) and student receptiveness of the intervention (Chapter 5). This
chapter will describe in some detail the way in which teacher variables, including
differences in approach, were carefully taken into account in the research design. It
will also describe the teachers’ backgrounds, dispositions and perspectives on the
implementation of literature circles. The chapter will make clear that despite these
differences, the outcomes identified in Chapter 4 were strikingly similar across all
the classrooms and can thus be attributed to the uniform introduction of literature

circles, rather than to the interpretations of that method by individual teachers.

Teachers’ perspectives on a teaching innovation can influence their decisions on
whether or not to continue in the longer term with the innovation and personal
disposition also has a significant impact on the sustainability of any changes
introduced. To successfully implement any intervention, teachers need to adjust
their roles and responsibilities in response to the changing activities and nature of
the classroom. Data on the points of view of teachers show that while teacher
variables did impact on the implementation of the project, these impacts were not
so significant that they affected the success of the project, either positively or
negatively. They simply mean that teachers interpreted the intervention in line
with their existing practices and personal teaching styles. At the same time,
teacher involvement in this project has impacted on teachers’ beliefs and practices,

and has contributed to long-term changes in those beliefs and practices.

The findings described in this chapter are the results of the analysis of teacher
interviews and classroom observations. As described in detail in Chapter 3, three
teachers from two universities participated in this project. Two teachers taught
literature as a core subject in a stream with English as the medium of instruction in
one university. One teacher taught in the literature stream in which Thai was the

medium of instruction in another university. It is widely established that teachers
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are individuals whose teaching practices are influenced by certain beliefs formed
in certain contexts. As David Hayes (2008) said (see Section 3.3), teachers’
backgrounds can impact their beliefs and teaching practices. In this study, a
biography of each participating teacher is therefore presented to provide insight
into how their former educational and teaching backgrounds might impact their

current beliefs and practices, as well as their receptiveness to the intervention.

As described in the methodology chapter (Chapter 3), two types of interview were
conducted. The first was a formal, semi-structured interview of each teacher,
conducted at the beginning and end of the implementation. This interview was
about 50 minutes long. It focused on the teacher’s background and their
perspective on language teaching and literature teaching in general. The second
was a semi-structured interview conducted at the end of each lesson throughout
the semester. This interview was 10-15 minutes long and focused on the teacher’s
feedback on student performance and the class evaluation in general. The

emerging themes from the interviews were coded and organised using Nvivo10.

The findings showed some agreement among the teachers in respect of the themes
that emerged. However, within each theme, there were slightly different nuances
for each of the teachers that came about as a result of their references to their own
specific contexts; for example, themes regarding changes in student behaviour and
performance. These themes were therefore presented separately as they were
perceived by each teacher under the heading of each of the three teachers. This
presentation of data allowed the themes to be considered in relation to the context
of the teachers. Data from classroom observations are also woven into the

presentation of these themes to place what the teachers said in context.

This chapter starts by looking at the individual background of each teacher. This
section covers details of teachers’ educational and teaching experiences, their
current classroom, the implementation of literature circles, their opinions of the
changes they have observed in class, and suggestions for implementation. The
second section consolidates the findings of all the teachers’ perspectives on
literature circles under major themes emerged from all teachers. The following

section discusses the changes in the dispositions and practices of teachers after
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participation in this action research project. The chapter ends with the conclusion

and discussion of issues from the findings.

6.1 Teacher variables

The participating teachers varied in age, gender and personality. Nevertheless, all
of them shared a number of similar characteristics. For example, all are in their
early or mid-thirties and have postgraduate qualifications in language studies. One
has a PhD in Applied Linguistics. All can communicate well in English although
their English proficiency levels vary, with the teachers in the English as a medium
of instruction curriculum being more fluent. They also use different levels of L1
and L2 in class. In addition to engaging in this research project, all the teachers

were conducting other unrelated research during the time of the data collection.

In general, this group of teachers view themselves as being friendly, open-minded
and having positive relationships with the students. The data from the interviews
reveal that their own practices may have been influenced by the admiration they
had as students for teachers in their own university days, teachers they came to
see as role models. For example, in her first interview, Kitima recalled her learning

experience and how a certain teacher made an impression on her learning,

[ like to study literature because one of my teacher. She made the class
relaxing like every answer in the class always correct as long as you can
support your answer with the evidence from, from the story. So, I feel like,
“wow, this is really amazing”. So, my answer is always correct so I enjoy

reading it and study in class. And I use her as a model when I teach English.

The observational data also show that all of the teachers were comfortable with
the practices of student centred learning and they all engaged students in
classroom decisions, although the levels of control allowed for students varied
according to each teacher’s pedagogic purpose. For example, in Week 9, Kedsinee
wanted to continue a discussion with students in Class 4 but the students
suggested that they watch more of the video, and Kedsinee agreed to this. However,
she was firm when, in Week 6, she wanted to group the students in Class 3

according to ability, even though students wanted to remain in their current
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groups. She encouraged them to try to work with other members and learn more
about them. All teachers were conscious of the need for strategies to encourage
students to participate in class and they deployed these strategies. For example,
they were observed to repeat and then paraphrase questions. They also allowed
extended wait time to encourage student responses. The wait time could be 8-10
seconds long before a student responded. It seemed that the teachers allowed

enough time for students to formulate their answers in L2.

All teachers had different ways of implementing literature circles according to
context. From the observational data, it can be seen that all of them provided
background information about the reading texts at the beginning of the class.
Kedsinee even provided definitions of some words she found necessary to the
interpretation of a poem in the Year 3 poetry class. In terms of activity sequences,
Kedsinee included one round of small group discussion with the emphasis on
comprehension in her classes instead of two rounds of discussion, because the
objectives of her classes were not focused on literary stylistics. In contrast, Kitima
and Tavee included both rounds in most of their lessons. In some lessons, they
included a third round of small group discussion with the focus on discussing

literary criticism, which was one objective of the class.

In terms of assessment, Kitima and Tavee applied the same types and standards of
assessment because they were teaching different sections of the same courses,
while Kedsinee used different assessment approaches in her classes. Kitima and
Tavee taught the English Literature class by focusing on interpreting and analysing
literary texts and making the connections between the reading and the students’
lives. Course assessment included midterm and final examinations, reading
response assignment and in class participation. The in-class participation, which
was 20% of the assessment, included reading log preparation, presentation and
participation in whole class discussion. Kitima and Tavee explicitly awarded
participation scores to students who engaged in the discussion. The participation
scores, referred to as “ Love Points” were awarded as 0.25, 0.50, 0.75 and 1 point
based on the quality of contents that students had shared with the class such as

relevancy and originality.
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Kedsinee taught two classes, one of which was British Poetry, while the other was
Shakespearean Drama, as described in Chapter 3. The objectives of both classes
were to develop the ability to interpret literature and complex ideas, discuss
important issues around British culture, society and history, and develop critical
thinking skills. The assessment of both courses included midterm and final
examinations, two short papers, participation and class work. The participation
and class work each represented 10% of the final assessment mark. This teacher
gave participation and class work scores at her own discretion when students

participated in class activities.

The following sections will describe the background of each teacher, the nature of
their implementation of literature circles and their opinions on the effect of the

introduction of literature circles on different aspects of class.

6.2 Teacher profile

6.2.1 Kedsinee

When Kedsinee was approached by the researcher with the idea for this project,
she readily agreed. She eagerly welcomed it because she had previously
considered using literature circles in her class but had never implemented them.
She taught in a Thai as a medium of instruction stream and would have liked to use
English as a medium of instruction, but she found herself explaining everything in
Thai. She believed that having someone observing the class would force her to use
English more in class and possibly allow students to discuss in English. She also
considered the prospect of conducting another study of her own alongside this
project. Initial contact proved to be positive and showed Kedsinee to be open-
minded to new ideas, inquisitive about new things, and striving to improve her
knowledge and skills. There were three teachers teaching literature at Kedsinee’s
university, but she was the only teacher participating in this project because one
was leaving to undertake further study and another was not willing to take part in

the project.

The first interview with Kedsinee took place in Week 5, one month after the

implementation. It covered the teacher’s educational and work experiences,
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general attitudes towards language teaching, and the teaching and learning of
literature, and her attitudes towards literature circles. The subsequent interviews
focused on her reactions to the class using literature circles and students’
performance. At the time of the first interview, she was writing a paper about
using literature circles to promote students’ English language skills, critical
thinking skills and cultural knowledge for a conference. This activity highlighted

the high level of theoretical engagement by the teacher.

Kedsinee grew up in a small province and went to a provincial university. As a
student, she liked English because she achieved good grades in the subject. She
studied English Short Story as an elective in high school and was impressed with
the different focus of the lessons, which were not grammar focused. She
consequently decided to study English and English literature in university.
Although she found the interpretation of literary texts difficult, she found
literature liberating and discovered that it broadened her perspectives,
particularly with regard to ideas about western culture and the nature of human
behaviour. However, in class she was quiet and let her classmates do the talking
when teachers asked for opinions. Directly after graduating with her bachelor’s
degree, she studied a master’s degree in Teaching English to Speakers of Other
Languages (TESOL) and then commenced working for the same university she is
working for now. After three years of teaching in the university, she undertook
doctoral study for four years in the UK. She has taught for three years since
receiving her PhD and served as head of the English department when she

participated in this research project.

During her first year of teaching, Kedsinee worked as a teaching assistant (TA) for
the literature classes at her campus. The main campus of the university was
located in another province and many classes, including literature classes, were
broadcasted live from the main campus. On Kedsinee’ s campus, there was one
section for each literature class with more than one hundred students enrolled in
each class. The TA’s roles were to monitor students and keep the attendance roll.
After a few semesters, once the university felt that Kedsinee was able to take over
the classes, the broadcast was cancelled and she took over the teaching of

literature.
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As a language teacher, Kedsinee was aware of the communicative language
teaching methodology and the demand to encourage spoken language practices.
She was also interested in developing critical thinking in classes and paid attention
to the kinds of questions used to create critical thinking, particularly in literature
classes. Kedsinee viewed herself as being able to create a good rapport with her
students and to have teaching techniques that arouse students’ interest. She
thought students’ general proficiency at the beginning of their freshman year was
not high and she observed that teachers had low expectations of their ability to
improve. She believed that building familiarity with students would enable them to
feel comfortable in speaking up and answering questions in class. Data from the
classroom observations for this project show that she involved English major
students in many extracurricular activities and spent a portion of class time
planning extracurricular activities with students, who in return openly gave their
opinions and suggestions on how the activities should be carried out. Moreover,
the observations showed that although Kedsinee exerted minimal control over

students’ behaviour in class, most students stayed firmly focused on the task.

Kedsinee firmly believed that English major students required more than basic
communication skills and that the study of the literature of the target language
could provide students with cultural knowledge and historical background, as well
as an understanding of current social issues. Nevertheless, she noted her
awareness of some positive and negative criticism from other teachers in the
department about the literature class. While some teachers viewed students in the
literature stream as being critical and analytical, and viewed literature as helping
with cultural exposure, other teachers believed that the benefits of literature
classes were limited to improving reading skills. She therefore expressed the view
that she would like to raise the awareness among other English teachers of the
potential benefits of literature in developing critical thinking and developing the
four basic language skills, especially when English was used as a medium of
instruction. In addition, Kedsinee was interested in how literature can be used to
enhance the social development of students. She tried to build social awareness by
designing a project for students in literature class in which they would volunteer
their time and knowledge, such as making picture books for the primary school
nearby.
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6.2.1.1 Kedsinee’'s literature classes before the implementation

In her first interview, Kedsinee described her typical literature classes as a mixture
of teacher lecture and directed questions. She described how, in a number of
lessons, activities to encourage listening and speaking practices were incorporated.
These included reading aloud by the teacher or students, and a type of “reader’s
theatre” in which students took turns reading from a play script. The question and
answer phase of the class emphasised the interpretation of literary texts. Stylistics
was only mentioned when there was an obvious feature that needed explanation.
Students’ voluntary responses were rare occurrences. Consequently, Kedsinee
often called on students who she knew would be able to respond to the questions
when no student volunteered. Students’ answers varied and included both short
and extended answers. On some occasions, she incorporated small group
discussion on teacher-assigned topics and the presentation of the discussion
results to classes. In this activity, about half an hour was allocated for discussion to
allow students to write down their answers. Although the writing activity was
time-consuming, she viewed it as helpful preparation for the subsequent
presentation. After class, students wrote an analysis of the reading as an

assignment.

Although a variety of activities was provided for in the class prior to the
intervention, Kedsinee noted that students did not, in general, pay much attention
to the lesson. She speculated that this student reaction might partly be due to
familiarity with the teaching methods and partly due to student prioritisation of
other, more demanding courses. For example, some students fell asleep in class
during a presentation of a film version of Macbeth. On several occasions when
students failed to read before class, the teacher had to read with them in class and
focus on comprehension. Kedsinee expected that the introduction of literature

circles would make students become more active and more involved in class.

From the initial contact and first interview, it was apparent that Kedsinee had a
positive attitude towards literature and literature classes. She has theoretical
knowledge of teaching from her study and continuous engagement with academic
publication, and practical knowledge from years of teaching experience. She

implemented various teaching and learning activities in her class, sometimes
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without much success. She was able to theorise her teaching context and was
interested in exploring the possibility of using literature circles to enhance
teaching and learning. The following sections describe her observations after the

implementation of literature circles.

6.2.1.2 Kedsinee’s implementation of literature circles

Literature circles in Kedsinee’s classes followed the suggested activity sequence
with some adjustments. The first adjustment was that she only included one round
of small group discussion instead of two rounds, because both of her classes
emphasised the comprehension of literary texts but not stylistic or literary devices.
In addition, she allocated a longer period to small group discussion than was
initially suggested. This extended time was allocated to allow for the nature of text
difficulty, students’ lack of pre-class reading, and the preparation of presentation

scripts.

There were 12 students in each of Kedsinee’s classes. Initially, she allowed
students to form their own groups but in later classes she assigned the members of
each group. Usually, a group consisted of four members. With only 12 students in a
class, she was very aware of the strengths and weaknesses of each student.
Sometimes she put students of different ability levels together so that those with
high proficiency could help those with less proficiency in the interpretation and
analysis of texts. However, she sometimes put lower level students in the same
group and encouraged them to work hard by themselves. She found this practice to
be effective because she observed that these students seemed to be more

productive and better prepared for the lesson in the next class.

During the intervention, most of the small group discussions were conducted using
an open discussion format. Kedsinee highlighted in the final interview the
advantages and disadvantages of using student-selected topics in small group
discussions and the effect of this on student participation. While she believed that
small group discussion using student-selected topics could allow students to
express their interest more, she found it to be very time consuming. She suggested
that student-selected topics should be used in the poetry class or with short texts

that were not too difficult to read. She found it necessary to introduce some of the
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vocabulary needed for comprehension, partly to reduce discussion time. This in
turn freed her to observe the student participation in small groups and guide the
discussions once students had started their small group discussion. On the other
hand, Kedsinee found that the use of teacher-guided questions or a discussion
framework in small group discussion could reduce the time spent on class
discussion. She suggested that teacher-guided questions should be used in drama

classes or complex reading.

The majority of the whole class discussion was conducted in L2. Kedsinee
sometimes code-switched with L1 or local dialect to ensure that students
understood the explanation, or to encourage them to respond. In the event that
there was no student response, Kedsinee would call the name of a student or
continue to repeat the questions two or three times before she explained the point.
She observed that students in both classes attempted to respond in L2, while L1

was often used to sustain the flow of discussion.

6.2.1.3 Changes observed by the teacher in classes using literature circles

Changes in participation structure
Kedsinee found that literature circles provided a systematic structure for

classroom activities. Students had clear and specific goals in each class activity and
each of them was able to contribute to the group discussion. She noted that
students could understand literary texts, and that they raised many interesting
points during the whole class discussion. She noted that more students were
participating in the whole class discussion than was the case in comparable
literature classes in which literature circles had not been used. She also noticed
that there were more instances of student-student interaction in which students
directly engaged by responding to the ideas of other students. This student-
student interaction occurred more frequently in the Year 4 class.

Changes in student performanceKedsinee was impressed by the students’
performance after using literature circles. Her perception was that students’
responses reflected their ability to think about and interpret a literary text, and
some of the responses reflected originality of ideas. She recognised that in some

groups, a number of students still relied on co-constructed for their presentations,
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but the same students still showed themselves to have a good grasp of concepts
and ideas relevant to the text. She also saw drastic changes in some students. For
example, a quiet girl in the Year 4 class became the first person to initiate the
whole class discussion in the later weeks of the semester. Although there was
satisfactory development in both Year 3 and Year 4 classes where literature circles
had been implemented, she found that students in Year 4 performed better than
students in Year 3. She observed that this difference might be a consequence of the

level of preparation before class and familiarity with reading literary texts.

More opportunities for language practice
Kedsinee expressed the view that current practices in literature classes only

encourage the development of reading and writing skills. Previously, she mainly
used Thai as a medium of instruction in class because the lesson focused on the
interpretation and analysis of content. This semester, when using English in
lectures, she sometimes used Thai to explain some aspects in more detail because
she was not certain whether students understood the English explanation.
Sometimes she also used Thai to relate to students, e.g., through humour. Due to
her long-standing habit of using Thai as a medium of instruction, Kedsinee had to
remind herself to use English in class all the time. She noticed that when the
teacher used L2 to initiate questions, students tried to respond in L2. This
provided greater opportunity for students to practise their English listening and
speaking skills. Despite the fact that students still used L1 in whole class discussion,
she considered the increased use of L2 and students’ ability to discuss their
interpretation in L2 a satisfactory improvement compared to previous literature

classes.

6.2.1.4 Perceptions of practical issues in implementation

In her last interview on Week 14, Kedsinee summarised a number of practical
issues in implementing literature circles. Despite the problems she identified, she
indicated that overall she was happy about the project because of the positive
performance and the progress of students’ interpretive ability witnessed during
the semester. Moreover, for each of the issues that she put forward, she also

identified solutions. This augured well for the sustainability of the project.
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The first practical issue Kedsinee identified was that literature circle activities
were time-consuming. This problem was more prominent when students in both
of her classes failed to read before class and spent the significant amount of
discussion time reading before they started to discuss and write their responses.
This behaviour made the class progress slowly. Kedsinee acknowledged that it was
important for students to be allowed to have the time to ponder on their own
before conceiving their own interpretation and participating in small group
discussion. The students’ behaviour made her highly aware of the importance of
the reading log activity in preparing students for discussion. She tried to raise this
point, and stressed the importance of preparation before class to the students, but
without much success. She observed that many students typically came to class
with minimal notes prepared. Kedsinee acknowledged that another activity that
took up valuable lesson time during small group discussion was the preparation of
presentation notes. Nevertheless, she encouraged students to write down their
opinions after the small group discussion before presenting them to the class

because it helped them to speak at greater depth and in more detail.

Another problem she identified related to the distribution of group roles. In some
groups, students refused to change roles because they were aware of their group
members’ strengths and weaknesses and were worried about assigning a role to
people with weaknesses that would affect the performance of the group as a whole.
Kedsinee’s suggested solution to this issue was for the teacher to more closely

monitor the groups and be stricter in assigning roles.

The last issue she raised pertained to teacher workload and its effects on the
effectiveness of classroom activities. The fact that the classes were being observed
this semester initially made her want to spend more time on lesson preparation.
However, due to other administrative work commitments, she did not prepare for
the class more than usual. Kedsinee felt that she had planned the lesson more
carefully in terms of content revision and classroom activities when she taught the
course for the first time, a year previously. Subsequently, she felt that she had
reviewed the lesson less when teaching it. She would have preferred to be more
prepared for the class. For example, she would have liked to prepare a summary of

the main ideas at the beginning and the end of each class because she believed that
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this would have enhanced students’ understanding of the texts. In conclusion,
Kedsinee’s perceptions showed that the observer’s presence had no effect on her
conduct in the classroom. Moreover, despite all the shortcomings, she felt that
literature circles were powerful activities for enhancing students’ interpretive
skills, and she would continue to incorporate them in literature classes in the

future.

6.2.2 Kitima

Kitima is a female teacher in her early thirties with a master’s degree in English
who had four years’ teaching experience in formal education when she
participated in the study. Her bachelor’'s and master’s degrees focused on
literature and she had taught literature for two years before participating in the
project. She was the literature subject coordinator at the time of the data collection.
Her direct contact with western cultures came from three months’ work
experience in England. At the time of the study, she was also responsible for
international affairs for the faculty. When the researcher approached her about the
project, she saw its potential for improving the teaching and learning of literature
and was eager to participate in it. At the time, her university had just changed the
class timetable from an hour and a half session to a three-hour session and she was

therefore concerned about how to conduct a three-hour lecture on literature.

Kitima grew up in a small province but she went to secondary school and
university at a major province nearby. She was exposed to CLT as a student in
secondary school in French and English classes. At university, she decided to study
literature because she was inspired by a teacher who made literature classes
relaxed and enjoyable by accepting every answer in the class, as correct as long as
students could support their answers with evidence from the story. She reported

that she used that teacher as a model when she taught English and literature.

Kitima started her teaching career as a tutor at a language school while she was
still in secondary school. As a teacher, she believed the purpose of English classes
was to empower students to be able to communicate in English. She also
acknowledged the importance of maximum use of the target language to enable

more opportunities for language practice, but did not see this as practical for
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students at beginner level. In a typical lesson, she sometimes used L1 (Thai) in
class when she wanted to tease students or make them feel relaxed. She also tried
to incorporate technology to support her teaching, particularly the use of video
clips to present examples of presentation skills. At the interpersonal level, she
viewed herself as a friendly, supportive teacher and believed her behaviours
would encourage the students to become more comfortable with speaking in class.
She believed that the teacher’s main role was to encourage students to talk, which
she tried to achieve by using a reward system for participation. She expressed the
belief that literature classes have the potential to enhance language learning and

literature appreciation and to foster an understanding of human lives.

6.2.2.1 Kitima’s literature class before the implementation

Kitima was generally satisfied with the literature class she was teaching prior to
the implementation of literature circles, and the way she originally organised
classroom activities and sequences had some similarities with literature circles.
Her regular lesson plan often consisted of three parts. The first part was a warm-
up with a brief introduction to the texts using multimedia such as PowerPoint.
Students were provided with questions to guide their reading in this phase. The
second phase of the lesson prior to the intervention was reading activity. Students
were allocated time for individual reading before forming groups of three or four
to discuss the guided questions. They then shared what they had discussed with
the class. The teacher then summarised the presentations and added her
comments to the students’ points of view. She reviewed the text and discussed the
important points not mentioned in the student presentations, and explained the
literary elements, particularly plot structure. In addition, students were assigned
group work in which they had to prepare presentations on different topics such as
author biography, historical context, and cultural context. The last phase of the
lesson was the assignment of a response journal to reflect students’ understanding
and opinion about the texts. In reading texts with extended dialogue, Kitima
sometimes asked students to volunteer to read the characters’ dialogue aloud and

encouraged them to act out their interpretation of the characters.

Prior to the introduction of literature circles, students usually used Thai in small

group discussion while Kitima circulated the classroom in an attempt to facilitate
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and encourage them to use English. During whole class discussion, students often
volunteered to answer or share their ideas because they would receive a score for
their participation. Kitima believed this method was very effective in motivating
them to speak in class. She said that the atmosphere was improved when students
spoke in class. She also believed that this action would encourage quiet students to

speak as well.

The main problem Kitima had in her normal lessons was students’ lack of
preparation or pre-reading before the class, which negatively affected the whole
class discussion. However, if the discussion involved topics on which students had
some knowledge, or the teacher provided time for individual reading or led a read-
aloud activity, the discussion would be a lively one. Nevertheless, Kitima found
that although providing time to read in class was effective to a certain degree, it

used up valuable class time that could have been spent on other useful activities.

6.2.2.2 Kitima’s implementation of literature circles

Literature circles in Kitima'’s classes followed the suggested activity sequence with
some adjustment, with a certain degree of control over the class activities. There
were 35 students in this class but the attendance varied between 30-33 students.
The way Kitima conducted the class using literature circles was quite similar to
what she had previously done. However, in literature circles, the students selected
their own discussion topics. Initially, Kitima followed the suggested lesson
sequences with two rounds of discussion, but later she adjusted some activities to
make them meet her pedagogic goals. In Week 2, during the second round of
discussion when the focus was on literary elements, she listed the literary
elements that students should discuss on the board and asked each group to select
the element they would like to discuss in that class. The elements listed were
setting, narration, characterisation, plot structure, atmosphere, themes, symbol
and figurative language. She found this to be effective because discussion on the
various elements could be rotated between groups and students would pay more
attention to the presentations. In Week 5, she added one more sequence, to
introduce literary criticism, which was a course objective. In Week 7, Kitima
started to experiment with the modification of classroom sequences to make the

classroom experience less mundane. For example, she asked students to present
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their small group discussion informally. Students sat in their chairs to share their
group points of view, instead of presenting formally in front of the class. However,
Kitima found that this resulted in students giving shorter and less elaborate
presentations than they normally did in formal presentation. The observational
data showed that she never used this method of presentation again. In Week 13,
Kitima asked students to act out their interpretation before participating in small
group discussion, to change the class routine. From the observational data,
students showed a positive reaction to the new idea, but the new sequence did not

demonstrate a significant effect on the amount or quality of student talk.

6.2.2.3 Changes observed in classes using literature circles

Changes in participation structure
After implementing literature circles, Kitima noticed that literature circles had

changed the way students discussed literature. Her perception was that previous
discussion was in the form of questions and answers for the comprehension
component, with little relevance to students’ personal lives. Students’ responses to
the questions consisted of short sentences, which was not true discussion.
However, she observed that this semester, students seemed to enjoy their
discussion and they continued to discuss, even without the teacher’s monitoring.
In addition, she noticed that some groups tried to hold their discussions in English,
which she believed helped to keep them on task. She noted that when using Thai
for discussion, students sometimes tended to digress from the main topic. Later in
the semester, she became aware that some of the students became more confident

in their interpretation and participated more in small group discussion.

Changes in student performance
Kitima believed that literature circles helped to improve students’ comprehension

of literary texts. Previously when she had asked comprehension questions after
the lecture, she had found that students’ responses lacked deep understanding.
However, with small group discussion in literature circles, she observed that
students felt more comfortable talking and asking their classmates if they did not
understand, and their classmates felt comfortable in correcting their peers’
misunderstanding. She stated that students covered a wide range of topics in small

group discussion although their presentation might not reflect the depth of small
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group discussion. When the whole-class discussion involved topics students
discussed in small groups, many of them expressed their opinions. Kitima also
found that literature circles, particularly the presentation parts, were helpful in
providing formative assessment compared to past experience when the teacher
would only know from exam paper answers whether students had understood a

literary text.

More opportunities for language practice
Kitima recognised that literature circles were helpful in providing listening and

speaking practice. Initially, the structured presentation phases allowed students to
present their ideas formally in L2. As students took turns to present in every
lesson, their opportunities to talk were increased compared to the previous
literature class where presentation was not structured in every class. In addition,
Kitima stated that the optional group work at the end of the literature circles, such
as skits, provided more opportunities for practising the language. Her perception
was that skits also reinforced interpretations, as well as providing opportunities
for language practice, because students had to design their own dialogue for the

skit.

Changes in teacher’s teaching practice
Kitima found that using literature circles changed the way she conducted the class.

She found that students paid more attention to their classmates’ presentations
when she highlighted the ideas on the whiteboard. and later used those notes to
guide the whole class discussion than they did when she used slides. She then
relied less on lecture and PowerPoint slides but more on student presentations to
guide the whole class discussion. She adopted this practice from Tavee after he
mentioned it in one of the group interviews, and she continued to use it until the
end of the semester. She mentioned that while the slides gave more control to the
teachers, she agreed with Tavee’s observation that students seemed to respond

better in the whole class discussion, based on the presentation.

6.2.2.4 Perceptions of practical issues in implementation
It is important to note that Kitima taught the same group of students in the

semester prior to the study and in the semester of the data collection, and she was
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familiar with their relationships, learning styles and performance. She reported
marked changes in student participation and performance and attributed these
changes to literature circles. However, she pointed out some issues in the
implementation that should be addressed and suggested possible solutions to

improve the implementation of this pedagogy in Thai EFL classrooms.

The first problem Kitima identified was that some students did not read before
class. Although she believed that students who did not read before class would
benefit from literature circles by listening to other students’ discussion, she felt
that this behaviour had a negative effect on the group’s performance. She believed
peer pressure to be one way of making students more responsible for their roles in
the group and that students sometimes needed to be reminded of self-discipline

awareness and the effect of self-discipline on group performance.

The second problem in Kitima’s opinion was the quality of the reading log, which
affected the quality of small group discussion and presentation, making the
discussion dull and boring. She emphasised the importance of reminding students
how to read and write the reading log during the semester. In addition, she felt
that teachers should remind students about how to participate in discussion so
that all students had opportunities to speak. She suggested the need for group
management training for students, or a revision of group process, after the

midterm examination.

Another issue raised by Kitima was that the literature circles could be repetitive
and boring. She recognised that literature circles were effective in engaging
students to participate and in improving student comprehension and
interpretation. Nevertheless, she found it helpful to be able to rearrange and adjust
the activity sequence in literature circles to make the classes more interesting. For
example, putting the skit up first to present the students’ initial interpretation
before examining their interpretation in detail in small group and whole class

discussion.

In conclusion, Kitima’s perceptions showed a positive disposition towards
literature circles. Her responses also showed that she was an active participant in

this project in observing student performance, reflecting on the issues that arose in
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class, and taking initiative to improve teaching and learning. She felt that literature
circles were beneficial in deepening students’ interpretive skills and providing
opportunities for language skill practice. She acknowledged the problematic areas
that should be improved to maximise the potential of literature circles, and she

stated that she would continue to use them in literature classes in the future.

6.2.3 Tavee

Tavee is a male teacher in his early thirties with a master’s degree in English
linguistics and had four years’ teaching experience at the time he participated in
the study. He works at a provincial university and is responsible for general
English classes and cultural studies through cinema. He was approached to teach
literature classes when one of the literature teachers left to undertake further
study. He believes he is capable of teaching literature because of similarities with
cinema studies, although they are different mediums. He eagerly agreed to
participate in the study when approached, although he admitted to feeling
intimidated by the prospect of participating in research and being observed while
teaching the class for the first time. He added that knowing the researcher helped
him to be more relaxed and that participating in the research had provided insight

into teaching and improving his teaching practices.

Tavee grew up in a small province and went to university in Bangkok. He noted
that he had enjoyed reading Thai literature and watching Hollywood movies since
he was young. He believed that his interest in cinema made him interested in the
English language and guided his decision to study an English major. His English
education at primary and secondary levels was based on grammar and reading,
with very little opportunity for conversation practice. It was at university that he
started to use English for conversation with native speaker teachers. At university,
he studied 12 credits of English literature, or four literature courses as core
courses, and found literature interesting. He recognised that language difficulty
could discourage students and cause them to find literature boring when they
could not understand the text by themselves. However, he pointed out from his
learning experience that classroom discussion enhanced comprehension. He

particularly liked classes in which the teacher was open for discussion and
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students could share their opinions. Although he enjoyed literature classes, he
decided to focus on a linguistic stream of study because he believed linguistics
would be more useful for him. Directly after graduating from his bachelor’s degree
course, he studied a master’s degree in linguistics. He then worked on a volunteer
project with an Italian charity group before joining the university where he now
works. After two years in service, he was awarded a Fulbright Scholarship for
Foreign Language Teaching Assistant. The award allowed him to spend one year

teaching Thai at a university in the US and learning about American culture.

As a teacher, Tavee believes that the purpose of English education is to develop the
ability to communicate in English, and he views communicative language teaching
as a methodology that focuses on the communicative demands of real life instead
of abstract grammatical knowledge and the ability to pass examinations. However,
he expressed the view that it was necessary to teach some grammar to enhance
effective communication and provide corrective feedback after encouraging
students to talk. He pointed out the different roles a teacher can play with students
who have different levels of competency. For example, he implemented a teacher-
centred approach with lower ability students to build their competency and a
more student-centred approach with higher ability students to provide more
practice. Tavee expressed a positive attitude towards the role of L1 (Thai) in
English education. Although the university’s policy was to use English as a medium
of instruction, he personally believed it was acceptable to use Thai in English
classes, particularly to enhance the classroom atmosphere and explain

complicated concepts and tasks.

Tavee viewed reading literature as a higher level of language learning goal where
the purpose of language learning moved beyond basic communication to an
appreciation of the culture. He indicated that reading literature in the target
language helped learners to familiarise themselves with different models of
language expression and as a result improve their reading and writing skills.
Moreover, he expressed the view that literature encourages critical thinking ability

through the expression of interpretations of the text.
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6.2.3.1 Tavee’s implementation of literature circles

Tavee’s implementation was the same as Kitima’s in terms of lesson sequences.
However, in terms of classroom management, he placed less control on class
activities and students’ choices. He let students select their own discussion topics
in each round. The semester in which the data collection took place was the first
time Tavee had taught a literature class. Nevertheless, the implementation went
well and students actively participated in literature circles. One of the factors that
might have contributed to the students’ participation might be prior experience.
The reconnaissance period with the teacher who had previously taught this group
of students showed that students had been exposed to various activities in
literature class such as group discussion, group presentation, role play, readers’

theatre and reading journal.

6.2.3.2 Changes observed in classes using literature circles

Changes in participation structure
After implementing literature circles, Tavee noticed changes in student

participation, particularly in small group discussion. At the beginning of the
semester, he noticed that students were reluctant to start a discussion without the
teacher’s encouragement. In addition, some group members were passive
participants who allowed the stronger members to dominate the discussion. About
two months after the implementation, however, he noticed that students had
become more comfortable with the discussion and most students contributed
more in the small group discussions. He also reported increased student-student
interaction during the presentation phase. For example, the audience would
sometimes ask the presenter directly about the things they were curious about

after the presentation.

Changes in student performanceDuring the intervention, Tavee became conscious of
how students progressed in terms of reading comprehension and literary
knowledge. In his early interviews, he pointed out how students struggled to
identify the plot structure, and while and were able to identify some figurative
language use, they could not relate the effects of figurative language to an

interpretation of the text. He also acknowledged that students might have many
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interesting topics to discuss. However, he raised the issue that, due to inadequate
L2 proficiency, students were not able to engage in serious discussions in English
during the whole class discussion in the way that they would if L1 were used. In his
later interviews, he described how the students’ comprehension improved and
how presentations by different groups helped to enhance students’ interpretations.
He concluded in his final interview that literature circles had resulted in changes in

student performance:

You can see that they can bring up something from the novel that they read -
it’s like 200 pages long - but not only did they finished reading it but they still
brought up a lot of perspective, you know, interesting perspective of the
novel also. This kind of thing they can only get it from, you know, from

discussion all through the semester of this course.

Overall, Tavee’s perception showed that engaging in discussion in literature circles
was beneficial in enhancing students’ critical thinking and creativity as well as

providing opportunities for language practice.

Changes in teacher perceptions
Tavee expressed a very positive attitude towards literature and literature circles.

The interviews also showed that participating in this research had changed his
attitude to the teaching and learning of literature. At the beginning of the semester,
he viewed studying literature as comprising the appreciation and understanding of
the culture of the target language. However, after implementing literature circles,
he identified the main purpose of studying literature as the improvement of
creativity and critical thinking, because students were required to discuss and
argue for their interpretation, which might differ from that of their classmates or
teacher. He also noted the different demands placed on the teachers by literature
circle activities compared with the demands of lecture-based classes. He explained
that for a lecture-based class teachers need to undertake more preparation before
the class. In a class using literature circles, however, teachers should be active
listeners during the class and should be prepared to incorporate students’
viewpoints into whole class discussion, while also ensuring that the discussions
relate to the themes of the reading texts. Participating in this study thus changed

Tavee’s perspective of literature and teachers’ roles based on class activity.
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Changes in teacher’s teaching practice
Participating in the study has greatly impacted on Tavee’s perception and practices

in teaching. At the beginning of the semester, he admitted the desire to be “the
teacher who encourages the student-centred kind of support”. Nevertheless, with
limited knowledge of teaching pedagogy, he always resorted to giving lectures. He
acknowledged the changes he made in his teaching practice as a result of using

literature circles and concluded in his final interview that,

having known this literature circles can help me improve myself as a teacher
who instead of being a centre to only being a scaffold and it’s not just a theory.

[t can be practical like I have already done in this semester.

The key change in his practice originated from his experience of a critical moment
in one of the literature classes using literature circles. Although this event
happened in a class that was not directly observed by the researcher, its effects
were profound, as it changed the way Tavee conducted whole class discussions.
The event was an LCD projector failure. Typically, Tavee would use prepared
PowerPoint slides during whole class activities. The slides generally included a
summary of the text and issues that he would like to discuss with the class. As a
result of the problem with the LCD projector, however, he wrote the key words
from each presentation on the board in that class. At the end all of the
presentations, he connected the key words to form a diagram that linked all the
concepts mentioned in the presentations and constructed the whole class
discussion and the lecture based on those concepts. He sensed that this practice
had a positive effect on the students as they seemed to be happy when the points
they raised were mentioned by the teacher. In this way, students recognised the
importance of their presentations compared to the use of PowerPoint slides, which
forced students to ignore what they had discussed and pay attention to what the
teacher had to say. Tavee believed that this practice would encourage students to
put more effort into future group discussions and presentations. He shared this
idea with Kitima during one of the group interviews and she adopted the idea in

her classes.
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6.2.3.3 Perception of practical issues in implementation

Tavee’s perception was that literature circles include useful activities in terms of
enhancing students’ comprehension, interpretive skills and critical thinking.
However, he acknowledged some practical issues in their implementation, and

shared some of the solutions he had tried in his classes.

The first problem, which had a major effect on class activity, occurred when every
student in a small discussion group had failed to read before class and could not
engage in the discussion. During the intervention, he experienced this issue in a
class which was not observed by the researcher and described the result as “a
drag”. He conceded that the 20 per cent of assessment based on the reading log
and participation in discussion might not provide enough motivation for students
with low motivation to read. He also pointed out that finding different means to
motivate students to read before class, such as stressing the importance of this

activity on interpretation and classroom progress, was essential.

The second problem was the quality of the reading log and its effect on small group
discussion. Tavee stated that students often discussed at a superficial level and he
believed that improving the quality of the reading log should improve the
outcomes. He raised the issue that, despite using the guided questions and the
assessment based on the reading log, a few students did not write a reading log or
prepare for discussion. Several students wrote something in their books, but it was
difficult for the teacher to read them all in the limited time that they had in class.
After the midterm examination, Tavee suggested that the reading log should be
written on a separate sheet of paper, or in a separate notebook. In addition to their
interpretation of the texts, students should include at least one question that they
would like to ask or discuss with their groups in order to initiate further discussion.
The teachers would then encourage and guide the students to a higher level of
interpretation during the monitoring of small group discussions and the whole

class discussion.

The third problem Tavee identified was the dilemma of control issues during small
group discussion, presentation and whole class discussion. At the beginning of the
intervention, Tavee let students choose their own topics to discuss in small groups,

but he found that it was difficult to control the direction of the whole class
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discussion. He introduced guided questions to provide some control over the
discussion, but he found that students were too concerned about answering all the
questions during the presentation; that is, they provided superficial answers to all
the questions instead of engaging in a detailed discussion of selected topics. The
observational data showed that on some occasions, when guided questions were
provided and one group was able to present a very good summary and
interpretation during the presentation, the groups awaiting their turn were
discouraged and reluctant to present their ideas. Furthermore, other groups who
were waiting for their turn often lost attention because they were concerned about
their presentations and tried to discuss new ideas before they had to present.
Therefore, Tavee expressed the view that teachers should allow students to
identify what they want to discuss even though teachers might not be able to
control the direction of the discussion, because the students would pay more

attention when the points being presented were different from their own.

Another issue Tavee cited as problematic was the teacher workload. Although
teachers using literature circles would not spend the majority of class time
lecturing, Tavee stated that they still needed time before class to research and
prepare for discussion. After class, many hours were also required for marking the
reading response writing. At this university, there are six sections of literature
classes with approximately 30-35 students in each class. With two teachers
teaching three sections each, Tavee emphasised that marking in particular was
very demanding, considering other teaching and administration obligations. Tavee
presented the view that the department should find one more teacher to decrease
the workload. He thought it would be reasonable for a teacher to be responsible

for two literature classes in addition to teaching a general English course.

Tavee’s perceptions show that literature circles have high potential for developing
students’ reading and interpreting skills. The problems in implementation that he
pointed out signal the significance of teachers’ commitment to teaching and the
fact that reflective discussion after class helps to identify the problems in class,
which leads to practical improvement. During the study, Tavee reported that he

also implemented literature circles activity in his cultural studies courses and
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planned to continue using them in the future. The following section summarises

the views of the three teachers.

6.3 Teachers’ attitudes towards literature circles

6.3.1 Positive aspects of literature circles

Many positive aspects of literature circles were mentioned in the interviews. These
included structured activities, positive students’ progress, and opportunities for
students to practise the target language. First, all teachers appreciated the guided
lessons plan and classroom sequences provided by literature circles. They felt that
it provided a necessary structure for the classes and helped teachers to plan their
lessons. The shift of the workload from the teachers to the students also relieved
the teachers of a large amount of pressure, especially when the classes were three
hours long. Two teachers admitted that exercising control over the direction of the

discussion and student-selected topics was challenging.

All teachers were satisfied with the students’ progress in the classes using
literature circles. They were pleased with the way students engaged in the classes
and in the discussions. The aspect of outstanding student progress mentioned by
all teachers touched on the students’ ability to think and discuss the themes arising
from the texts, as well as other relevant topics, and their ability to relate the
reading to their lives. For example, in Week 16, Tavee particularly mentioned the
improvement in students’ ability to identify plot elements, while Kitima
commented on students’ increased confidence in participating in discussion. The
teachers attributed this improvement to the reading log element of literature
circles which scaffolded student participation by requiring students to read and
prepare for the discussions, thereby providing them with a tool and evidence to

rely on during the discussions.

Lastly, all teachers agreed that literature circles provided more opportunities for
students to speak in English in class. They acknowledged that although they had
previously believed that, based on previous practices, literature classes might help
with reading and writing, or even listening practice. They also found that when the

classes were conducted in English, few speaking opportunities were taken up by
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students. However, with the introduction of presentation and discussion in
literature circles, students were required to present their discussion and therefore
required to use the target language in speaking more frequently. For example,
Kitima firmly believed that group projects, such as skit at the end of the lesson,
also provided good opportunities for language practice as well as reinforcing

interpretation.

In conclusion, all teachers expressed the view that literature circles had high
potential for developing reading and interpreting skills compared to traditional
literature classes. They also recognised that literature circles offer additional
marked benefits in their potential to develop language skills, and provide an
engaging classroom environment in which students take more responsibility for

their learning,.

6.3.2 Negative aspects of literature circles

Despite the positive aspects mentioned earlier, teachers did point out some
drawbacks to literature circles. One such drawback, with which all teachers agreed,
was that literature circles could be a long and frustrating process, particularly
when students failed to read or prepare a reading log before class. This required
students to do all the reading in class, which reduced precious class discussion
time. This also left students with too little time to discuss the content in depth.
Another drawback mentioned by one teacher, Kitima, was that although the
structured activities of literature circles were helpful, the repetitiveness and
predictability of literature circles which aimed to scaffold learning could at times
be boring. Therefore, she suggested that occasional changes and deviations to

these circles might make the classes more interesting.

6.3.3 Suggestions for implementation

With due consideration to the judgements of the teachers directly involved in this
project, it is clear that they have identified important issues that should be taken
into account when implementing literature circles. The first issue is that teachers
need to stress the importance of good quality reading logs as a means of

contributing to class discussions and the success of the class as a whole. All three
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teachers mentioned problems with presentations and discussions caused by
students failing to read before class and by the reading log containing too few
ideas or evidence to sustain long discussions. Another issue was the balance of
guided questions and open student-selected discussion topics. Kedsinee and Tavee
raised this issue and suggested that teachers need to find an appropriate balance
when using guided questions to scaffold or control the direction of the class
discussion. This is because guided questions might also limit participation to
simply answering the given questions. However, the open discussion, when
students choose their own discussion topics, could place an excessive demand on
time. Another suggestion raised by Kedsinee and Kitima was related to the issue of
role distribution in small group discussions. Teachers found that in some groups,
one student would frequently take the same role, such as note taker or presenter,
which therefore limited their opportunities to practise different skills. On the other
hand, Tavee found that using a role register to keep track of the role each student
took during each class helped with role distribution, and he suggested that
teachers should monitor the roles that students took and follow the role register
for the distribution of roles. Overall, the teachers’ suggestions point to the
significance of training students to take an active role in pre-class reading,

preparation for discussion and small group management.

6.4 Teacher changes through action research

The significance of action research in teacher professional development has been
discussed in Chapter 3, and highlights that involvement in an action research
project encourages teachers to reflect on their own beliefs and practices in order
to improve the current situation (Schon, 1983/1995, 1987). First, teachers need to
reflect on their current beliefs and practice to identify suitable approaches to
implement in the context. During and after the implementation, teachers are
required to reflect on the success of the intervention. The process of constant
reflection in action research can therefore lead to long-term changes in the way
teachers view their teaching practices. This section will describe how involvement

in this project has affected the beliefs and practices of the participating teachers.
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6.4.1 Teachers’ beliefs at the beginning of the project

Data from the interviews shows that the teachers shared similar beliefs about
language teaching and learning. For example, all the teachers believed that
students should have the opportunity to practise different skills, particularly
listening and speaking. They also expressed the view that topics should be relevant
to real world experiences. One of the teachers emphasised the importance of using
English as a medium of instruction, while all of them acknowledged the benefits of
using L1 (Thai) in class. These beliefs seemed to be congruent with a
communicative language teaching approach and learner-centred pedagogy. All of
them viewed literature classes as a method of providing cultural knowledge of the
target language. Some of them also acknowledged other positive benefits of
literature, such as encouraging critical thinking. Nevertheless, all the teachers
recognised that literary texts are challenging for Thai students and acknowledged
that preparation such as building the field and vocabulary teaching might be
necessary to enhance literary understanding and empower students to participate.
In addition to this kind of scaffolding, the teachers identified rapport and a positive
affective classroom climate as being extremely important, particularly in the Thai
cultural context. Thai students are often reluctant to offer opinions that might

contradict the opinions of others.

In the interview data at the beginning of the research project, all the teachers
expressed their expectations from participating in the research project. Two
teachers acknowledged the need to change and commented on how literature
circles would be beneficial in the context of their classes. For example, Kedsinee
believed the activity would help to engage learners more effectively, while Kitima
believed it would be a suitable practice for the new class time allocation (one
session of three hours). All of them voiced the positive opinion that participating in
the project would equip them with a new teaching methodology that would
improve their efficacy. Their beliefs and expectations will be described in detail in

Section 6.4.3.
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6.4.2 Teachers’ practices at the beginning of the project

The teachers’ practices were revealed from classroom observation for the purpose
of confirming what the teachers had described in their interviews. Data from
classroom observations also confirmed that students perceived the teachers as
being open and approachable as reported in student questionnaires and diary
entries. The teachers use different strategies to provide feedback and encourage
student talk. For example, they use open-ended questions to confirm or clarify
meaning. They also encourage questions and counter arguments. For example, in
one class, Tavee thanked a student for pointing out a number of different opinions.
Nevertheless, there were differences among the teachers in the degree of
acceptance of student voices. All the teachers encouraged students to support their
opinions with textual evidence. Kitima and Tavee acknowledged that it might seem
with this practice that teachers tried to guide students to the established
interpretation, but said that it encouraged students to be aware of differences in
interpretation based on personal opinions and interpretation based on
information from the text. The observational data also showed that all teachers
used L1 (Thai) in classes more often and for a variety of purposes than they
acknowledged in the interviews, in which they viewed themselves as using Thai
only occasionally for short explanations or for relating humorous points. For
example, Kedsinee used L1 for class administration and Tavee used L1 for a
lengthy background explanation. In general, some of the observed practices
confirmed the teachers’ beliefs mentioned in the interviews, while other practices

differed slightly from the teachers’ beliefs.

6.4.3 Teachers’ beliefs at the end of the project

The interview data at the end of the project showed that all the teachers placed
high importance on encouraging students to think critically in literature classes.
This was apparently reflected in the way that Tavee’s perception of literature was
changed during the course of the semester. At the end of the project, he
acknowledged that literature classes not only provide background to the culture of
the target language but that they also provide opportunities to engage in critical

thinking and develop creative thinking skills. In addition, teachers reported that
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some of their expectations in relation to the implementation of literature circles
had been met. For example, Kedsinee observed increased student engagement and
increased L2 language use in both of her classes. Kitima’s perception was that
structured activities in literature circles were effective in facilitating classroom
learning, and placed less demand on teachers. Kitima and Tavee expressed the
view that students took more responsibility for their learning. In particular, they
noticed that students pre-viewed the reading and were better prepared to
participate in the small group discussion. Moreover, all the teachers were
appreciative of the opportunity to share their reflections with other teachers as
part of the project and believed that this activity helped to improve their

understanding of teaching and learning pedagogy.

6.4.4 Teachers’ practices at the end of the project

From the observational data, all the teachers continued to create positive
interpersonal relationship with students and encouraged them to think critically.
However, there were changes in the way they reacted to students’ responses.
Tavee had become more positive in accepting students’ voices while trying to
challenge their ideas. In addition, Kitima and Tavee paid more attention to
incorporating students’ voices into discussion instead of relying on a pre-designed
presentation. For example, they engaged students in listening to class
presentations by writing notes from the presentations on the whiteboard instead
of using pre-prepared slides to lead the discussion. In terms of language use,
students were encouraged to use the target language more often in class, but
teachers still used L1 in class in in similar ways to their practice at the beginning of
the semester, although to a lesser degree. However, Kedsinee reported in the
interview data that she became more conscious of her use of L1 in class and tried
to use more English. With regard to the issue of using student-selected and guided
questions for discussion, Kitima and Tavee tended to allow students to select their
own discussion topics in the late phase of the semester. Kedsinee, on the other
hand, provided guided questions for students to choose from as well as offering
opportunities for students to select their own discussion topics. On these occasions,
students in her classes often decided to discuss topics from the guided questions,

because they believed that the guided questions were set up for significant reasons.
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6.4.5 Changes brought about through participating in the research

At the end of the project, all the teachers indicated that they appreciated the
opportunity to participate in the project and to implement literature circles in
their classes. They were impressed with what happened in class and as a result,
indicated that they would incorporate literature circles in their future teaching. All
of them also acknowledged how participating in this project helped them reflect on
their teaching practices and on how they could improve the way they teach. For
example, Kitima described how she asked plenty of questions during reading aloud
to encourage thinking and discussion; at the same time, both Kitima and Tavee
tried to engage students in listening to presentations by taking notes from the
presentations on the whiteboard and using these notes to lead whole class
discussion. Kedsinee became more conscious of monitoring her language use in
class and tried to use more English; she also recognised the importance of
organising pre-reading activities to prepare learners before reading and discussion.
Moreover, participating in this project has resulted in changes in teachers’
perceptions. For instance, Tavee’s perception on literature was changed from the
view he held at the beginning of the semester, when he held that literature classes
were beneficial in providing cultural background to the target language. At the end
of the semester, he believed that literature classes also provide opportunities to

engage in critical thinking and to develop creative thinking skills.

In the interviews, teachers outlined some of the changes they noticed in their own
beliefs and behaviours as the result of participating in this project. However, the
observational data highlighted further changes that were not touched on by the
teachers in the interviews. The observational data clearly detected a number of
practical changes, as outlined in previous sections. These changes were made
possible because the teachers were equipped with a learner-centred methodology
that changed the roles and responsibility of learners and teachers by, for example,
placing greater demands on students to participate in class activity, and allocating
more class time for student talk, which allowed students to contribute their
opinions. As a result, students had more control over the class content and
activities, and teachers incorporated more of the learners’ opinions into class

discussions. In addition, the increased opportunities for more student talk resulted
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in an increase in the amount of target language used in class by students. Overall,
the teachers found that participating in the research helped to improve their
teaching skills as well as improving students’ learning skills such as active listening
skills and discussion skills. They were positive about the whole experience and
were looking forward to incorporating small group discussion and literature

circles into their classes in the future.

6.5 Summary and discussion

This chapter has explored the teachers’ beliefs and practices before, during and
after the implementation of literature circles. The chapter provides contextual
information regarding the teachers’ backgrounds and teaching contexts. It
highlights how literature circles can be modified to meet the different pedagogical
demands and teacher variables with a satisfactory level of student outcomes. The
chapter also includes teachers’ ideas and suggestions on issues to be considered
for future implementation. In addition to the changes observed in students, the
teachers reflected on how participating in an action research project had engaged
them to carefully reflect on their teaching and what they could do to achieve
desirable outcomes. The results show that the teachers have a positive disposition

towards literature circles and plan to implement them in class in the future.

It is important to note the effects of teacher variables and different teaching styles
on the implementation of the model, student outcomes and data collection. In
terms of control, Kedsinee and Kitima are examples of teachers who exert more
control over the class through various classroom management strategies. They
often gave lectures to cover important issues in the reading texts. Tavee is an
example of a more westernised teacher who is more open and takes less direct
control over the class. He tends to allow students to decide on their topics, and
bases the discussion on students’ ideas. This could be the result of his experience
of teaching in the US. In general, the amount of teacher control does not seem to
significantly affect the realisation of literature circles or student outcomes. This is
because students have been allocated a specific amount of time to discuss and
participate in L2. Rather, teaching goals such as those that focus on content or

literary criticism tend to have a more significant impact on the realisation of the
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model, as has been described in relation to the different ways in which literature

circles were implemented in class.

In terms of expectations, Kedsinee did not put much emphasis on preparation
before class for the discussions and had low expectations of her students. She
allowed students to spend a significant amount of class time reading what they
were supposed to have read as homework. This meant that class time was used to
prepare for the discussion (ultimately, Kedsinee had to leave out one drama). The
other two teachers, Kitima and Tavee, were more demanding and emphasised that
students must come to class ready to discuss what they had read. For example,
Kitima demanded high levels of responsibility from students and pushed them to
read before class and participate in discussion. It is apparent from the discussion
in the later part of this chapter that teacher expectations had a significant impact
on the implementation of the framework and student outcomes. High teacher
expectation encouraged the students to come to class prepared and positively
affected the subsequent activity in class and the quality of input students brought

to the discussion.

Teachers’ approaches to assessment also played a significant role in influencing
students to participate. The explicit assessment of participation practised in Kitima
and Tavee’s classes seemed to provide an extrinsic motivation for students to
actively engage in whole class discussion. As shown by some of the student
comments in Chapter 5, students in Classes 1 and 2 participated in discussion
because they were aware of participation points. Nevertheless, it can also be
argued that students were able to engage in whole class discussion because they
had a better understanding of the literary text as a result of participating in small
group discussion. This argument is more salient when what happened in
Kedsinee’s Classes 3 and 4 is considered. In these classes, Kedsinee discreetly
evaluated student participation and students felt no pressure to participate in
whole class discussion. The students’ responses to questionnaires and diary
prompts revealed that students engaged more in whole class discussions because
they felt that they could understand the reading better and had something to share.
It might be concluded that participating in small group discussion increased

students’ intrinsic motivation to participate. Student participation in the whole

257



Chapter 6 Teacher’s perspectives on literature circles

class discussion did not seem to be affected by the range of assessment practices
employed by the teacher. The impact of explicit assessment of student

participation was therefore negligible.

One factor in teacher variables that affected data collection was the amount of time
each teacher allocated for small group work. Kedsinee allocated a significant
amount of class time to small group discussion to allow students the opportunity
to prepare a written script for their presentation. Although this action might
facilitate student presentation, it also meant that most of the student presentations
in Class 3 were more like reading aloud exercises than the presentations in other
classes. Thus, the analysis of student spoken language production was mostly

based on the data gathered from the other three classes.

It is clear that teachers are influential in ensuring the successful implementation of
a new way of teaching. Despite the teacher variables and different approaches to
the implementation of literature circles, all the teachers in this project expressed
satisfaction with the outcome of the intervention and made suggestions to improve
future implementation. The implication of teacher variables on the implication of
teacher training and professional development will be discussed in further detail

in Chapter 7.
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Chapter 7 Conclusion

This research set out to answer three key research questions about the teaching

and learning of English literature in an EFL context in Thailand.
1. How can the potential of literature courses in an EFL context be maximised?

1.1 How can the collaborative reader-response approach improve the

traditional patterns of interaction in intermediate level classroom contexts?

1.2 How can the reader-response approach increase the quantity and

quality of target language production?

2. What are learners’ attitudes towards their learning experiences in the

collaborative reader-response literature classroom?

3. What are the dispositions of participating teachers towards their own learning
experiences and those of their students in the collaborative reader-response

literature classroom?

The assumption of this thesis was that literature circles have the potential to
enhance reading comprehension and increase the quantity and quality of student
talk in L2. One of the key challenges of the research was to identify the meanings of
the terms quantity and quality. In this research, it has been shown that deeper
understanding of these terms needs to be articulated if real progress is to be made
in enhancing the quantity and quality of learner (L2) talk in the classroom.
Traditionally, quantity has been defined using a variety of measures to quantify
student talk such as amount of time, number of clauses, and number of words.
Similarly, quality has often previously been established by calculating the ratios of
L2 complexity, accuracy and fluency based on the identified quantity (Foster &
Skehan, 1996, 1999). This project, however, proposed a different view and
definition of quality. Instead of using the quantity of student L2 production as a
basis for determining quality, the project viewed quality as the levels of meaning
and tasks achieved in the student spoken language as well as the organisation and
coherence of student talk. As discussed in the Literature Review, this kind of

research in EFL contexts, particularly those such as exist in Thailand, is somewhat
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sparse. This makes the findings of this research all the more significant for

practitioners in Thailand and similar countries.

In the quest to find a more meaningful way of talking about both the quantity and
quality of learner L2 talk, Systemic-Functional Linguistics (SFL) proved to be a
valuable framework for data analysis in this project. The framework that was
developed, as described in Chapter 3, though used at a basic level in this project,
did provide significant insights into the quantity and quality of student L2
production. It also provided a new way of evidencing how to lead students to
higher levels of performance. SFL enabled the measurement of quantity based on
the number of clauses produced, but most importantly, it also provided insight into
the functional relationships between those clauses. It revealed the relationship
between the cognitive processes and the language that students use to articulate
their ideas by illustrating how students organised and presented these complex
ideas in a foreign language. The student L2 production presented in Chapter 4
portrayed foreign language classrooms that were clearly different from traditional
intermediate classrooms. The linguistic complexity and high level of interpretive
skills achieved by students also reflected students’ active response to the linguistic

and conceptual challenge provided by literary texts.

Action research cycles deployed in this project facilitated the introduction of
literature circles as well as the professional development of participating teachers.
The empowerment of the participating teachers (discussed in Chapter 3) was a key
concept that guided the design of this project. It allowed participants to critically
examine the concept of CLT and its implementation in their classrooms. By being
encouraged to reflect on their practice, participants consciously became more
aware of their practices and the changes they would like to see in their classrooms.
With minimum guidance from the researcher, these teachers altered their
practices to facilitate the desired changes, with the result that classes became more
communicative, more participatory and more challenging for their students. As the
data has shown, participating in this research project was considered a great

learning experience by all teachers.

The findings described in Chapters 4-6 demonstrate that there were increases in

both the quantity and quality of students’ L2 production, and indications of a
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positive disposition on the part of both students and teachers participating in the
project towards the learning circles initiative. The research involved 53 students
and three teachers at two different research sites, and great care was taken with
the research design to use a range of data collection tools to collect rich data and
represent what took place in the classroom as accurately as possible. As the
analysis of student L2 production during their presentations clearly shows, the
high level of quantity was represented in terms of talk time, number of clauses and
meaningful word count, while the high level of quality was represented in terms of
level of interpretation and organisation of the talk. From the analysis of whole
class discussion, the high level of quantity was described in terms of number of
student turns and length of turn, while the quality was described in terms of active
student participation in the discussion. The following sections will discuss the
findings in relation to the specific research questions that guided this project and
place these against some of the literature discussed in Chapter 2 in an effort to

establish the contribution the current research makes to the field.

7.1 Research question 1

In relation to research question 1, the clear message drawn from the existing
studies is that a reader-response based literature class has the potential to
maximise students’ language learning opportunities because it provides more
opportunities for students to engage in authentic meaningful discussion than
might be the case in many traditional language classes. The results of the research
canvassed in Chapter 2 indicate that literature-focused discussions can lead to
changes in classroom interactivity and enhance communicative competency, as
well as literary analysis and interpretation skills. The findings from this research
show that this potential can be realised in Thai contexts. In Thai classrooms
consisting of students with different levels of proficiency, all students have
benefited from opportunities to use target language in order to communicate
meaningful ideas. The findings confirm the views discussed in the Literature
Review and highlight the changes in patterns of interaction and changes in the
quantity and quality of student L2 production in Thai EFL classrooms. These
findings also confirm that careful and collaborative adaptation enabled the

initiative to succeed and confirm its usefulness in Thai EFL contexts. It is evident
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from the findings that there was an increase in student interactivity and
opportunities to apply different communicative strategies in the different phases

of the lessons, as well as opportunity to further develop literary competency.

7.1.1 Increased interactivity

As shown in Table 4.1 (see page 116), the increase in student interactivity is
evident in the increased amount of student talk time. This is the direct result of the
literature circles pedagogic approach which is structured to allocate two phases of
the lesson to student talk in which students can exchange opinions: one phase
during the small group discussion, and the other during the report back
presentation. For example, approximately 20-30% of a three-hour lesson was
allocated for small group discussions and approximately 20-35% was allocated for
presentations. In addition to increased talk time, the students’ turns were also
longer. Unlike the typical one word or short phrase responses during whole class
discussion found in previous research (Kaowiwattanakul, 2008), a high number of

students’ extended turns consisted of two or more clauses.

Many of the students’ extended responses also reflected an increase in the quality
of student talk, indicating a higher level of thinking and interpretation; that is, their
responses were elaborated with the use of reasoning and exemplification from
texts. These features of students’ extended responses were more noticeable during
the review of the previous class or when discussion was based on familiar content
such as personal experiences, as seen in excerpt 4.5. The features could be the
result of a dialogic approach where teachers asked questions to encourage
students to clarify and extend their responses. Therefore, towards the end of the
semester, students tended to provide more elaborate responses with complex
reasoning in extended turns or multiple turns. Nevertheless, it is important to bear
in mind that teachers in this project consciously used the dialogic approach even
before the introduction of literature circles, but gained little participation by
students. Thus, one factor facilitating students’ ability to generate extensive
responses must be the deeper understanding of the reading text reached after
participating in scaffolded small group discussions and listening to presentations

from other groups.
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Increased interactivity can also be seen in the greater number of students who
participated in the whole class discussion compared to classes not using literature
circles as reported by participating teachers. Unlike the study by Howard and
Henney (1998) which found that a small number of students contributed to 90% of
classroom interactions and only around one third were regular contributors, the
findings in the current study make clear that many students took up the
opportunities provided to express their opinions or ask questions. Moreover,
examples of excerpts in which students initiated the exchanges, as shown in
Chapter 4, reflect a high degree of student engagement. This is a strong indication
that students in this project were more active in their learning than might have
been the case in classrooms where more traditional approaches were employed.
They actively participated and were involved in all stages of classroom activities

such as reading, discussing, presenting and asking questions.

There were two main reasons for student initiation of student-teacher exchanges.
One was to confirm or clarify the teacher’s questions before providing answers
and the other was to ask for information about the text or the instruction. It is
important to note that student initiations were sometimes done in L1 or in a small
group environment, in order to clarify the teacher’s instructions or the reading
content. With regard to student-student exchanges, the two main reasons for
student initiation were to ask for clarification and to offer alternative or opposing
opinions. The increased student initiation also highlighted the students’ level of

comfort and enthusiasm for engaging in class activities.

7.1.2 Opportunity to apply communicative competence

The discussion of the Output Hypothesis presented in the Literature Review
(Chapter 2) related language growth to meaningful opportunities to use the
language. It is clear from this research that the structured literature circle
activities provided a rich array of opportunities for students to use their English
and apply a different kind of communicative competence than might be possible in
language-focused classes. Firstly, the presentation phase offered opportunities for
students to practise formal public speaking in L2 (Canale & Swain, 1980). Students

applied their L2 knowledge and skills to structuring and presenting their
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reasoning and argument for their interpretation. Then, the whole class discussion
offered the students an opportunity to engage in extended dialogue. The findings
from student presentations in Chapter 4 reveal that students monitored their talks
and used different strategies to cope with communication breakdowns. The
findings were in agreement with those of Mantero (2002) and Kim (2004) that
literature discussion encourages students to produce more extended discourse
through the negotiation for meaning, such as clarification questions, but it is clear
that the right conditions need to be in place to facilitate student talk. The
implications for classroom practice of the need for successful implementation of

this approach will be discussed in Section 7.3.

In this study there was little evidence of student self-monitoring during whole
class discussion although a high level of self-monitoring was found during the
presentation phases. This may be due to the fact that students placed more
emphasis on meaning than form during the whole class discussion. Although there
was no time limit for the whole class discussion, it was also possible that the faster
pace of the interaction in whole class discussion led students to react more quickly.
This may also be further evidence supporting the contention that classroom
discussions of literature provide for more authenticity in student-student and
teacher-student communication (Kim, 2004; Mantero, 2002). In contrast, the high
level of self-monitoring during the presentation phases may be attributed to the
fact that students were under much less time pressure than that presented for
spontaneous communication. They were therefore able to concentrate on form as

well as meaning.

These findings of the current study may be seen as slightly different from the
outcomes of the study by Kim (2004) and Mantero (2002) discussed in the
Literature Review. These authors found that whole class discussion in literature
classes encourage learners to be more self-conscious of their speaking. However,
these authors did not explicitly consider differences between spontaneous
discussions and planned presentations in their data. It was also evident that
several episodes of student initiation of exchanges in whole class discussion took
place. That is, students felt confident enough and were engaged enough to initiate

discussions that aligned with their focus of interest. Given the usual
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communication norms in Thai classrooms, these findings are particularly
significant, particularly when placed against those reported by Leal (1993) and
Soter et al. (2008), which showed that student initiation helps promote processes

of negotiation for meaning and enhanced learning outcomes.

Concomitant with the high levels of self-monitoring observed during the
presentation phase, it was also found that the strategies that students used to
maintain the flow of communication included repetition, elaboration, example, L1
and gestures. The value of the opportunities to develop these discourse strategies
provided by this environment should not be undervalued, particularly in the
context of EFL in Thailand. In fact, the findings of this study confirm and
considerably extend the ideas presented in the Literature Review around the
notion that participating in literature discussion provides students with
opportunities to engage in authentic, meaningful and purposeful discussion which

develop both oral communication skills and content learning (Kim, 2004).

Nevertheless, the findings did show that students needed more help with attaining
a deeper understanding of aspects of the genres of sustained argument and
presentation. Further language instruction was necessary to improve their ability
to present, and for them to argue logically for and against ideas. Improved
understandings in these areas would promote even greater participation and

would further maximise the opportunities provided by the literature discussion.

7.1.3 Developed literary competence

As mentioned in the Literature Review, discussions about literature (whether in L1
or L2) are believed to help develop literary competence. This may be defined as
the ability to construct, interpret and evaluate meaning from literary texts, and the
ability to connect one text to others, or to the world in general (Blau, 2003; Carter
and Long 1991). The results from the classroom presentations of the current study
indicate that students have the ability to construct, interpret and evaluate meaning
from the text. The majority of interpretations were based on textual references and
ranged from lower level literal interpretation to higher level inferential
interpretations (Hillocks & Ludlow, 1984). The results also show that the ability of

the students to connect a text to other texts, or to the world, was sometimes
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influenced by their personal experience and cultural background (Christie &
Derewianka, 2008). These results from Thai classrooms augment findings in the
literature which show that students can provide more analytical and evaluative
responses based on their experiences (Hanauer, 2001; Kim, 2004; Mantero, 2002)

when reader-response is successfully implemented.

This development of the students’ interpretive skills may be explained by the fact
that engaging in small group discussion enhanced students’ level of
comprehension through the process of hypothesis formation, and negotiating and
confirming their own interpretations with other group members, leading to the
enhancement of their ability to interpret the text. The students’ ability to make
connections between textual references and aspects of their personal experience
and cultural background could be the direct result of their teacher’s instruction
which encouraged the students to relate the reading to their experiences.
Classroom teaching also encouraged students to refer to textual evidence to justify
their interpretation during whole class discussion. The evidence of the research
that forms the basis of this thesis supports the view that this way of teaching
encourages students to read more critically, as suggested by Rosenblatt (1995) in
respect of the need to analytically refer their personal interpretation back to the
text. In addition, the practice trains students not to base all their interpretations on
personal response, as criticised by Stotsky (2012). Furthermore, students
benefited from the targeted lectures on literary elements and learned to analyse
literary texts accordingly. It is important to bear in mind that the small group
discussions leading to the presentation and whole class discussions in this study
were mostly done in L1. This raises the question of the importance of L1 in
enhancing the use of L2 in an EFL context. The important function of L1 as a tool of

mediation in this context will be taken up in Section 7.3.4.

7.2 Research questions 2 and 3

The second research question focused on learners’ attitudes towards their learning
experiences in the collaborative reader-response literature classrooms and the
third research question focused on the dispositions of participating teachers

towards their own learning experiences and those of their students in the
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collaborative reader-response literature classrooms. In the review of the literature
presented in Chapter 2, a number of criticisms emerged regarding the teaching of
literature in EFL contexts. It was seen that some educators are concerned with the
imbalance resulting from an approach that places more emphasis on reading and
writing skills to the detriment of listening and speaking. Concerns have also been
expressed that the level of difficulty of the text can demotivate learners. The
results of this study indicate that a reader response approach could fill the gaps in
the pedagogical practices of teaching English literature, such as the problem of
imbalance between the four skills, how to deploy communicative methodologies to
teach literature, the teachers’ ability to explain texts in full detail, and the fact that
difficult texts may discourage students from learning. This provides support for
the view that literature is an important means of exposing students to culturally

authentic texts.

The study found that a reader response approach, which forms the basis of
literature circles, encouraged a balanced focus on all four skills in literature classes.
Data from students’ questionnaires and teachers’ interviews at the end of the
semester confirmed that classes using literature circles do focus on reading and
writing skills but they also unquestionably provide more opportunities to practise
listening and speaking skills than traditional literature classes. It seems possible
that the increased opportunities for spoken language practice resulted from the
structured activities in literature circles which allocated substantial class time for
L2 production in, for example, presentation and whole class discussion. Teachers’
use of L2 during whole class activities also provided students with opportunities to
apply listening skills. Literature circles thus show clear potential for reducing the
imbalance of skills practice in class. Moreover, by assigning a reading activity as
individual work to be completed before class and assigning a writing response
activity as individual work to do after class, the majority of class time could be
allocated to activities requiring students to speak and listen to the target language.
These activity assignments positively freed up class time for the development of
oral and aural skills in contrast to the more conventional literature classes. This
was confirmed by the results showing students’ and teachers’ altered attitudes. An

important implication in developing pedagogical practices is that the success of the
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class is based on the need for students to complete the individual reading before

class.

Another important finding is that literature circles can reduce the demand on
teachers’ to continually provide explanations, which can tend to dominate the
classroom discourse. As indicated in the literature (Paran, 2006) language teachers
are often not confident of their own competence in literary analysis and their
ability to explain a literary text in detail. This is also evident from the reluctance of
many teachers to teach literature classes. One interesting issue arising from the
findings is that teachers were shown to be involving students in the interpretation
of textual meaning through the small group discussions, which tended to shift the
focus away from the teacher as “sole expert”. Student-led discussions also focused
on the topics of interest to students; therefore it was not necessary for the teacher
to cover the texts in full detail. For example, it could be seen from the classroom
observations that there was always a lively and engaging discussion when teachers
based whole class discussion on the content of students’ presentations, which

covered selected topics from small group discussions.

One interesting aspect of teaching style to arise from the data is presented in the
findings. Two different teaching styles emerged, one reflecting a more controlled
approach in which the teacher preferred to lead the discussion of the literary text
in detail, and the other demonstrating a less controlled approach in which the
teacher exploited the content of student presentations to guide the discussion.
What this shows is that a less teacher-centred approach is actually very productive
in this context because it gives students greater ownership to present their
opinions. The students did not feel that anything was left out. They were happy
with the discussion and felt that they had learned something about the points they

were interested in and had wanted to discuss.

The students’ diaries showed that students felt that participating in discussion
helped them to comprehend the reading texts. These results are consistent with
those of other studies (Kim, 2004; Liaw, 2001). It is suggested that the possible
explanation for this is that literature circles help learners to understand the text
more clearly based on various activities that recycle the readers’ responses to the

texts. Firstly, the reading log activity can enhance comprehension by means of
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reflective writing after reading (Carlisle, 2000; Dunkelblau, 2007; Kim, 2004; Liaw,
2001). Subsequently sharing their comprehension and interpretation of the text
with other students in small group discussion helped students to confirm or
change their interpretation through exploratory talk (Hanauer, 2001; Kim 2004;
Leal, 1993). In addition, students also listened to the results of other groups’
presentations and had further opportunity to discuss and ask for the teacher’s
explanation during the whole class discussion. Overall, group engagement in the
different modes of communication provided by literature circles helped students
to better comprehend the reading as well as reducing the demand on teachers’

ability to explain the text in detail.

The study also found from students’ questionnaires and diaries that students
recognised the cognitive and affective values that accrued from the study of
literature. In their own terms, students used words such as “useful”, “fun” and
“enjoyable” to describe the literature classes (see Chapter 5). It is also clear from
this data that for the majority of students, reading literature in L2 was not an
impediment to motivation. These findings support previous research into students’
perceptions that when students realise the importance of a reader in interpreting a
text, they develop a positive attitude to literature and reading (Davis et al., 1992).
The results also support the previous research findings that students enjoy reading
literature in English after participating in reader-response activities (Dunkelblau,
2007; Elliott, 1990; Kim, 2004; Liew, 2001); and that most students become more
motivated to read English literature in the future (Chiang & Huang, 2005; Kim,
2004; Liaw, 2001). It is possible that these positive attitudes are enabled by a
reader-response approach which empowers students to discuss complex ideas,

and requires them to read and interpret independently.

Table 4.2 (see page 121) shows that there were great changes in student L2
production over the period of the study, and this could be an indication of
increased confidence with speaking. However, in terms of presenting their own
opinions, there was not the same growth of confidence reported in other studies.
In contrast to earlier findings (Elliott, 1990; Kim, 2004; Liaw, 2001), which
reported that personally responding to a text makes students feel more confident

about reading comprehension and interpretation. The findings for this study
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showed that although the teachers reported students’ increased confidence in
participating in discussion, the students themselves were not always confident
about giving voice to their own interpretations of the literary texts. The students
did acknowledge, however, that they had more opportunities to talk and present
their opinions in class using literature circles, and that this enhanced their
comprehension. They felt positive about knowing that others shared similar ideas
and about having their ideas confirmed by the teacher’s explanation. It is possible
that one explanation for this lack of confidence could be found in the Thai culture

which placing value on modesty.

During the first phase of classroom treatment of the text where the focus is on the
students’ understanding of what happens, students are allowed to bring in their
personal experiences in order to enhance their interpretation. In this phase, it is
possible that the lack of confidence may be the result of students’ inability to relate
the reading to their direct personal experiences. It was observed that the ability to
refer to a text can be used to compensate for this lack of real life experience. Being
able to reference from the text seemed to enhance the confidence of the students.
These findings underscore the value of the teachers highlighting the need for

students to refer from the text when giving their interpretations.

During the second phase of classroom where the focus is on literary analysis, it is
possible that students are not confident in their application of their knowledge of
literary devices to their interpretations because they have limited experience in
doing so. Further exposure to discussions of literature and literary analysis should
be able to enhance student competences and confidence in the interpretation of

literary devices.

7.3 Classroom implications

This study is the first collaborative action research to qualitatively investigate the
implementation of literature circles, a reader-response approach, in real EFL
literature classes in Thailand. On the one hand, the literature circle approach is an
intervention at curriculum level. It brings together two intersecting curriculum
genres: EAP and literature. On the other hand, it is an intervention at the teaching

level around the issues of how to read and respond to a literary text. The findings
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from all data sources in this study suggest a number of practical implications that
would be beneficial for future implementation. This section will discuss the
practical implications to be considered when literature circles are implemented in

an EFL context.

There are two principal expectations of the student’s roles that must be fulfilled if
this approach is to reach its full potential. However, these expectations place an
onus on the teachers to create an environment where the fulfillment is possible.
Firstly, students are expected to participate in whole class activities in the target
language. In this study, the leap from L2 reading to L2 presentation was enabled
through the support of L1 discussion in the small groups and strong ability in both
languages. Additionally, students sometimes deployed code shifting to facilitate
thinking and to articulate complex ideas in L2 during the whole class activities.
Secondly, students were expected to work within and develop from their current
language ability. That is, there was only incidental explicit language teaching.
Nevertheless, according to the Output Hypothesis discussed in the Literature
Review and the findings presented in Chapter 4, students were able to develop
their linguistic resources by planning, producing and monitoring their L2 output
during the presentations and discussion opportunities provided by literature
circles. Overall, these classroom expectations of literature circles are realistic and
achievable under certain conditions created by the teachers. The conditions that
will facilitate the successful implementation of literature circles can be met despite

the teacher variables discussed in Chapter 6.

7.3.1 Scaffolding and student training

The findings show the development of students in terms of the mastery of the
genres, their understanding of the structure of the lesson and their L2 language
usage. These competencies were developed through practice over several cycles
which enabled students to become familiar with the structure of the lesson and to
feel comfortable with what and how to discuss. Different types of support were
provided to prepare students for participating in literature circles activities. These
included providing students with theoretical knowledge of the reader-response

approach and procedural knowledge about participating in literature circles. It is
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important that teachers use the first class meeting to introduce students to these
concepts because they contribute to the success of the subsequent classes. With
regard to theoretical support, students need a basic explanation of how to use the
reader-response approach and to be made aware of the possibility of multiple
interpretations based on textual evidence. In terms of procedural support,
students need to understand the structure of the lesson, such as the sequence of
literature circles activities and sub-activities as well as their own roles and what is
expected of them in each phase of the activities. Students also require procedural
knowledge such as how to write a reading log, or how to respond to role sheets
and how to assume different roles in small group discussion. The findings
described in Chapter 6 reveal that it is essential for teachers to set high
expectations and emphasise the importance of individual reading and preparation
for discussion before class, as well as clearly communicating these expectations to
the students. Furthermore, teachers may occasionally provide language support
where needed to assist with linguistic development, such as how to show
agreement or disagreement in discussions, how to present small group results and
how to organise talks. The three-hour session spent on student training at the
beginning of this project to communicate these concepts and negotiate student

understanding was essential to the success of the project.

7.3.2 Text selection

The findings demonstrate that authentic literary texts can be made accessible to
students at lower level of proficiency. Nevertheless, it is crucial that teachers select
texts that will motivate students and are suitable for their language level. The
criteria for text selection discussed in Section 2.2.4.5 provide a useful guideline for
text selection. Students’ responses in questionnaires and diary entries show that
the students had a wide range of interests in terms of genre. Some students
showed a preference for poetry, while others did not like it. It was observed that
students seem to handle a short and simple poem better than a longer and more
complex one. As most of the texts used in this study were texts from the university
canon, apart from Speak by Laurie Halse Anderson, students did request more
modern texts because they felt these would be easier to read. Nevertheless,

students expressed the view that exposure to traditional texts was useful for
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expanding cultural and historical knowledge. It is important that teachers observe
student feedback and students’ reaction to a reading to decide whether it should
be included in future lessons. In this study, teachers in Class 1 and Class 2 decided
at the end of the semester that they would use The Gift of the Magi by O. Henry as
the first reading text in the next semester, because students reacted to it very
positively. Students said it was easy to read and said they could relate to the

situation presented in the story.

7.3.3 Supportive atmosphere

Creating a classroom atmosphere that encourages open discussion is one factor in
this study that seemed to be critical to promoting interaction in the classroom. The
implementation of a western pedagogical approach, which makes different
assumptions about learner behaviours and cultural contexts than the traditional
Thai approach, should be carefully and critically considered, as discussed in the
Introduction (Section 1.6.2). While students may engage actively in small group
discussion, teachers cannot assume that students will actively engage in whole
class discussion when literature circles are introduced. In a hierarchical social
structure such as is found in Thailand, where teachers are viewed as authoritative
figures in class, the scaffolding of technical knowledge of the reader-response
approach and discussion management should be accompanied by an open, friendly
atmosphere in order to encourage discussion and participation. The strategies
successfully applied by teachers in this project to encourage student participation
in whole class discussion included allowing long wait time, accepting student
responses, asking clarification questions, and the sharing of personal experiences

by teachers.

7.3.4 Roles of L1 in classes

The Literature Review has pointed to the potential of L1 as a mediating tool for
communication and language learning in L2. In this project, L1 was used as a
mediating tool during small group discussions. Students typically used L1 to assign
roles at the beginning of the discussion, to explore and discuss their ideas, confirm
comprehension, and structure the content of the presentation. They also

commented on other people’s presentation in L1 and sometimes came up with
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questions as a result of those comments. Using L1 in a structured way can have
positive impact on students in relation to their presentation or what they are
reading. This can result in a well-organised presentation in L2, as demonstrated by
Aor’s presentation 2 and Kong's presentation 1, in which the students planned
what to present in L1 during small group discussion. Although students used L1 in
their small groups, they accepted and followed the class rule that encouraged them
to use L2 during the whole class discussion. Nevertheless, a few students used L1
in whole class discussion to confirm the ideas they had contributed in L2 by
repeating or translating their L2 content into L1, and as a short cut, to keep the
flow of their contribution in the form of code shifting from L2 to L1. These types of
student use of L1 were well accepted by the teachers, although on some occasions
teachers might ask students to repeat what they had said in L2, or might

summarise it in L2 for the whole class.

Teachers occasionally used L1 to scaffold the learning when they explained
theoretical concepts or mediated classroom administration. It was observed that
when teachers used L1 unnecessarily at time when L2 was a feasible and valid
option, it also had the negative effect of prompting students to respond in Thai, as

seen in Excerpt 4.5 Turns 30 and 31.

In this project, students did not mention the effects of L1 in the questionnaires and
diary entries. However, in informal conversation, students indicated that L1 was
felt to facilitate discussion and helped them understand the text better. They did
not feel that the opportunity to practise L2 was hampered by the use of L1 in small
group discussion because they had opportunities to use L2 during the presentation
and whole class discussion phases. With regard to student perspectives of teacher
use of L1, opinions were diverse. On the one hand, students suggested that
teachers’ use of L1 facilitated their understanding of the lessons. On the other hand,
students believed that teachers should use L2 in class to enhance opportunities for
language practice. From the findings, it was suggested that teachers should show
more tolerance towards student use of L1 and view it as a scaffolding tool as well
as a fluency tool. Teachers themselves should monitor their use of L1 in class and
ensure that they used it for scaffolding purposes only, to avoid triggering the

unwanted use of L1 by students. This has enormous implications for non-native
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speaker teachers and the judgements they need to make about the use of L2 in the

classroom.

7.3.5 Other classroom variables

Other classroom variables that could affect the results of the intervention are class
size and presentation format. Small class size has been identified as a facilitating
factor for classroom participation in a university (Rocca, 2010). Practitioners may
argue that the discussion format works well in smaller classroom. Nevertheless,
during the whole class discussion phase in this project, the students in larger
classes (35 students) participated as actively as students in smaller classes. (12
students). This could be explained by the fact that empowering students with the
content knowledge and discussion procedure encouraged them to participate
more in whole class discussion. It is important that teachers monitor the classroom
and ensure that students who wish to contribute have opportunities to do so in the

given time.

Another factor affecting the length and content of student talk was the
presentation format. Whether the presentation is formal or informal can affect L2
production by students. In this context, “formal presentation” refers to the
situation in which students stand in front of the class to present, and “informal
presentation” refers to the situation in which students present to the whole class
not from the front but while sitting or standing at their desks. As can be seen from
Table 4.2, the quantity of L2 produced by Nut in Week 7 was lower than in other
weeks. This could be an effect of the presentation format decided on by the teacher.
In this class, students typically gave formal presentations after the small group
discussion. However, in Week 7 when the pressure of formal presentation was
taken away, student talk in that class tended to be shorter with a few cases of co-
construction during the presentation. It can be argued that informal presentations
may limit the opportunity for students to produce L2 because they do not feel the
pressure to perform. In addition, Excerpt 4.7 shows that co-construction, while
helping to support the flow of the presentation, may restrict the students’

opportunities to take full ownership of the presentation and further develop in L2.
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Thus, teachers should carefully consider the possible effects that presentation

format might have on their classes.

7.3.6 Implications for teacher training

The implications for classroom practice discussed above clearly point to the
relevance of this research to the training and development of teachers of English in
Thailand. It is recommended that both pre-service and in-service teachers should
be exposed to different types of literary texts using a reader-response approach so
that they become familiar with the activities and their structure. Emphasis should
be placed on teaching strategies which create a classroom atmosphere that
encourages student participation by means of various scaffolding activities and
discussion strategies. Lastly, teachers should be trained to raise their awareness of

the roles of L1 in the language classroom and to monitor its appropriate use.

7.4 Conclusion

The benefits of literature teaching to language learning in Thailand have been
largely ignored, as discussed in the Introduction (Chapter 1), partly as a result of
teachers’ perspectives that literature only promotes reading and writing skills. In
addition, a literary text is viewed as being too difficult for language learners, and
teachers are worried that with limited literary knowledge, they will be unable to
handle literary texts in language classrooms. Nevertheless, this study has shown
that literature classes can be beneficial when they are taught using a reader-
response based approach. Based on the analysis of classroom interaction,
literature classes are shown to have high potential for enhancing comprehension
and opportunities for practising integrated skills in English. Results demonstrate
that structured literature discussions can benefit the production of students’
language in terms of quality, quantity and interactivity. In providing such activities,
teachers will assume different roles to those they may have fulfilled previously.
With student-selected discussion topics, teachers are not required to explain all
the content of a literary text. Instead, their role is to be an active listener and to
facilitate discussions. This change in role should make teachers more positive

about the prospect of incorporating literature into their classrooms as it removes
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from them the burden to be an all-knowing expert in the area of literature. The
model suggested in this project provides an effective way to incorporate
communicative language teaching into the prevalent lecture-based and teacher-

guided literature classrooms in which students have been reluctant to participate.

The scaffolding processes explicitly identified in this project make reading and
discussing literature accessible to students with intermediate level of proficiency.
The processes integral to the reading circles approach also empower students to
take ownership of their interpretation and increases their desire to share their
ideas. When the discussion is conducted in L2, the class serves to achieve the
purpose of both the study of literature with the cultural enrichment that this
entails as well as the aims of language teaching and learning. The achievement of
both these goals is effected in a way that provides cognitive challenges for students
that are often absent in “language for language sake” classrooms. This classroom
context situates students in a learning context that requires the reconsideration
and restructure of their linguistic resources. Students are expected to use their
language resources “as a cognitive tool” (Swain, 2006 p.96) to “language about”
complex ideas from conceptually and linguistically demanding literary texts in
their L2. This then provides a context that is said to be a stepping-stone for

advanced learners (Byrnes, 2006).

The Thai Ministry of Education consistently promotes the use of collaborative
learning in compulsory education. The model of classroom activities presented in
this study extends this approach into higher education in a structured way. This
model of classroom activities additionally continues the implementation of
collaborative learning approaches promoted by the Thai Ministry of Education in
compulsory education into higher education classrooms in a structured way. It
takes the advantages of previous student training into account and provides
opportunities for students to continue to develop graduate characteristics as
designated by the Ministry of Education, such as critical thinking skills,
interpersonal skills and teamwork skills. Therefore, it is essential that the benefits
of literature classes should be promoted, and that schools and universities should

reconsider their decisions to exclude literary texts from language programs.
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Chapter 7 Conclusion

The research in this project was limited to groups of undergraduate students in
bachelor of English programs. The participating teachers were also limited to a
certain group of young and active practitioners. A future research direction could
involve the implementation of a reader response approach with different groups of
teachers, such as teachers with lower English proficiency, less teaching experience,
or older teachers. The aim would be to identify the problematics in
implementation in each group. Future research could also look at implementing
literature in regular English reading classes, or using non-fiction material. Another
type of research could involve the implementation of this model in a Thai
classroom with different groups of students, such as primary level students, or
secondary level students. Such research would enhance understanding of what and

how the approach should be best implemented in different contexts in Thailand.

In conclusion, abandoning literature from language programs because of its
linguistic or conceptual challenges is like throwing the baby out with the
bathwater. It is evident from this project that literature provides challenging and
stimulating content. This research has provided an alternative model of literature
circles in EFL classrooms that will fill the pedagogical gap in using literature in a
language classroom by enhancing both literary competence and communicative
competence. Literature circles may not be a silver bullet that can solve all the
problems relating to English literature teaching in EFL contexts; nevertheless, this
research shows that with carefully planned and scaffolded activities, normally
quiet Thai EFL classrooms become more communicative and more cognitively
challenging. This enables students to generate a high level of conceptually and
linguistically complex target language, which is a scenario worthy of recognition
and prompts further investigation into other potential benefits the use of literary

texts can bring to the EFL classroom.
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Appendices

Appendix 1 Examples of English language programs in Thailand
1 Traditional literature or linguistics focus English program

2. ESP focus English program with literature classes
3. ESP focus English program without literature classes
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1.1 Bachelor of Arts Program in English
Faculty of Arts, Chulalongkorn University

2009 Curriculum structure
Required minimum 149 credits
1. General Education
2. Areas of Concentration

30 credits
113 credits

Appendices

2.1. Basic Arts 42 credits
2.2. Major Areas 51 credits
i. Required courses 24 credits
il. Elective courses 27 credits
- linguistics courses 9 credits
- literature courses 9 credits
- linguistics and/or literature courses 9 credits
2.3. Minor Areas 20 credits
3. Free elective 6 credits
Study plan
Yearl Year 2
Semester 1 Semester 2 Semester 1 Semester 2
- - Academic English English Reading
Oral Skills Skills
Introduction to
English Sound English Composition
System and I
Structure
Reading and
Introduction to Analysis for the
the Study of Study of English
English Literature Literature
3 Subjects 9 Credits 3 Subjects 9 Credits
Year 3 Year 4
Semester 1 Semester 2 Semester 1 Semester 2
Background to Background to Elective Elective
British Literature American
Literature Elective Elective
Elective
Elective (Elective) (Elective)
Elective
Elective

3 Subjects 9 Credits 3 Subjects 9 Credits  2-3 Subjects 6-

9Credits

2-3 Subjects 6-9
Credits
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Literature related Major Electives (20 Courses)
American Fiction from the Twentieth Century to the Present
American Poetry from the Twentieth Century to the Present
British Fiction from the Twentieth Century to the Present
British Poetry from the Elizabethans to the Augustans
British Poetry from the Twentieth Century to the Present
Children’s Literature
Contemporary World Literature in English
Drama from the Twentieth Century to the Present
Environmental Literature
Fiction and Fact in English Prose
Independent Study: English
Introduction to Modern Critical Theory
Literature and Film
Literature in English Translation
Mythological and Biblical Background to English Literature
Nineteenth-Century American Literature
Nineteenth-Century British Fiction
Selected Topics in English Literature
Shakespeare
The Poetry of Rebellion: The Romantics to the Victorians
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1.2 Bachelor of Arts Program in English

Faculty of Arts, Thammasart University

2013 Curriculum structure
Required minimum 138 credits
1. General Education
2. Areas of Concentration

30 credits
102 credits
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2.1.Major Areas 78 credits
i. Required courses 48 credits
ii. Prescribed elective 3 credits
iii. Elective courses 24 credits
iv. Prescribed course outside the English department 3 credits
2.2.Minor Areas 24 credits
3. Free elective 6 credits
Study plan
Yearl Year 2
Semester 1 Semester 2 Semester 1 Semester 2
General Education  General Education Introduction to Significant

(Language related
courses includes:

Thai Usage

English Course 1
English Course 2
English Course 3

Thai Report
Writing)

15 Credits 15 Credits

Linguistics

English through
Literature 1

Reading for
Information

Paragraph Writing
Listening-Speaking 1

Minor/ Elective

6 Subjects 18 Credits

Features of English

Reading for
Opinions

Essay Writing

Listening-Speaking
2

Minor/ Elective

Minor/ Elective

6 Subjects18
Credits
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Year 3
Semester 1 Semester 2
Reading for English through
Academic Purposes Literature 2
Expository Writing  Argumentative
Writing

Listening-Speaking
3

Principles of
Translation

Major Elective 1

Minor/ Elective
/Free elective

6 Subjects 18
Credits

Listening-Speaking
4

Major Elective 2

Minor/ Elective
/Free elective

Minor/ Elective
/Free elective

6 Subjects 18
Credits

List of Major Elective Courses

1. Prescribed electives (select 1 of the following writing courses) 3

credits

Appendices

Year 4
Semester 1 Semester 2
Intercultural Major Elective 6
Communication in _ _
English Speaking Major Elective 7
World

Major Elective 3
Major Elective 4
Major Elective 5

Minor/ Elective
/Free elective

Minor/ Elective
/Free elective

6 Subjects 18 Credits

Major Elective 8
Major Elective 9

Minor/ Elective
/Free elective

Minor/ Elective
/Free elective

6 Subjects 18
Credits

Journalistic Writing
Creative Writing

Academic Report Writing

2. Electives (select at least 8 courses from the list) 24 credits.

Academic Report Writing

Business Writing

Conference Interpreting

Contemporary English Language, Culture and Media
Contrastive Studies of English and Thai

Creative Writing

Critical Discourse Analysis

Critical Reading

English for Business Organizations

English for Hotel Personnel

English for Public Relations
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English for Secretaries

English for Tourism

English Structure

English Stylistics

English through Young Adult Literature
English to Thai Translation 1
English to Thai Translation 2
Journalistic Writing

Liaison Interpreting

Practicum 200 hours

Public Speaking

Readings in Arts and Culture
Seminar in Current Issues
Seminar in Reading

Thai to English Translation 1
Thai to English Translation 2

The Story of the English Language
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1.3 Bachelor of Arts Program in English for Communication
Rajamangala University of Technology Thanyaburi

2011 Curriculum structure

Required minimum 133 Credits

1. General Education 36 credits
2. Areas of Concentration 91 credits
a. Basic professional courses 24 credits
b. Required courses 30 credits
C. Elective courses 30 credits
i. English 15 credits
ii. Professional 15 credits
d. Professional experiences 7 credits
3. Free elective 6 credits
Study plan
Yearl Year 2
Semester 1 Semester 2 Semester 1 Semester 2

General Education 1
General Education 2
General Education 3

Fundamental
English

English Phonetics

Free Elective 1

6 Subjects 18
Credits

General Education 4
General Education 5
General Education 6
General Education 7

Communicative
English

English Structures

Pre-Intermediate
Listening and
Speaking for
Communication

8 Subjects 21
Credits

General Education 8
General Education 9

General Education
10

Comparative
Studies of English
and Thai

Intermediate
Listening and
Speaking for
Communication

Introduction to
Reading

Elective (ii) 1

8 Subjects 20
Credits

General Education
11

English Language
and Culture

Critical and
Analytical Reading

Paragraph Writing

Introduction to
Translation

Elective (ii) 2

7 Subjects 21
Credits
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Year 3 Year 4

Semester 1 Semester 2 Semester 1 Semester 2
Advanced Listening  Preparation for Professional Presentation in
and Speaking for Cooperative Experience English
Communication Education
Essay writing (Cooperative Independent

English Report Education) Studies
Translation: English ~ Writing
into Thai Elective (i) 5

Presentation in
English for Office English

Work
Elective (i) 2
Elective (i) 1 Elective (i) 3
Elective (ii) 3 Elective (i) 4
Elective (ii) 4
7 Subjects 20 5 Subjects 15 1 Subject 6 Credits
Credits Credits

Elective courses (16 courses, no literature)
Academic Reading
Argumentative and Persuasive Essay Writing
Business Correspondence
Consecutive Interpretation
English for Advertising and Public Relations
English for Flight Attendants
English for Logistics
English for Seminar English for Tourism Industry
English Public Speaking
Fiction Translation
Reading for Pleasure
Screen Translation
Simultaneous Interpretation
Social English

Translation: Thai into English

Elective (ii) 5

4 Subjects 12
Credits
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Appendix 2 Student questionnaire

Questionnaire: Students’ opinions on literature courses

HUUFRUMNANNAATHVD I NANYINDTIEIB1ITTHAR

The purpose of this questionnaire is to collect information about your learning
experiences and your opinions on literature classes. Please answer the questions
frankly. Your answers will not affect the final grade result of the course but they
will be helpful in improving the course in the future.
wuugaunaiiiRglsradifianunutayafiniulszaumssimsFounasanuAnfinvanihwiniuneivisseai
ngaaudmmumnaiiueie AnsvvavimezhifinadenamsSoularenavasnein

urazdhelumaimmneinlvauian

Partl Background information Please put the mark (v') in front of the answers or
write the answer in the space provided.

A v & o A v U v A Ao [
ADUN 1 VBYANUFIU NFANNUATBIHINEY (V) mhmneufinesmsviselsumneuasluresing
1. Age ong: 2.Sexme: [ Malevw [ Female nds 3. Year suil:

4. Have you studied English with a native speaker in secondary school?

mumeEsunsenguivensdidivesnmluseduduiseunsoli (] Yes 1 [] No l:%

5. Have you studied Thai literature course in secondary school?

y
MumeineeInssuad inglusedusuisounsoli [ Yes 1y [] No nily

6. Have you studied English literature in secondary school?

’
wuaesAnuTTaaan g rluszduduisounieli ] Yes 1 [l No hils

7. Have you studied literatuer course in university?
MuwnAneeirnITuad luszauumInodoniell [] Yes 14 [] No hils

If yes, how many literature courses have you studied? Please specify.

I v a Y da a A Y
WWﬂnl“H 1/]11-‘IhlﬂﬁﬂHﬁ'IfJ'J“]ﬂ'Jiﬁmﬂ§ﬁiJlﬂLm’Jﬂ’J“]ﬂ Iﬂﬁﬂ3%145183“]11711/]11«!”1@!.581&%1

8. Do you read anything in English outside classroom?

. )
MusuenaINEI8INqEIU 9 uenFuiSsuniell [ Yes 1 [] No ity

9. Please put a mark (v) in front of the English media you read outside classroom.

aquiatasig (V) wihdanudngquiiiudiunanduFon @aulduinni 1 1wme)

[] magazines finuans [] textbooks simn [J newspaper
wilsdaiian

[] poems uniii [] short stories dasdu [] novels wituw
[] brochure/leaflet wiusiuimla [] online news and magazines shafinumsaaulai
[] social media #wnuaaulai [] other #u 1 (Please specify Tusassy)
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10. Please put a mark (v') in front of the activities you like to see more in literature class.

o o v v o ol et = P o ) '
ﬂiqiu”ll’l”llﬂiﬂl‘WNWH( )Wu”lﬂilﬂiimﬂ’ﬂuﬂﬂWﬂTﬁNN’IﬂH\]ﬂJuTuTIﬂ’Jiimﬂﬂ (ﬂﬂlﬂmﬂﬂﬂﬂ 1.314119)

[] read aloud smaanidius [] silence reading msawhita [] small group discussion
aflsungudan

[ lecture ussue U role play unumanyi [] whole class discussion
aflswunguivg]

[l group work vungu Ll individual work v [] presentation msinaua

[] other #u 1 (Please specify Tussz)

Part II Opinions rating newii 2 Yeyaszdunudaniu

1. Please rate your level of English proficiency by putting a mark (v') on the position
indicating how you feel between each two concepts.
nanlsziiuszduanuaunsamsldnnsinguveaniu Taskunieanng ()

vudumisfinsanuanuanvesniusgnieszausiiuann

Skill vinus Weak Fair Ok Good Excellent
GL] nol¥ el @ Aun

1.1 Listening msils ] [] [] [] [

1.2 Speaking msya [] ] [] [] []

1.3 Reading msew ] [] [] [l [

1.4 Writing maieu [] [] [] U] []

2. Please rate your ideas and impressions about literatuer class by putting a mark (v)
on the position indicating how you feel.
nanilssfuszduanuRaiunazanuiFavesifefueimsund Taskuaiosmng (v)

vudumisfiasaduanuianvesiu

Literature courses are........... Strongly Disagree  Neutral Agree Strongly
TIWIPIITTUAR....ccc. disagree hiviudy thunas iwudae agree
Niiugoediisa iudavedatia

2.1 difficult. sn [] [] ] [] []
2.2 useless. 15sglomi ] [ [] [ l
2.3 boring. uile [] ] [l [] [l
2.4 not important.

iy p [ [ [] [ [
2.5  old fashion. liuami [] [ [] [l []
2.6 frustrating. vhai ] [ [] [] l
2.7 easy. 4w [] [ [] [] []
2.8 useful. ifhalszlomi ] N [] [] l
2.9  interesting. iauls [] [ [] [] [
2.10 relevent to now.

ifeadoatuilagiiu ] i U ] ]
2.11 necessary. suilu L] ] [ [l []
2.12  enjoyable. ayn [] [] [] [ U
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Part III Short answer about literature courses aeui 3 anuAaiuharnusneiznssund
1. Why do you think literature courses are included in the curriculum?

e 2o o o o
TI’]uﬂﬂﬂﬂLWi”lﬁmﬁﬂﬂiNNi”lﬂTlﬂﬂﬁimﬂﬂiuﬁﬂﬂqﬁli

2. The thing I like best about literature class is

Fmiugaunntigaluseiniisuabina

3. The thing I do not like about literature class is

fganulivauluieduniiinaine

4. My most difficult challenge in studying literature is

o e 1 g o oo cicu
mmumuﬁwmnnqm‘iumstmmmqﬁmﬂﬂﬂa

5. One thing the teacher could do to help me learn better in literature class is

fdarastdaanaansnmulinuEeuidivrseadlditdmda

6. Do you think literature class helps you to appreciate literature better? Why or why not?

I o o o1y & o o P I
Yl’luﬂﬂ]"Ii’]ﬂﬂj’lJﬁmﬂﬂ‘lﬂﬂiﬁ"{l”luzﬁﬂflﬂﬂsh\mﬂﬂﬁmﬂml”lﬂﬂﬂ‘l]uﬂiﬂh miwmvﬁm
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7. Do you think literature class gives a chance for you to discuss the things that you are
interested in? Why or why not?

a1 o oo ¥ v o = 7" o o !
iuAnheivsueiidalamaliviuldefidetudimimidnaulasss ¢ wiald wazmgln

8. Do you think literature class encourages you to read more English literature in the future?
Why or why not?

oA o o v g v ! o o a4 @ v
‘Vﬂuﬂﬂ’ni1H]ﬂjﬂ’]iimﬂﬂﬂi§ﬁ!1ﬂﬂﬂ1uﬂ1u’]iimﬂﬂﬂ11:H’rNﬂqﬂﬂﬂﬂﬂﬂmu?uﬂuﬁﬂﬂﬁiﬂvlﬂ I,Wﬂ%/’l,ﬁl?ﬁﬂ

9. Do you think literature class helps you develop English reading and writing skills?
Why or why not?

iuAnieIrTsuaRveliiwimwints Mg ey nlsundinguiiala sl

10. Do you think literature helps you develop English listening and speaking skills? Why or
why not?

Mgl aRiiEliiainsgmsiliuazgnsygandinguuiali mssmnln

11. Other comment or suggestion in improving literature class.

o

afninan | Wi adatauauuslumsimuimsGuumiaanstiuniiswai

End of questionnaire. Please check that you have answered all questions. Thank you for your
cooperation.

v

Fuganuugaumy niananegavinihulanaudnuasuiiugnia vauaniiulinnasuiianaunuuaauna
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Appendix 3 Diary prompts

1. Student diary prompt 1
2. Student diary prompt 2
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3.1 Student diary prompts 1

1. Whatis your feeling the night or the morning before coming to English
Literature II classes? How is it similar or different to the feeling you had
before going study English Literature I classes?
idanedlslufudeuSuiivzfouirmssanssunnsings 2
wielupeuinnoufinzFeuiyssaunssumedangy 2

v A A A 1w YR A1 A Y a a o '
ﬂ'ﬂllzﬁﬂ‘ulﬂllﬂu‘i’ii'EWINﬂ‘]JﬂDngﬁﬂ“ﬂ‘Vnullﬂ’ﬂuﬂ1iﬂlHiﬂuﬁﬁﬂﬂﬂUﬁimﬂiinfﬂHT@\iﬂﬂH 1 E]EJNvlﬁ

2. How do you prepare yourself before coming to English Literature II classes?
How is it similar or different to the way you prepared yourself before
coming to English Literature I classes?

Muasoudano S ouIFITTUNTIUAEISINYY 2 athels

Ed
3‘ﬁfﬂimiFJing”Jﬂi]ulﬁEJL!’QJ‘D"]WU@QVIWMLWﬁE]'L!‘I’ﬁE]WNﬁUﬂ']iL@]iEJ?Jigf’cll,iﬂui?ﬂ%ﬁlﬂ’ﬁiﬂ!ﬂiﬁJﬂT]eﬂEu]’Qﬂi]H 1 othels

3. How do you feel when you are studying in English Literature II classes?
How is it similar or different to the feeling you had when you were studying
in English Literature I classes?
sdanedlsluvasimudidasouneimssanssunsang 2

v & oA A 1w Y A A Ao o a a o '
ﬂ’\l'lllgﬁﬂulﬁllﬂuﬁiﬂﬂ']\iﬂ‘llﬂ';]‘lllgﬁﬂvwnullmmxﬂﬂ'lﬁ\il,iEJu5183%1355mﬂ55ﬂﬂ1y1ﬂ\1ﬂqy 1 ﬂfﬂ\ﬂi

4. Isthe way you behave in English Literature II classes similar or different to
the ay you behaved in English Literature I classes? How (more or less) and
why?
wgAnsINvesulueIFITUNTIUNMBISINGY 2
millounseaniunganssuvesilusiedsnssunssunpdengy 1ed1ls (mnnimsedesndn) mszmala
4.1 Asking questions to teacher msowsawivernsdgdaon
4.2 Making comments to the teacher msuaasanudaiiusesinsigaou
4.3 Talking to classmates about literature myaquiuitouswsuimfnssund
4.4 Other behaviours that you have noticed. wadnssudu 4 fiinfnmndunaiiu

5. What do you do after English Literature II classes? How is it similar or
different to what you do after English Literature I classes?
vimv‘has‘liwﬁamﬂbﬁuﬁau51836151355111ﬂimmyﬁaﬂqy 2

FanvusiumidounSemaiuFainusimdes susedvIsunssuMYIengy 1 ad1als

6. Do you prepare for or follow up the class by searching literature on-line to
help you understand the lesson better? How? Do you think it is helpful?
Why?

vy Yy = 4 A Ao ~ a A o ~ A g 9y v =
muﬂumwaymﬁmﬂ@mﬂﬁaaﬂu”laumamﬁﬂuﬂuﬂaunmmim‘wemmauwmﬂmsauLwa“lwmumﬂﬁmmiau

2 awa . VoA 14 7o ¢ Ay
wndunseli od1als Mudandeesnlaiiiilszlsniniela mazmgla
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7. Do you think the style of teaching in English Literature II classes improve
your understanding of literature? Why?
iR hgduuumsaeuluneirmssanssunnsangs 2 seiannanuianudilufndssuadniel

NEREVEN

8. Comparing to the style of teaching in English Literature II classes with
English Literature I classes, which do you feel makes you understand the
lesson content better? Why?
aSeuisngluuumsiFeumsaonluieInIssunssunusangy 2
fugduuumsiGeumsaoulusedrIssunssumISIngy 1 gﬂuuﬂm}aaﬁlﬁ'ﬁmL%’ﬂmiﬂrﬁmmméqs\djyu

mszmala

9. Comparing to the style of teaching in English Literature II classes with
English Literature I classes, which do you feel makes you improve your
English language skills better? Why?
nSeuisnglupumsFeumsaonluiednIssaunssumusangy 2
fugluuumsGeumsaoulusedrIssunssuMBISINgy 1

v v
s lagrelimuiannineznmsanguungsiu msizmala

10. Which style of teaching do you prefer; the one for English Literature I
classes or the one for English Literature II classes? Why?
ireuguuumsseunsaeuuulamnanhszningiuuillusedrssunssunnsangy 1

sazguuunlFlusieirnssunssunesingy 2 mszmgla
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3.2 Student diary prompts 2

1. Do you enjoy taking part in the group work? Why? How do you help the
group reach the discussion goal?
Mureusuhunguniell mamgla vusedauaiuanuduiivesnguesialitha

2. What are three things you like about small group discussion in literature
course? Why?

P A T ) a o a a
ﬂxhliﬂﬂﬁQ‘VI‘ﬂTLl“]fﬂUi\IWﬂVIfIﬂfﬂllﬂﬂN LﬂU’JﬂUﬂﬁﬂﬂﬂ‘i'lfJﬂl’;!llEJFJ?JGI,H’J“]f‘I’JiiiI!ﬂﬂ mimmiﬂ

3. What are three things you do not like about small group discussion in
literature course? Why?

A A Ay ' a 2 ' A4 o a U] a a
ﬂghliﬂ’f)fNVIﬂWuhlllﬁlf’E]‘]JiJ"lﬂﬂEIﬂﬁ"liJﬁQﬂm\i lﬂﬂ’lﬂ‘ﬂﬂﬁﬂﬂﬂi1ﬂﬂ@ﬂﬂﬂﬂﬁlu’f]%1’fliimﬂﬂ LWiWﬁiWNﬂﬂ

4. What are the factors that encourage you to participate in small group
discussion? Why?

ozlsneilafefinszdulivuiidiuswlumsedsenquées mizinagla

5. What are the factors that discourage you to participate in small group
discussion? Why?

ozlsneiladenviliviliesniidiuswlumsedlsienguies mszingla

6. Do you think the assigned time is enough for your group to finish the
discussion? What do you think is the suitable time for each round of
discussion? Why?
‘I/huﬁﬂ?hmaTﬁlﬁ)Wﬁ511’e)“U‘HlI181ﬁlﬁ8QW@ﬁ1W§U1ﬁ’ﬂ§iM‘l}ﬂﬂﬁ1u@§ﬂi1ﬂ%u§uﬁﬂﬁ§@1ﬂ

oA { LY a ' < '
muﬂmmmﬁmmzﬁummummﬂﬂimimmazsaumi!ﬂuiwznawﬂizmmmﬂi mswmqiﬂ

7. What are the conflicts found in your group? How does your group solve
these conflicts? Do you think they are effective?

Y o oy ' oA ) ' , Y o oy 1 Ay an a1 and yy A g
ﬂlﬂﬂlﬂ!LﬂﬂuﬂqNﬂlﬁﬂﬂWUN@lei‘UN ﬂﬂqmmmuuﬁlmﬂnﬂlmmwummmummﬂﬂ ‘1/]"Iuﬂﬂ’ﬂ’l'ﬁuu1ﬂﬂﬁﬁiﬂllﬂ
8. Do you participate more in the small group discussion comparing to the

beginning of the semester? Why?

VoA ' a o s A VA i~ a o A g =
1/111!1]ﬁ'}ui'}lﬂuﬂTi@ﬂﬂ§Tﬂﬂ'q11EJEJEJlIWﬂ‘llu“ﬂiﬂvlﬂmﬂl,ﬂiEJTJW]EJTJﬂ‘]JWE]uLﬁMﬂufﬂﬂfﬂiﬁﬂ}ﬂ LWiTglﬂﬂiﬂ

9. What do you think about the reading-log task?

VoA a ' A o = .
1/1Tullﬂ'Zﬂllﬂﬂmuﬂmﬂﬁmﬂ’lﬂﬂﬂﬁﬂlﬂu readmg IOg.

10. What do you think about the reading response task?

oA a ' A o ) .
“I/ﬂullﬂ’ﬂllﬂﬂmuﬁ)ﬁﬂﬂhlﬁmﬂ’;ﬂ‘ﬂﬂﬁ!‘llﬂu readlng response
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11.

12.

13.

14.

15.

Appendices

What do you think about the amount of workload in this course?

oA a ' 4 o A a &
munmmmmuama‘limmﬂuﬂsmmdmiuwm

Which activities in this course (reading log, small group discussion, whole
class discussion, lecture, role play, reading response) do you find is the
most useful for you? Why?

v '
wudanninssulaluiniiilselemimniigadeni msizmgla

Please describe your English learning experience. For example, when you
started learning English, your experience with non-Thai teacher (at which
level, how long), why you choose English major, what you can do in English,
etc.

A3AU5501l5 LA UMIAMIISOUNHISINHYBINIU 12U mﬂ?m‘%'aummé"qﬂqy

UszaumsiEounEInguA LA NTA (izﬁu%u”lwu duszoznaunilug)

wazilidudenGouivuennudingy szauauannsalumsdeasalenimdanguluilagiu uagdu 9

Please describe how you use English outside classrooms and how often you
do it. For example, watch English soundtrack movies, listen to English songs,
read English novel for fun, chat with friends in English (including on-line
chat), etc.

ﬂiqmmsimﬂmiﬁﬁm”l%’my15&ﬂq‘Huanﬂi?uﬁﬂuath"lsﬁ'ml,azﬂaﬂmi"lﬂu i grifailunnsangu
Hamwaamuoangy e'muaﬁmammﬁqﬂqmﬁammm?mwﬁu ﬁuwmﬁmﬁauﬂummﬁdﬂqy (iauﬁymaaﬂu"laﬁ)

A
HAYDU 9

Please describe if you have overseas experience. For example, the country
you have been to, for how long, for what purpose and your experience of
using English in overseas situations.

njanussneiniuneilszaumsailumalszma s dsgmaiivngh) izﬂmmﬁvhuagﬂuﬂszmﬁﬁlu

o P a ¢ v o oA H
Jagilszaenluma@unia uazmslszaumsaims ldmusanguszninnegluilsameniu
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Appendix 4 A sample of student work

4.1 Reading log

a.
b.
C.

d.

Rapee’s Week 2
Aor’s Week 6
Nee’s Week 12
Bim’s Week 13

4.2 Reading responses

a.
b.

C.

Kong’s Week 4
Kong’'s Week 6
Kong’s Week 8

Appendices
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4.1 Reading logs from different students

a. Rapee’s Week?2 reading log
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® Read ing._log
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b. Aor’s Week 6 reading log
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c. Nee’s Week12 reading log
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d. Bim’s Week 13 reading log
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4.2 Reading responses

a. Kong’s Week 4
Reading response

s
@)ﬁnished reading and discussing The Gift of the Magi by O. Hemy.(llam truty fond of
this short story, This short story is full of interesting steps of describing its story. Also, other
literary elements are used to create such a wonderful short story. There are, of course, many

things in this story that make me interested in, especially plot and figurative ]_ang'[lages.

3 - . C.’
thy e She oy fher Aty sl i 20ty 7
For the plot of the stoty, it begins with the picture that Della has only $1.87 while she

wants to buy Jim, her husband, a platinum chain which costs $21, so she eties and howls

actually. Then she suddenly gets an idea that she has her hair cut and sold for $20. Then she
, . , T koppeusd wiprliy thgn thr
gets the chain for Jim. The conflict of Della and hersélf begins because she is wortied that

Jim will be displeased for her ggw' ook, Then the rising action comes when Jim opens the

door and gets inside the rooms while Della tries fo tell Jim how she gets the chain for Jim.
Yeve jeit Mimpy
Hete comes the climax when both of them give cach other their gift for Christmas day. The
me ER ' [ T N I
. : A R T N i
falling action is that Jim tells his wife to take the present for awhile. Finally, the resolution 0 '
e L

P
STARREN

pictures that the things that the couple got are more worth than their gifts, Besides, many .
 figurative languages were used: alliteration, simile and imagery. In the second paragraph,
ive dote 1 alfeof- wodie on the ey ™ et

(14 “sobs, sniffles, and smiles” is an example of alliteratidn. Also, “Della’s beautiful hair fell

|

| about rippling and shining like a cascade of brown water” in the paragraph 10 is an obvious
i
!} example of simile. In addition, “there was clearly nothing to do but flop down on the shabby
i
" Little couch and howl.” in the second paragraph is a noticeable example of imagery.

Gy 1y off frgadie e Hiiny .
vl To conclude, the shoxt story interests me in terms of plot and figurative languages.

vl

The plot make readers as me want to know what will take place from the opening to the

resolutiott. T would like to say the plot i,s*'i')"rganized i:vel_l?l’-‘urthermore, many figurative

lanpuages were used to make the story interesting as mentioned above.

e
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b. Kong’s Week 6

Reading response: The Tell-Tale Heart

FThe Tell-Tale Heart is a horror and mysterious short story which was created by Edgar Allen
Poe, a famous horror author, who was 18 months old when his father disappeared. After I
already read the whole story, I was interested in the short story because’the way Edgar

created it. I felt more interested after I have known his life in the past. Therefore, the point

p
that interests me in “The Tell-Tale Heart” is characters, E"s,p‘eciaily the narrator.

{ cannot really say that the narrator is mad or sanc. In the story, characters are the natrator,
the old man, the neighbor and the 3 policemen. All of the c]:ar&éfém, the narrator is the most
interesting character for me and known as the protagonist. I still did not know the name of the
narrator or any characters at the end of the story. He could make the readers read the whole
story without knowing his name or other names; iﬁis shows how interesting the protagonist
is. The narrator can be both sane and insane depending on the way we judgq__hizfi:”f.'irst, he is
normal. | can say how he is sane in the sentence ] undid the lantern cautiously-oh, so
cautiously — cautiously” in order 1o show that he know how te kill the old man cautiously, he
can wait for more than 7 nights and he had the body of the old man hidden. Next, he is,
however, not completely s.l.ane. “Nervous — Very, very dreadfﬁll} nervous” and “[ heard many
things in hell” are evident to show that he is insane. It is impossible to hear all things in the
earth, especially in the heaven and hell. The one who canriot judge what is real or unreal can

say the above sentences to show that he is sane. This is what insane people always do.

To conclude, to judge that the narrator is sane or insane depends on the way that we judge

and the reliable evidence we support our iciea. Moreover, some may think that Poe had

created this story based on his life in the past while others say that this is just a short story
. which has nothing in deep meaning. Also, both ihoughis are possible depending on their

credit evidence.
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c. Kong’s Week 8

Reading response (The Necklace)

“The Necklace” is such an interesting short story. This is because many things in the story
make it interesting: clear plot, characters and figurative devices. Also, the time when this
short story wes created makes readers understand the story more. More importantly, one of

the best interesting points in the story is symbol which is the title of the story;The Necklace.

The necklace symbolizes both the power of perception and the differences between
appearance and reg/litﬁor the power of perception, Mathilde thought that the necklace is
real in the sentence “suddenly she discovered, in a black satin case, a superb diamond
necklace; her heart began to beat covetously.” This shows how she perceived therneﬁﬁace
real. Moreover, when she thought it's real, she can do everything for it such as her hard;~” g
working ten years. This is to show how powerful pemeption*i{ This example can be applied
everyone at the present in order to perceive anything carefully because the result of
perception will affect everyone back as Madame Loisel’s perception. In the differences
between appearance and reality, the appearance of the necklace intereg;d’ﬁmny men like in
the sentence “all the men stared at her.” The appearance is very important because the men
could see the necklace exactly, and they were drawn by the appearance of e necklace. It
shows that they judged what they saw not what it is. However, reality is more important than
appearance. If one cannot judge the appearance like Mada?oise] cannot judge the fake

necklace, then the one might pay back for ten years also. '

To conclude, perception is very powerful, Therefore, it is good to be very careful and
cautious before perceiving in anything because it might result badly as Madame Loisel’s
perception of the unworthy necklace. Besides, the reality of a thing is more important than

the appearance of the thing; therefore, proving it by asking or anyway to know the reality is

inevitable for everyone. B (VO | @
- 30
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Appendix 5 Teacher interview schedules

Interview questions for teachers (To be conducted before and after the class.)
moudwsvernse J¥lumsdumuaineutasnaamsaon)

1. What do you think is the main purpose of literature class?

' a v d @ a a A
‘VIWNﬂﬂ’nﬂﬂﬂiZﬁﬁﬂﬁaﬂﬂ]ﬂﬁim’l%‘ni‘imﬂﬂﬂﬂﬂzq‘i

2. Do you think literature help develop students’ English skills and cultural
understanding? Why?

' a 1 o o o 9 FY o H
‘1/1TLlﬂﬂ’JTJS5mﬂa“]ﬂﬂwﬁ!]u"I‘V]ﬂ}lﬁiﬂTHTFNﬂi]'HLm%ﬂ’ﬂﬂﬂ]ﬂﬁ]ﬂ?uﬂ]ﬂluﬁiiﬂﬁ?’fﬂﬂ msnmwﬂﬂ

3. What do you think about the literature class in general?

] v v
MudnedelsnetuFussussauna lagiqll

4. What do you think about students’ performance in class?
‘w'mﬁﬂath'lsﬁquﬁﬂim“luci?yuﬁﬂummﬁnﬁﬂm
a. Literary knowledge e.g. use of literary metalanguage, critical response
ANUEAUITITUAR 15U MANTNNTTUAR MIneuauBuTIARINTIZH
b. Engaged e.g. interested, working continuously
amase wu anwauls msiaueduderies
c. Productive e.g. practising language, completing the task

=) 1 = Y o
wam3ison gy Andumsldnim avussgihmune

5. Do you think students have enough opportunity to speak in class?

v a A= a :/l a =) 1
1/1WUﬂﬂ’JTHﬂﬁﬂHﬁJIﬂﬂ1ﬁWﬁﬂ1u"HuLWﬂQWE]‘Wif]‘llJ

6. How do you enhance their opportunities to speak?

muduasulimindneilemalumsnasdilsiia

7. Do you use Thai in class? Are you conscious when you use Thai or English?
For what purpose do you use them?
nldnwinelususounseli iuasgminusehitmiumdddnmnensenmdangy

sazgyulfudazmpivegailszasdla

8. What suggestion do you have to improve the teaching and learning quality?

muiiteiaueunylafivzoianguammsSoumsaon
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Appendix 6 A sample of analysis of questionnaires and complete list of themes from questionnaires

Appendices

Themes from the first questionnaires

Themes from the second questionnaires

Q1 Why do you think literature courses are | N = % By | % By | Post Q1 Why do you think literature N= % By % By
included in the curriculum? 51 N themes | courses are included in the curriculum? 28 N themes
Knowledge improvement 36 comments 27 53% Knowledge improvement 31 comments 22 79%
Cultural knowledge 9/36 9 18% 25% Cultural knowledge 8 29% 26%
Encourage literary appreciation 4 8% 11% Diversify your study 1 4% 3%
History and social background of the 10 20% 28% Historical and social background of the 8 299% 26%
country country
New world views 4 8% 11% New world views 1 4% 3%
. To know about the principles of 4 8% 11% . To know about the principles of 6 21% 19%
literature. literature
To know famous author 2 4% 6% To understand things 2 7% 6%
To understand things 3 6% 8%
Skill improvement 12 9 32%
Other educational benefits 4 4 8% - Encourage imagination and creative 2 7% 17%
thinking
Can be beneficial for other courses. 1 2% 25% Improve or learn about language 5 18% 42%
Encourage reading 1 2% 25% | . It hellps with critical thinking and 5 18% 42%
interpretation
For overseas education or post ) 49, 50%
graduate course
Usefulness for daily life 8 7 25%
Skill improvement 32 21 41% Moral teaching 1 4% 13%
Encourage imagination and creative 4 8% 0% To understand about self and people 2 7% 25%

thinking 4/32

and human behavior
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Improve communication 1 2% 3% Useful for daily life 5 18% 63%
Improve or learn about language 15 29% 47% | It's interesting subject 1 1 4% 100%
It helps with critical thinking. 12 24% 38%

Usefulness for daily life 26 19 37%
Elevate the mind 5/26 5 10% 19%
For enjoyment 3 6% 12%
Moral teaching 4 8% 15%
Restore faith in humanity 1 2% 4%
To underst.and about self and people 6 12% 23%

and human behavior
Useful for daily life 7 14% 27%

Q2. The thing I like about literature class Post Q2 The thing I like best about

is... literature class is...

Affectivity 45 35 69%
Ability to understand the language 3 6% 7% Affectivity 21 20 71%
Discussion 5 10% 11% Discussion and sharing ideas 6 21% 29%
Easy to study 1 2% 2% Group work 1 4% 5%
Enjoyment 4 8% 9% Reading 2 7% 10%
Reading a certain type of genre 20 39% 44% Reading a certain type of genre 9 32% 43%
Teaching method and teachers 3 6% 7% Teaching method and teachers 3 11% 14%
Variation of contents 3 6% 7%
Reading 6 12% 13% | Cognitive challenge 7 25%

Challenge thinking and imagination 2 7% 29%

Cognitive challenge 30 22 | 43% things Open minded and awareness of new 3 11% | 43%
Analysis 5 10% 17% Social reflection and human nature 1 4% 14%
Challenge thinking and imagination 3 6% 10% Thematic meaning 1 4% 14%
Interpretation 2 4% 7% 0%
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Open minded and awareness of new

. 7 14% 23% | Others 4 14%
things
Social reflection and human nature 4 8% 13% Historical knowledge 1 4% 25%
Symbolism 2 4% 7% Relevancy to daily life 1 4% 25%
Thematic meaning 7 14% 23% Vocabulary learning 1 4% 25%
When the content is easy to understand 1 4% 25%
Other 8 7 14%
Historical knowledge 1/8 1 2% 13%
Motto, phrases, sentences 2 4% 25%
B Not focus on grammar in response 1 20 13%
writing
Relevancy to daily life 4 8% 50%
Q3. The thing I do not like about literature Post Q3 The thing I do not like about
class is... literature class is...
Class structure 21 comments from 20 sts 20 39%
Class time is too long. 1 2% 5% Class structure 12 43%
Homework 3 6% 14% Homework 2 7% 17%
Love point 4 8% 19% Love point 4 14% 33%
Openness and no limit of the ideas 1 2% 5% Openness and no limit of the ideas 1 4% 8%
Reading a certain type of genres 9 9 18% 43% Reading a certain type of genres 5 18% 42%
Reading log and class preparation 2 4% 10%
Response writing 1 2% 5% Cognitive challenge 6 21%
Complexity of the work 3 11% 50%
;Zto;gmtlve challenge 20 comments from 18 18 3504 Figurative language 1 4% 17%
Analysing 4/20 4 8% 20% Interpretation 1 4% 17%
Complexity of the work 5 10% 25% Thematic meaning 1 4% 17%
Struggle to understand the thematic 8 16% 40%

meaning 8

Appendices
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Symbolism 1 2% 5% Content 15 13 46%
Translation of the work 2 | a% | 109% | . Nobackgroundknowledgeabout the 2 7% | 15%
things in the reading
Old language vocab and sentence 11 399 85%
structure
Content 18 17 33% Too long 2 7% 15%
Boring content 1/18 1 2% 6%
. .No backgrgund knowledge about the 1 20 6%
things in the reading
Nonsense and useless story 1 2% 6%
_ Struggle to understand the cultural 2 49, 11%
difference
0ld language vocab and sentence 13 250 72%
structure 13
None 6 12%
Q4. My most difficult challenge in studying Post Q4 My most difficult challenge in
literature is ... studying literature is
Abstract task 47 25 49% Abstract task 24 21 75%
Analyzing 10/47 10 20% 21% Analyzing 4 14% 17%
Character analysis 3 6% 6% Comprehension 4 14% 17%
Identifying and understanding the 7 14% 15% Identifying and understanding the 1 4% 4%
theme theme
Interpretation 25 49% 53% Interpretation 11 39% 46%
Response writing 2 4% 4% Symbolism 3 11% 13%
Translation 1 4% 4%
The reading text 30 25 49% The reading text 11 39%
A certain types of genres 10/30 10 20% 33% A certain types of genres 1 4% 9%
Complex story 2 4% 7% Complex story 1 4% 9%
Old language 8 16% 27% Old language 1 4% 9%
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Vocabulary 10 20% 33% Vocabulary 8 29% 73%
Others activity 3 3 6% Others activity 2 7%
Reading by themselves 1/3 1 2% 33%
Researching background knowledge as 1 2% 33%
homework before class
Small group discussion 1 2% 33%
Q5 One thing the teacher could do to help Post Q5 One thing the teacher could do to
me learn better in literature class is... help me learn better in literature class is...
Affect 5 (5/51) 5 10% Affect (1/28) 1 4% 100%
Create good attitude in reading 3/5 3 6% 60% | General Teaching methods 6 5 18%
Creating a relaxing atmosphere 1 2% 20% Assign homework 1 4% 17%
Emotional support 1 2% 20% Discuss 2 7% 33%
Read aloud 1 4% 17%
General Teaching methods 10 (10/51) 10 20% Role-play 1 4% 17%
Assign homework 1/10 1 | 2% | 10% |, Usemultimediatoshowabout 1 4% | 17%
literature
Discuss 1 2% 10%
Read aloud 1 2% 10% | Textrelated teaching methods26 22 79%
Role-play 1 20 10% Scaffolding b.y explanation 19/25 (+1 sts only 19 68% 76%
say explanation = 20)
Teach slowly 1 20 10% 119 Add the technique or literary devices 1 4% 50
. Use multimedia to show about 5 10% 50% Explain the content (lecture) 8 29% 42%
literature
Explaining old vocabulary 1 4% 5%
Explaining the background of the work 4 14% 21%
No comment 3 3 6% Explaining the cultural and social 1 4% 5%

background

Appendices
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Explaining the difficult parts 7% 11%
Text related teaching methods 47 (47 o Give examples that relevant to now and o o
comments from 41 sts)) 41 80% daily life 7% 1%
Explanation (30 total
comments with 1 only said 'explanation
without giving more info.) 29/47 (29 26 51% 64%
comments from total 26 sts-25 sts gave
comments)
Explaining old vocabulary 1/29 1 2% 3% 0%
the work Explaining the background of 2 49% 7% | Other scaffolding 6/25 18% | 24%
social backgroiir()ilammg the cultural and 1 2% 3% Encourage thinking 1/6 4% 17%
Explaining the difficult parts 17 | 33% | 59% Provide additional viewpoints and 7% | 33%
thematic meanings
Give examples that relevant to o o Provide clue to make students o o
now and daily life 8 16% 28% understand 4% 17%
Other scaffolding (17 comments 15 29% 36% . Provide summary or preview and 4% 17%
from 15 sts) review
Encourage thinking4/17 4 8% 24% Translation 4% 17%
Prowde.addltlonal viewpoints and 4 8% 24%
thematic meanings
Provide clue to make students 2 4% 12%
understand
Provide summary or review 3 6% 18%
Read and analyse the text 2 4% 12%
Show the main character 1 2% 6%
Translation 1 2% 6%
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Q6 Do you think literature class help you to
appreciate literature better

Post Q6 Do you think literature class help
you to appreciate literature better...

Neutral 3 6%
No 7 14% Neutral 1 4%
No comment 1 2% No 2 7%
Yes 54 comments from 40 sts. 40 78% Yes 28 25 89%
Appreciation by means of affect 17/54 14 27% 31% | Appreciation come from affect 12/28 12 43% 43%
Beautiful language reflects the tone 5 10% 29% Beautiful language reflects the tone 4 14% 339
and mood. 5/17 and mood
Become more sensitive. 3 6% 18% Enjoyment 3 11% 25%
Encourage love in nature. 1 2% 6% . Make you appreciate the value of 3 11% 25%
literature
Enjoyment 2 4% 12% Make you creative 1 4% 8%
It's interesting 1 2% 6% Make you love it 1 4% 8%
. Make you appreciate the value of 2 4% 12% Appreciation come from cognition 12 43% 43%
literature 12/28
Make you creative 1 2% 6% Help you know the meaning better - 4 14% 33%
deep meaning
Make you love it 1] 2% | 6% Help you understand concept and 3| 11% | 25%
knowledge
When it reflects your life experience at .
. 1 2% 6% To have broader worldview 2 7% 17%
that time
To understand society 3 11% 25%
Appreciation by means of cognition 31/54 24 47% 57% Appreciation from interaction 4/28 4 14% 14%
Help you know the meaning better 9 18% 29% Give you chance to practise 1 4% 25%

9/31

reading English text
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Help you understand concepts and

Help you get in touch and be familiar

0, 0, 0, 0,
knowledge 6 12% 19% with it 3 11% 75%
Impressive characterisation 1 2% 3%
It makes you become more critical and 2 49 6%
more reasonable
Make you know more about the author 1 20 30
and background
To have broader world view 7 14% 23%
To understand society 5 10% 16%
Interaction 6/54 11%
Help you get in touch and be familiar 0 o
with it 5/6 5 | 10% | 83%
We can share idea 1 2% 17%
Q7 Do you think literature class give a Post Q7 Do you think literature class give a
chance for you to discuss the things that chance for you to discuss the things that
you are interested in you are interested in
Neutral 4/51 4 8%
No 4 8% Mixed feeling 5 18%
Yes 70 (9 sts only yes, Calculate percentage 0 0
from 61 comments from 34 sts.) 43 84% No 2 7%
Give you chance to ask questions when 6 12% 10% Yes 24 comments (1 st only said yes, 20 sts 21 75%

you don't understand 6/61

comments more. Total 23 comments. )
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Give you chance to freely share your

Give you chance to ask questions when

0, 0, 0, 0,
personal ideas and interests 27 53% 4% you don't understand 1 4% 4%
Give you chance to freely share your
'Giye you chance to l.isten to other. 9 18% 15% p?rsonz.ll ideas and inter?sts - small group 15 549 65%
people's ideas and people listen to your ideas discussion make you do it (give the space to
talk)
. Some a5.51gnments.ask you to find the 1 20 20 People always agcept my opinions - 1 4% 4%
things you are interested in factor that encourage discussion
. Teacher gives time for small group 7 14% 11% The content encourage you to think 2 7% 9%
discussion
The content encourage you to think 2 4% 3% . There are different kinds of topics for 2 7% 9%
different interest
There is no wrong answer 7 14% 11% reasonzﬁzrgvlisdz?lcvgong answer (with good 1 4% 4%
When we have information about it 1 2% 2% You can discuss it in writing 1 4% 4%
You can discuss it in writing 1 2% 2%
Teacher give time + give you chance to 34 67% 56%
freely share = 34
Q8 Do you think literature class encourage Post Q8 Do you think literature class
you to read more English literature in the encourage you to read more English
future literature in the future
Neutral 5 10% Neutral 1 4%
No 5 10% No 4 14%
\C{(()ersnglzl(e)nclrslly yes) (21 with comments) 45 total 41 80% l(tessc?;}ncr?lrennrilselrllltsr% sts only said yes and 21 23 82%
Affects 23 /45 23 45% 51% Affects 14/29 14 50% 48%
It's fun 5 10% 22% It's fun and relaxing 2 7% 14%
. It's interesting and makes you 11 22% 48% _ It's interesting and makes you 7 25% 50%
feel more interested feel more interested
Make you love reading 4 8% 17% Make you love reading 2 7% 14%

Appendices
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Want to read more work of

Want to read more work of

3 6% 13% . 3 11% 21%
same authors same authors or same period
Cognitive 17/45 17 33% 38% Cognitive 10/29 10 36% 34%
Improve your knowledge 10 20% 59% better Help you understand the text 4 14% 40%
Make you think 6 12% 35% Improve your knowledge 1 4% 10%
better Make you understand yourself 1 2% 6% Make you think 4 14% | 40%
Make you understand yourself 1 4% 10%
better
Improve language 5/45 5 10% 11% Improve language 4/29 4 14% 14%
Give you skills to read more 1 2% 20% texts Give you skills to read literary 3 11% 75%
Help improve language skills 4 8% 80% Help improve language skills 1 4% 25%
Useful for daily life 1/29 1 4% 3%
Q9 Do you think literature class help you . .
develop English reading and writing skills Post Q9 Do you tlEmk lltel:ature clas§ l.1elp
The first part = how many percent of yes you develop English reading and writing
think it improve reading only. skills
No 1 2%
Yes 50 50 98% Yes 40 28 100%
Reading 12/50 12 24% 24% Reading (3 comments from 3 sts) 3 11% 8%
Reading and writing (38 st/50 yes) 31 0 o Reading and writing (37 comments 0 0
total comments given 38 75% 76% from 25 sts.) 25 89% 93%
Better comprehension 1/31 1 2% 3% Better comprehension 3/37 3 11% 8%
Examples of different writing 7 14% 23% Examples of different writing 3 1% 8%
styles styles
- Improve critical reading and 6 12% 19% N Improve critical reading and 3 1% 8%
writing writing
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- Increased exposure to reading 8 16% 26% N Increased exposure to reading 14 50% 38%
and writing and writing
Reading faster 1 2% 3% Make you love reading 1 4% 3%
Vocabulary learning 2 4% 6% Reading faster 1 4% 3%
exam Writing for assignment and 5 10% 16% Vocabulary learning 3 11% 8%
Written accuracy 1 2% 3% Writing for assignment and 8 29% 22%
exam
Written accuracy 1 4% 3%
Q10 Do you think literature help you Post Q10 Do you think literature help you
develop English listening and speaking 53 develop English listening and speaking
skills skills
Mixed - may help but a little or the least 9 18% Neutral 2 7%
No 8 16% No 4 14%
Yes 30 (1: 21 sts gave comments and one only
Yes (1 yes only) 34 67% said yes, 2: 2 sts that comment only said yes to 22 79%
Listening and speaking.)
Listening 3/33 3 6% 9% Listening 1/21 1 4% 5%
Speaking 6/33 6 12% 18% Speaking 4/21 4 14% 19%
Listening and speaking 30 comments 0 o Listening and speaking 22 comments 0 0
from 24 sts (24/33) 24 47% 73% (16/21) 16 57% 76%
Discussion 14 27% 47% Discussion in L2 6/2 6 21% 27%
Listen to lecture in L2 4 8% 13% Listen to lecture in L2 6 21% 27%
Listen to teacher read aloud 4 8% 13% Presentation to class in L2 7 25% 32%
Presentation 2 4% 7% Student read aloud themselves 1 4% 5%
Read aloud 3 6% 10% Watch multimedia 2 7% 9%
Watch multimedia 3 6% 10%
Q11 Other comment or suggestion in PO.St Q11 (.)the_r comments or suggestions
) s in improving literature class (13
improving literature class
comments)
Course structure 8 16% Add more media 2 7% 15%
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Class activity 17 17 33% Discussion is good 3 11% 23%

_Addlistening and speaking and 6 | 12% | 35% | Guided questions limit students' ideas. 1 4% 8%
discussion

Add more media 6 12% 35% | Include all four skills in a class. 1 4% 8%

Add role play 1 2% 6% Know more vocabs will be helpful. 2 7% 15%

More review 2 4% 12% | Studying literature is enjoyable 1 4% 8%

Teacher check students' reading log

. . 1 2% 6% Take students to study outside classroom. 1 4% 8%
before discussion

The circle is too repetitive and two circles is

Use L2 in class 1 2% 6%
too much

2 7% 15%
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Appendix 7 A sample of analysis of diary entries

Appendices

DHIA-5 |= Teaching litearture in EFL context.nvp - NYivo o [=] 23
File Hame Create External Data Analyze Query Explore Layouk g @& @)
Code Selection At Code Sources Ak 5 Code In Yivo Uncode Selection At Uncode Sources At a Mema Link = 7 Mew Annokation @ Mew Summary Link
) New Mode & New Hode 5 Auto Code ’ R This Kode G Inkersecting Cortert @ See dlso Lk 9 Delete Annctation | W Delete Summary Link
— — Sprea = .
§/ Existing Modes ﬂ Existing Nodes +~ =5 Range Code Copd‘ng Sm Existing Nodes ; Existing Modes - i Hyperlink B Auto Summarize
Coding Uncoding Links Annokations Frarnewark Matrix
Nodes Look for: - Search In - I Modes Find Mow Clear Advanced Find X |
7 Nodes
=t Nodes
gl Relationships
[ Mode Matrices ‘| Mame A LaJ Sources | References Created On Created By Madified On adified By | )
B () Student data il 3/3/20131:45 PM 5P 3/5/2013 312 P 5P
E}O Al sources summary Diany 1, Diary 2, Questionnaire 1} 1} 44/2013 252 PM SP 471/2003 310 P SP
=) - Summary af 1 0 1] 4410/201312:03 PM SP 5/8/2015 1:54 PM 5P
E}O Feeling 1] 0 441042013 12:03 P 5P 4410/201312:03 P 5P
O Mixed il il 441042013 12:04 P 5P 4/10/201312:04 P 5P
O Megative 1 B3 471072013 12:03 PM 5P 410/20131:41 PM 5P -
() Meural 1 28 441042013 12:04 P4 5P 410/2013 1:49 PM 5P
() Positive 1 e 441042013 12:03 P 5P 41072013 201 PM 5P
O Student participants il 0 441142013 3:09 PM 5P 441142013 3:09 PM 5P
E}-O Topics o 0 4A10/2013 1253 PH 5P 4/10/2013 1253 PM 5P
O Assassment 1 4 441042013 1:44 PM 5P 4/10/2013 1:44 PM 5P
() Literature 1 361 4410/2013 1:25 PW 5P 4410/2013 2.00 PM 5P
O Literature Circles some elements are sim 1 12 410/2013 1:25 FM SP 410/20131:46 FM SP
O Teachers 1 53 41072013 1:26 Pt 5P 4/10/2013 1:50 P 5P
() Usof LT arL2 1 50 441072013 1:26 PM 5P 410/20131:35 PM 5P
""""" - O Change in behaviours with mixed feelings 1 2 4132013119 P SP 4M5/2013 115 P 5P
@ Sources O Change in behaviours with negative feelings 2 18 4132013116 PM SP 4M13/2013 1:16 P 5P
- O Change in behaviours with neutral teelings 2 3 4/13/20131:20 PM SP 4/15/20131:18 PM 5P
O EOES - O Change in behaviours with positive feelings 3 104 4132013115 PM SP 4415/2013 1:16 P 5P
@ Classifications = O Changes 0 il 4/4/2013 3:22 PM 5P 4/4/2013 3:22 PM 5P
[+ O Different a3 154 4/4/2013 323 PM 5P 48231115 5M 5P
_(i Collections ) Meutral 2 36 4/4/2013 323 PM 5P 4/6/2013 306 PM 5P
. () Mo comparizon 1 28 4/4/2013 323 PM 5P 4/4/2013 323 PM SP
£ Queries B Same 2 103 4/4/2013 323 PM 5P 4/8/2013 2.06 PM 5P
é Reports =l Q Feslings 0 il 44472013 3:24 PM 5P 4/4/2013 3:24 PM 5P
9 - ) Mized 2 a7 4/4/2013 3:25 PM 5P 4/8/201311:22 5M SP
Models (D) Negalive 4 157 444/2013 324 PM P 441242013 1:40 PM P
/) Folders ) Meutral 4 3z 4/4/2013 3:24 PM 5P 4412/20131:40 PM 5P
O Positive 4 7EE 4/4/2013 3:24 PM 5P 441242013 1:40 PW 5P
z = () Preferences 0 1] 4/5/2013 219 PM 5P 4/5/2013 219 PM 5P hd

& 5P 1998 ltems
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DHIIAA-D 2 Teaching litearture in EFL context.nvp - N¥ivo O [5] £3
Home: Create External Data Analyze Query Explore Layaut Yiew o Q)
Code Selection At Code Sources At 5o Code InVivo Uncode Selection At Uncode Sources At a Mema Link 7 Mew Annotation # Mew Summary Link
i new hode B New Node = Auto Code Sm This Node i Intersecting Content @ Ses Also Link "8 Delete annotation | W Delete Summary Link
= = Spread — .
&/ Existing Modes ﬂ Existing Nodes = =5 Range Code CoDding Sm Existing Nodes i Existing Modes =~ " Hyperlink & Auto Summatize
Coding Uncading Links Annotations Framewaork Matrix
MNodes Look far - Search In - I Modes Find Mow Clear #dvanced Find X
5 Nodes
= . Nodes
g} Relationships X
i Mode Matrices ‘| Name A | aJ Sources | References Created On Created By Modified On Modified By
EO Teachers 0 TAT2013 1113 4M 5P 11/7/2M311:13 AM 5P
() A source 22 2 1177231713 AM SP 5/8/2151:39 P 5P
() Critical events 3 4 142072014 17:42 &M SP 1/22/2014 1:43 P 5P
E-(0) Feelings 21 173 1177231713 AM SP 5/8/2151:39 P 5P
10 19 T1/7/2M3171:20 AM SP 1/24/2014 2:37 P 5P
12 25 T/7/2M 31119 4M SP 1/24/2014 235 P 5P
() Meutral - factual 10 41 T/7/2M 31119 4M SP 1/24/2014 316 P 5P
() Positive 19 28 T/7/2M 31119 4M SP 1/24/2014 317 P 5P
O Researcher pov 1 24 12/31/2012 1:48 PM 5P 1/24/2014 315 P 5P
[ O Teacher 5 23 1/20/2014 17:39 M 5P 5/8/2015 1:42 PM 5P
=] O Topics 21 m 1177203 17:20 M 5P 5/8/2015 1:44 PM 5P
E O Changes 1] 1] T/7/2M3717:22 AM 5P /772013 717:24 M 5P
() Changes in hehavinurs 11 22 11/7/201311:25 8M 5P 1/22/2014 1:57 P 5P
") Changes in perceptinns E 13 11/7/201311:25 8M 5P 1/22/2014 2:03 PM 5P
[-}O CLT il il 1A16/2013 1:46 P SP 1/7/201311:19 4M 5P
= : O CLT purpose 1 1 1/18/2013 256 PM 5P T/21/2M 31001 AM 5P
@ Sources O Definition 2 g 111842013 2.56 PM 5P B/8/20151:43 PH 5P
O Limitation of implementa 2 g 118203315 PM 5P B/8/20151:43 PH 5P
O S O Mired il 0 1/18/2013 2257 PM 5P T72M 31112 M 5P b
@ Classifications O Suggestions 2 3 1/18/2013 2258 PM 5P 74203 1:31 PM 5P
O Teachers' strategies 1 1 111842013 328 PM 5P T1/14/203 243 PM 5P
i Collections O Literature 1 2 T/7/2M311:23 AM SP 11/7/2003 1:50 P SP
B O Literature Circles 1 1 1A6/2M31:47 P SP 14227204 1:33 P SP
Queries
Q () Comparizon with previou ] 10 1/21/2M310:25 8M 5P T114/2013 344 PM 5P
é Reports () Froblem in implementati 18 47 1118/2013 253 PM 5P 5/8/20151:44 PM 5P
() Reading lag 2 5 1/21/2M3171:07 8M 5P 1/22/2014 2:04 P 5P
9 Madels () Students’ perfoimance 20 58 118203 301 PM 5P 1/27/204 12:56 PM 5P
. () Suggestion for fuither im 11 22 1/21/2M310:47 8M 5P 1/24/2014 219 P 5P
s Folders () Teacher behaviours 4 B 11/27/2M3 1057 A 5P 1/22/2014 1:34 PM 5P
- () Teacher faciitate activiy 10 22 11/27/2013 10:55 A 5P 1/24/2014 314 P 5P
s i O Taach i 11 A4 1149742012 1051 Abd (=] 14722014 207 Phi (=] ~
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Appendix 9 A sample of whole class discussion transcription

Data recorded on 3 September 2012

File: M2U00188.MPG (29.20-30.18), M2U00189.MPG (0-1.00)

Class 1 Round 2 - open discussion with active student participation ranking from one
word to long sentences. Tom a very quiet student in class also contributed. Teacher
strategies included miming and eliciting.

Turn Students Teacher

English Thai | English Thai

Ok. Let’s see the
last unit of these
1 chapter.

vuannauud 1 lnuny 933 9
agneuszrfingAuildliion
A vi shusiduerlsfuuiing (a
student was looking at
iPad.)
agddniuiuilsaduieuly
uawem w3 FuAud el lvud
lii$az (Actually, while I
was walking around
listening to
discussion...what are you
playing Maggie?...I felt
that there were some
interesting points but
when you presented they
dissapeared. Have you

2 ever experienced this?)
For example, like
biting her lips. (3)
3 So after...

SS:60
4 (Ah!)

after that. After
being raped, she
starts biting her
lips. Why?

SS: She is stress.
Nut: anxious.
Aor: disgust.

(ool NRIe Nie |

Ok. Maybe she
disgusts her own
lips. Disgust
herself that Andy
9 Evan...
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10 | SS: kiss her.
kiss her. Ok. What
11 else?
Boat: Release
12 | her stress.
13 Huh?
Boat: Release
14 | her stress.
Release her stress.
Like somebody
who...who are
doing (biting her
15 nail.)
SS: Biting the
16 | nail
Nail. Chew your
own lips. Very
17 good. What else?
Ked: Maybe she
is angry with her
18 | own mouth.
Maybe she is
angry with her
19 own mouth. Why?
Ked She want to
speak but...but it
20 | not.
If that night she
21 shouted,
22 | SS: (nodded)
Right? So may be
she’s just angry
with her own
mouth. If she just
speak out, would it
happen? Ok. What
23 else?
(Tom raised his
24 | hand.)
25 Yes?
Tom: She think
something and
she didn’t speak
but keep it in her
26 | mind.
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27

Yes. Many times
when we see that
she’s thinking.
She’s thinking
something in her
mind but she
doesn’t speak out
so she’ s biting her
lips instead of
speaking out. Ok.
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Appendix 10 Information letters and consent forms for students

1. Information letter (English)
2. Information letter (Thai)

3. Consent form (English)
4

Consent form (Thai)
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INFORMATION LETTER
(For student participants)

TEACHING ENGLISH LITERATURE TO ENGLISH AS A SECOND LANGUAGE LEARNERS

Dear Students,
My name is Ms Suphinya Panyasi and I am a student at the University of Technology, Sydney.

[ am conducting research into the teaching and learning in undergraduate English literature
courses in Thailand and would welcome your assistance. [ have asked you to participate because
you are currently enrolling in an English literature course and you can give me information about
students’ discussion in literature classes and student’s opinions on literature class teaching and
learning. The research will involve twelve class observations with video and/or audio recording,
two questionnaires (half hour each), weekly diary entry, and access to your homework and
examination. The data collection will take place in the classrooms. The results of the study will be
shared with you and your institution and may be published or presented at professional meetings,
but participants’ identity will not be revealed.

This research is for my studies in my PhD degree in Education. There are very few if any risks
because the research has been carefully designed. However, it is possible that you will be
experience some inconvenience. You might be embarrassed to act naturally with people observing
you and the inconvenience of keeping regular diary.

If you are interested in participating, [ would be glad if you would contact me in person or you can
email me or my supervisor, A/Prof Liam Morgan. My email address is
Suphinya.Panyasi@student.uts.edu.au and my supervisor’s email contact is
Liam.Morgan@uts.edu.au.

You are under no obligation to participate in this research although I have known the teachers
before as a colleague or a research participant.

Yours sincerely,
Suphinya Panyasi

PhD Candidate

Level 9, Building 10

Faculty of Arts and Social Sciences,
University of Technology, Sydney,
Broadway, NSW 2007 Australia

Phone: +61 29514 9023

Email: Suphinya.Panyasi@student.uts.edu.au

NOTE:

This study has been approved by the University of Technology, Sydney Human Research Ethics Committee. If
you have any complaints or reservations about any aspect of your participation in this research which you
cannot resolve with the researcher, you may contact the Ethics Committee through the Research Ethics Officer
(ph: +61 2 9514 9772 Research.Ethics@uts.edu.au), and quote the UTS HREC reference number. Any
complaint you make will be treated in confidence and investigated fully and you will be informed of the
outcome.
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CONSENT FORM (For Students)

I agree to participate in the research project Teaching
English literature to English as a second language learners (UTS HREC 2012-119A)
being conducted by Ms Suphinya Panyasi, 805B, 503 Wattle Street, Ultimo, NSW 2007
Australia (Tel: +61 2 9514 9023) of the University of Technology, Sydney for her PhD
degree. This research is to be conducted under the supervision of A/Prof Liam Morgan
(Tel: +61 2 9514 3871) in the Faculty of Arts and Social Sciences at the University of
Technology, Sydney.

I understand that the purpose of this study is to improve teaching and learning in
undergraduate English literature courses in Thailand. I understand that I have been asked
to participate in this research because I am currently enrolling in an English literature
course and that my participation in this research will involve twelve class observations
with video and/or audio recording, two questionnaires (half hour each), weekly diary
entry, and access to my homework and examination.

[ am aware that I can contact Ms Suphinya Panyasi or her supervisor A/Prof Liam Morgan
if  have any concerns about the research. I also understand that I am free to withdraw my
participation from this research project at any time [ wish, without consequences, and
without giving a reason.

[ agree that Ms Suphinya Panyasi has answered all my questions fully and clearly.

[ agree that the research data gathered from this project may be published in a form that
does not identify me in any way.

S/ —

Signature (participant)

S/ —

Signature (researcher or delegate)

NOTE:

This study has been approved by the University of Technology, Sydney Human Research
Ethics Committee. If you have any complaints or reservations about any aspect of your
participation in this research which you cannot resolve with the researcher, you may
contact the Ethics Committee through the Research Ethics Officer (ph: +61 2 9514 9772
Research.Ethics@uts.edu.au) and quote the UTS HREC reference number. Any complaint
you make will be treated in confidence and investigated fully and you will be informed of
the outcome.

323



Appendices

luveoyne - NUITeVENINANYT (A5 VINANYY)

v Y
VTN

'y @

a { 1 aw 4 o 3 {
fusouiazithiwluanuideTos “msgouassunanudinguuadisounudenguilunmiaes”

gY

(uiimsoyi@ UTS HREC 2012-119A) G3d3dvde wwangaya Jayandd 8058, 503 Wattle Street,

DA o

a @

Ultimo, NSW 2007 Australia (Tn3. +61 2 9514 9023) uriauininendemalulad adid

x E4
ieallszasalumsiineniiwusszduguiiada auidviiegnieoldmsgua ves 5o @ow uosunu (Ins.
+61 29514 3871) AmzAatlmansuazdinumans vmninendomalulad Fadld

9 1
Frdmsuigalseasdueansidell iemunmsisoumsaous1e3mIssuAANBISINgY
Tuszauliynnas Tuuminedslulszimalne
v Y Y9 A Y Y Yo a Y Y aw & A ¥ Y o o =
Hwdudlad ndrmidlasugaliidsniaseimsetiieann Svdididedinu

9
@

a = Y 1 av dy £ o L4 = v A osjl
1e3¥MssunauaznMsnsnluauItel alsnar 12 dda uazazsiuna ﬂ"lilal'] UNABULTIU 12 AT

o

&
fnoyiuilszirdlant

v v 1 v
woutfuinmmuay/mSoideq MIUVae DN 2 AST (ASIazATIF L) Msalfu
HAZMIHURIDIINUAEUINMIT ULz Yo doUVRIT I

=

] Y o a9 Y] a 1w a A A 2 s ~
waszming Pudreansadadenuuiangiya Jayandd vie sadey vosunu Talunsaln

1 Yy v Y
FuanufasunedIfuNLITeN NdmsuaNTE T sasnEnmsi aausuluaudvedl

Idnasanarlaghisuiudesszimananazlaglifinaniznula 9 dothwin

v °

Y Y A o ' a a g 9 9 Y 1 o
VWY HIUIN UNFANFAY ﬂﬂJﬂJﬂﬁﬁ h],ﬂﬂ?J“]Jﬂ1ﬂ?3J‘llE]\‘1‘lﬂWL‘iﬂﬂi‘]JT]ﬂ6UE]ﬂfJN“IfﬂLi]‘L!

Y oy v q 9o 'y , Ay v aw A . P o Yy
‘U']W!fl]']f]ﬂﬂﬁ‘]flﬁﬂ']ﬂ']ﬂWfJL!Wi"U'E]HﬁG’I'N 9 ‘Vl‘lﬂ’iaui’mmmm’mﬂuiﬂﬂllmzuﬂlay‘aﬁaum VDIVINED

Y S
A A
AYUDYD
Y S
I Y
a’]ﬂuﬂ%ﬂﬁ?fﬂﬂ
Huae:

£
el umseyiannamznIsuMINMIATIIAEUS 535531415398 (Human Research Ethics
. 1 a o a2 a ad 9 Y 1 29y 9 = A A [
Committee) UH WM INGaBINATLIaE Fatidndd Amnmuiideioasou nelnnuaadelu 9
MeINDMsIE13 W danan Fanuliansadaduleswiudise
nuamsadessoudoanznssumsa Mudguadiuaesesssy (Ins. +612 951 9772,
. o ' A o o
Research.Ethics@uts.edu.au) 1303 ouvesnuvzgnilaiuanudy vazazldsums

' v
agutumsaevaIulagasidon uazﬂzm’fﬂﬁ'wnmiml,ﬁawammmiaaumuauqﬂm

324



Reference

Reference

Adams, T. W. (1995). What makes materials authentic. (No. ED391389). ERIC.

Alexander, R. (2008). Culture, dialogue and learning: Notes on an emerging
pedagogy. In N. Mercer, & S. Hodgkinson (Eds.), Exploring talk in school (pp.
91-114). London: Sage.

Allwright, R. L. (1984). The importance of interaction in classroom language

learning*. Applied Linguistics, 5(2), 156-171. doi:10.1093 /applin/5.2.156

Altrichter, H., Posch, P., & Somekh, B. (1993). Teachers investigate their work: An

introduction to the methods of action research. London, England: Routledge.

Amer, A. A. (2003). Teaching EFL/ESL literature. The Reading Matrix: An
International Online Journal, 3(2), 63-73.

Anderson, L. W., Bloom, B. S., & Krathwohl, D. R. (2001). A taxonomy for learning,
teaching, and assessing: A revision of bloom's taxonomy of educational

objectives (Complete Ed.). New York, NY: Longman.

Andringa, E. (1990). Verbal data on literary understanding: A proposal for protocol
analysis on two levels. Poetics, 19(3), 231-257. doi:10.1016/0304-
422X(90)90022-W

Apinuntaporn, N. (2012). Wannakadi Thai: Tam Yang Rai Hai Dek Guerd Gaan
Rean Rue [Thai literature: How to make students learn]. Journal of Bureau of
Academic Affairs and Education Standards, 15(2), 2-11 Retrieved from
http://academic.obec.go.th/web/node/272

Applebee, A. N., Langer, ]. A., Nystrand, M., & Gamoran, A. (2003). Discussion-based
approaches to developing understanding: Classroom instruction and student
performance in middle and high school English. American Educational

Research Journal, 40(3), 685-730. do0i:10.3102/00028312040003685

325



Reference

Baker, W. (2012). English as a lingua franca in Thailand: Characterizations and
implications. Englishes in Practice: Working Papers of the Center for Global
Englishes, (1), 18-27. Retrieved from the University of Southampton website:

http://www.southampton.ac.uk/cge/working_papers/

Barton, D., & Hamilton, M. (2005). Literacy, reification and the dynamics of social
interaction. In D. Barton, & K. Tusting (Eds.), Beyond communities of practice:
Language, power and social context (pp. 14-35). Cambridge, England:

Cambridge University Press.

Bell, T. (2001). Extensive reading: Speed and comprehension. The Reading Matrix,
1(1), 15 January 2015.

Berg, B. L. (2004). Action research. Qualitative research methods for the social

sciences (5th ed., pp. 195-208). Boston, MA: Pearson.

Bernal, P. (2007). Acting out: Using drama with English learners. English Journal,
96(3), 26-28.

Blau, S. D. (2003). The literature workshop: Teaching texts and their readers.

Portsmouth, NH: Heinemann.

Boriboon, P. (2004, August). “We would rather talk about Plaa Raa than
hamburgers”: Voices from low-proficient EFL learners in a rural Thai context.
Paper presented at the 11th Sociocultural Theory and Second Language

Learning Research Conference, University of Nijmegen, Netherlands.

Bureau of International Cooperation. (2008). Towards a learning society in
Thailand: An introduction to Education in Thailand. Retrieved from the
Ministry of Education website:
http://www.bic.moe.go.th/th/images/stories/book/ed-eng-series/intro-
ed08.pdf

Burns, A. (1999). Collaborative action research for English language teachers.

Cambridge, England: Cambridge University Press.

326



Reference

Burns, A. (2010). Doing action research in English language teaching: A guide for
practitioners. New York, NY: Routledge.

Byrnes, H. (2006). What kind of resource is language and why does it matter for
advanced language learning? An introduction. In H. Byrnes (Ed.), Advanced
language learning: The contribution of Halliday and Vygotsky (pp- 1-28).

London, England: Continuum.

Canale, M., & Swain, M. (1980). Theoretical bases of communicative approaches to
second language teaching and testing. Applied Linguistics, 1(1), 1-47.
doi:10.1093/applin/L.1.1

Cao, Y., & Philp, J. (2006). Interactional context and willingness to communicate: A
comparison of behavior in whole class, group and dyadic interaction. System,

34(4), 480-493. doi:10.1016/j.system.2006.05.002

Cambridge English. (2014). TKT (Teaching Knowledge Test). Retrieved December
15, 2014, from http://www.cambridgeenglish.org/teaching-english /teaching-
qualifications/tkt/

Carlisle, A. (2000). Reading logs: An application of reader-response theory in ELT.
ELT Journal, 54(1), 12-19. d0i:10.1093 /elt/54.1.12

Carr, W.,, & Kemmis, S. (1986). Becoming critical: Education, knowledge and action

research. Waurn Ponds, Australia: Deakin University.
Carter, R, & Long, M. N. (1991). Teaching literature. Harlow, England: Longman.

Center for Professional Assessment (Thailand). (2015). Job opportunities.
Retrieved January 14, 2015, from http://cpathailand.co.th/?category=5

Chan, P. W. (1999). Literature, language awareness and EFL. Language
Awareness, 8(1), 38-50.

Chen, H., Wu, A., & Chern, C. (2014). Using peer-led story discussions with junior
college EFL learners. The Journal of Asia TEFL, 11(1), 65-93.

327



Reference

Chiang, M. H., & Huang, C. (2005). The effectiveness of literature circles in EFL
setting: A classroom investigation. Proceedings of 2005 International
Conference and Workshop on TEFL & Applied Linguistics (pp. 78-87). Taoyuan,

Taiwan.

Christie, F., & Derewianka, B. (2008). School discourse: Learning to write across the

years of schooling. London; New York: Continuum.

Chau, E. (2007). Learners' use of their first language in ESL classroom

interactions. TESOL in Context, 16(2), 11-18.

Cohen, E. G. (1994). Restructuring the classroom: Conditions for productive small

groups. Review of Educational Research, 64(1), 1-35. doi:10.2307/1170744

Cohen, L., Manion, L., & Morrison, K. (2011). Research methods in education (7th

ed.). Oxon, England: Routledge.

Collie, J., & Slater, S. (1987). Literature in the language classroom. Cambridge,

England: Cambridge University Press.

Corbin, J. M., & Strauss, A. L. (2008). Basics of qualitative research: Techniques and
procedures for developing grounded theory (3rd ed.). Thousand Oaks, CA: Sage.

Council of Europe. (2001). Common European Framework of Reference for
Languages (CEFR). Retrieved from
www.coe.int/t/dg4/linguistic/source/framework_en.pdf

Creswell, . W. (2012). Educational research: Planning, conducting, and evaluating

quantitative and qualitative research (4th ed.). Boston, MA: Pearson.

Crossley, S. A., & McNamara, D. S. (2010, August). Cohesion, coherence, and expert
evaluations of writing proficiency. In Proceedings of the 32nd annual
conference of the Cognitive Science Society (pp. 984-989). Austin, TX: Cognitive

Science Society.

328



Reference

Cummins, J. (1984) Bilingualism and special education: Issues in assessment and

pedagogy. Clevedon, England: Multilingual Matters.

Daniels, H. (1994). Literature circles: Voice and choice in the student-centered

classroom (1st ed.). York, ME: Stenhouse.

Daniels, H. (2002). Literature circles: Voice and choice in book clubs and reading

groups (2nd ed.). Portland, ME: Stenhouse.

Darasawang, P., & Watson Todd, R. (2012). The effect of policy on English language
teaching at secondary schools in Thailand. In E. L. Low, & A. Hashim (Eds.),
English in Southeast Asia: Features, policy and language in use (pp. 207-220).

Amsterdam, Netherlands: John Benjamins.

Davis, J. N., Carbon Gorell, L., Kline, R. R., & Hsieh, G. (1992). Readers and foreign
languages: A survey of undergraduate attitudes toward the study of literature.
Modern Language Journal, 76(3), 320-332.d0i:10.1111/j.1540-
4781.1992.tb07002.x

Day, R., & Bamford, J. (1998). Extensive reading in the second language classroom.

Cambridge, England: Cambridge University Press.

DeNicolo, C. P. (2010). What language counts in literature discussion? Exploring
linguistic mediation in an English language arts classroom. Bilingual Research

Journal, 33(2), 220-240. doi:10.1080/15235882.2010.502799

Dornyei, Z. (2007). Research methods in applied linguistics: Quantitative,
qualitative, and mixed methodologies. Oxford, England: Oxford University

Press.

Duff, A., & Maley, A. (2007). Literature (resource books for teachers) (2nd ed.).
Oxford, England: Oxford University Press.

Dunkelblau, H. (2007). ESL students discover the rewards of reading through

reader response journals. ENCOUNTER: Education for Meaning and Social
Justice, 20(2), 50-55.

329



Reference

Eagleton, T. (2008). Literary theory: An introduction (Anniversary ed.).

Minneapolis, MN: University of Minnesota Press.

Edmondson, W. (1997). The role of literature in foreign language learning and
teaching: some valid assumptions and invalid arguments. In A. Mauranen & K.
Sajavaara (Eds.), Applied linguistics across disciplines. AILA Review 12, 42-55.
Retrieved from http://www.aila.info/en/publications/aila-review/reviev-

volumes/74-aila-review-issue-12.html

Educational Testing Service. (2014). 2013 Report on test takers worldwide: The
TOEIC® Listening and Reading Test. Retrieved from Educational Testing
Service website:

https://www.ets.org/s/toeic/pdf/ww_data_report_unlweb.pdf

Eeds, M., & Wells, D. (1989). Grand conversations: An exploration of meaning
construction in literature study groups. Research in the Teaching of English,

23(1), 4-29.

Elliott, R. (1990). Encouraging reader-response to literature in ESL situations. ELT
Journal, 44(3), 191-198. d0i:10.1093 /elt/44.3.191

Ernst, G. (1994). “Talking circle”: Conversation and negotiation in the ESL
classroom. TESOL Quarterly, 28(2), 293-322. d0i:10.2307/3587435

Fish, S. (1970). Literature in the reader: Affective stylistics. New Literary
History, 2(1, A Symposium on Literary History), pp. 123-162.

Flyman-Mattsson, A. (1999). Students' communicative behaviour in a foreign

language classroom. Working Papers, 47, 39-57.

Foley, J. A. (2005). English in... Thailand. RELC Journal, 36(2), 223-234.
doi:10.1177/0033688205055578

Forman, R. (2005). Teaching EFL in Thailand: A bilingual study. (Doctoral thesis,
University of Technology, Sydney, Australia). Retrieved from
http://hdl.handle.net/10453/20082

330



Reference

Forman, R. (2007). Bilingual teaching in the Thai EFL context: One teacher's
practice. TESOL in Context, 16(2), 19-24.

Forman, R. (2008). Using notions of scaffolding and intertextuality to understand
the bilingual teaching of English in Thailand. Linguistics and Education, 19(4),
319-332.d0i:10.1016/j.1linged.2008.07.001

Foster, P., & Skehan, P. (1996). The influence of planning and task type on second
language performance. Studies in Second Language Acquisition, 18(3), 299-323.
doi:10.1017/S0272263100015047

Foster, P., & Skehan, P. (1999). The influence of source of planning and focus of
planning on task-based performance. Language Teaching Research, 3(3), 215-

247.d0i:10.1177/136216889900300303

Foster, P., Tonkyn, A., & Wigglesworth, G. (2000). Measuring spoken language: A
unit for all reasons. Applied Linguistics, 21(3), 354-375.
doi:10.1093/applin/21.3.354

Frohlich, M., Spada, N., & Allen, P. (1985). Differences in the communicative
orientation of L2 classrooms. TESOL Quarterly, 19(1), 27-57.

Furr, M. (2004). Literature circles for the EFL classroom. Retrieved from EFL
Literature Circles website: http://eflliteraturecircles.com/litcirclesforEFL.pdf

Gersten, R, & Jimenez, R. T. (1994). A delicate balance: Enhancing literature
instruction for students as a second language. Reading Teacher, 47(6), 438-

449.

Gibbons, P. (2006). Bridging discourses in the ESL classroom: Students, teachers and

researchers. London, England: Continuum.

Gibbons, P. (2015). Scaffolding language, scaffolding learning: Teaching English
language learners in the mainstream classroom (2nd ed.). Portsmouth, NH:

Heinemann.

331



Reference

Gilroy, M., & Parkinson, B. (1996). Teaching literature in a foreign language.
Language Teaching, 29(04), 213-225. d0i:10.1017/S026144480000851X

Goldenberg, C. (1992). Instructional conversations: Promoting comprehension

through discussion. The Reading Teacher, 46(4), 316-326.

Habermas, J. (1987). Knowledge and human interests. Cambridge, England: Polity.

Hafiz, F. M., & Tudor, I. (1989). Extensive reading and the development of language
skills. ELT Journal, 43(1), 4-13. do0i:10.1093/elt/43.1.4

Hall, G. (2005). Literature in language education. Basingstoke, England: Palgrave

Macmillan.

Hall, J. K. (2010). Interaction as method and result of language learning. Language

Teaching, 43(02), 202-215. d0i:10.1017/50261444809005722

Halliday, M. A. K. (1994). Spoken and written modes of meaning. In D. Graddol, & O.
Boyd-Barrett (Eds.), Media texts: Authors and readers (pp. 51-73). Clevedon,
England: Multilingual Matters.

Halliday, M. A. K., & Matthiessen, C. M. 1. M. (2014). Halliday's introduction to
functional grammar (4th ed.). Oxon, England: Routledge.

Hammond, J. (2006). High challenge, high support: Integrating language and
content instruction for diverse learners in an English literature classroom.
Journal of English for Academic Purposes, 5(4), 269-283. doi:
10.1016/j.jeap.2006.08.006

Hanauer, D. I. (2001). The task of poetry reading and second language learning.
Applied Linguistics, 22(3), 295-323. d0i:10.1093 /applin/22.3.295

Hayes, D. (2008). Becoming a teacher of English in Thailand. Language Teaching
Research, 12(4), 471-494.

332



Reference

Hayes, D. (2010). Language learning, teaching and educational reform in rural
Thailand: An English teacher's perspective. Asia Pacific Journal of Education,

30(3), 305-319. d0i:10.1080/02188791.2010.495843

Hengsadeekul, C., Hengsadeekul, T., Koul, R., & Kaewkuekool, S. (2010). English as
a medium of instruction in Thai universities: A review of literature. In H. Fujita
& J. Sasaki (Eds.), Selected Topics in Education & Educational Technology:
9th WAEAS International Conference on Education and Educational Technology
(EDU'10), Iwate Prefectural University, Japan: WSEAS Press. Retrieved from
http://www.wseas.us/books/2010/Japan/EDU.pdf

Hill, B. C,, Noe, K. L. S., & Johnson, N. J. (2001). Literature circles resource guide:
Teaching suggestions, forms, sample book lists and database [with CD-ROM].
Norwood, MA: Christopher-Gordon.

Hillocks, G. (1980). Toward a hierarchy of skills in the comprehension of literature.

English Journal, 69(3), 54-59.

Hillocks, G., & Ludlow, L. H. (1984). A taxonomy of skills in reading and
interpreting fiction. American Educational Research Journal, 21(1), 7-24.

d0i:10.3102/00028312021001007

Hirvela, A. (1988). Integrating simplified and original texts. JALT Journal, 9(2), 131-
151. Retrieved from jalt-publications.org/files/pdf-article/jj-9.2art3.pdf

Hirvela, A. (1996). Reader-response theory and ELT. ELT Journal, 50(2), 127-134.
doi:10.1093/elt/50.2.127

Hoban, G., & Hastings, G. (2006). Developing different forms of student feedback to
promote teacher reflection: A 10-year collaboration. Teaching and Teacher

Education, 22,1006-1019. d0i:10.1016/j.tate.2006.04.006

Housen, A. & Kuiken, F. (Ed.). (2009). Complexity, Accuracy and Fluency (CAF) in
second language acquisition research. [Special issue]. Applied Linguistics

30(4).

333



Reference

Howard, J. R., & Henney, A. L. (1998). Student participation and instructor gender
in the mixed age college classroom. The Journal of Higher Education, 69, 384-
405.

Huck, C. S. (1992). Literacy and literature. Language Arts, 69(7), 520-526.

Huebler, F. & Lu, W. (2013). Adult and youth literacy: National, regional and global
trends, 1985-2015. Retrieved from the UNESCO Institute for Statistics website:
http://www.uis.unesco.org/Education/Documents/literacy-statistics-trends-

1985-2015.pdf

Hwang, C. C. (2005). Effective EFL education through popular authentic materials.
Asian EFL Journal, 7(1), 90-101.

Improving English skills is vital: Surin. (2013, September 16). The Nation.
Retrieved from http://www.nationmultimedia.com/national /Improving-English-

skills-is-vital-Surin-30214891.html

IRA/NCTE International Reading Association/National Council of Teachers of
English (2004). Cooperative group role cards. Retrieved from
http://readwritethink.org

I[ser, W. (1978). The act of reading: A theory of aesthetic response. London, England:
Routledge & Kegan Paul.

Johannessen, L. R, Kahn, E. A., & Walter, C. C. (2009). Writing about literature (2nd
ed.). Urbana, IL: National Council of Teachers of English.

Johansson, A. W., & Lindhult, E. (2008). Emancipation or workability? critical
versus pragmatic scientific orientation in action research. Action Research,

6(1),95-115. doi:10.1177/1476750307083713

Johnson, K. E. (1995). Understanding communication in second language

classrooms. Cambridge, England: Cambridge University Press.

334



Reference

Kaowiwattanakul, S. (2008). Development of critical thinking in the L2 literature
classroom in Thai higher education: Conceptions and pedagogical practices.

(Unpublished doctoral thesis). University of Southampton, England.

Kaowiwattanakul, S. (2012). The place and role of literature courses in
undergraduate EFL curriculum in Thai universities: A survey of university

lecturers’ attitudes. Journal of Humanities Naresuan University, 9(3), 33-50.

Kemmis, S. (2009). Action research as a practice-based practice. Educational Action

Research, 17(3), 463-474. d0i:10.1080/09650790903093284

Kemmis, S. (2010). What is to be done? the place of action research. Educational

Action Research, 18(4),417-427.d0i:10.1080/09650792.2010.524745

Kemmis, S. (2012). Researching educational praxis: Spectator and participant
perspectives. British Educational Research Journal, 38(6), 885-905.
doi:10.1080/01411926.2011.588316

Kemmis, S. & McTaggart, R. (Eds.). (1988a). The action research planner (3rd ed.).

Geelong, Australia: Deakin University Press.

Kemmis, S. & McTaggart, R. (Eds.). (1988b). The action research reader. Geelong,

Australia: Deakin University Press.

Kemmis, S. & McTaggart, R. (Eds.). (1995). The action research planner (S. W.
Prawanpruek, Trans.). Bangkok, Thailand, Department of Curriculum and

Instruction Development. (Original work published 1988)

Kemmis, S., McTaggart, R., & Nixon, R. (2014). The action research planner: Doing

critical participatory action research. Singapore, Singapore: Springer.

Khamkhien, A. (2010). Teaching English speaking and English speaking tests in the
Thai context: A reflection from Thai perspective. English Language Teaching,

3(1), 184-190. doi:10.5539/elt.v3n1p184

335



Reference

Khatib, S. (2011). Applying the reader-response approach in teaching English short
stories to EFL students. Journal of Language Teaching & Research, 2(1), 151-
159. doi:10.4304/jltr.2.1.151-159

Kim, H. R. (2003). Literature circles in EFL curricula: Establishing a framework.
The English Teacher. Retrieved from
http://www.melta.org.my/ET/2003/2003-1.pdf

Kim, M. (2004). Literature discussions in adult L2 learning. Language and

Education, 18(2), 145-166. doi:10.1080/09500780408666872

Klanrit, P., & Sroinam, R. (2012). EFL Teacher’s anxiety in using English in teaching
in the language classroom. International Journal of Social Science and

Humanity, 2(6), 493-496. doi:10.7763/1JSSH.2012.V2.154

Kramsch, C. (1985). Literary texts in the classroom: A discourse. Modern Language

Journal, 69(4), 356-366. d0i:10.1111/j.1540-4781.1985.tb04803.x

Kramsch, C., & Kramsch, O. (2000). The avatars of literature in language study.
Modern Language Journal, 84(4), 553-573.d0i:10.1111/0026-7902.00087

Kumaravadivelu, B. (2001). Toward a postmethod pedagogy. TESOL Quarterly,
35(4),537-560. doi:10.2307/3588427

Kumaravadivelu, B. (2003a). Beyond methods: Macrostrategies for language

teaching. New Haven, CT: Yale University Press.

Kumaravadivelu, B. (2003b). Problematizing cultural stereotypes in TESOL. TESOL
Quarterly, 37(4), 709-719. doi:10.2307 /3588219

Kumaravadivelu, B. (2006). TESOL methods: Changing tracks, challenging trends.
TESOL Quarterly, 40(1), 59-81. doi:10.2307 /40264511

Lazar, G. (1993). Literature and language teaching: A guide for teachers and

trainers. Cambridge, England: Cambridge University Press.

336



Reference

Leal, D.]. (1993). The power of literary peer-group discussions: How children
collaboratively negotiate meaning. Reading Teacher, 47(2), 114-120.

Lewin, K. (1946). Action research and minority problems. Journal of Social Issues,

2(4), 34-46. d0i:10.1111/j.1540-4560.1946.tb02295.x

Liaw, M. (2001). Exploring literary responses in an EFL classroom. Foreign

Language Annals, 34(1), 35-44. d0i:10.1111/j.1944-9720.2001.tb02800.x

Long, M. H,, & Porter, P. A. (1985). Group work, interlanguage talk, and second
language acquisition. TESOL Quarterly, 19(2), 207-228. doi:10.2307 /3586827

Lyle, S. (2008). Dialogic teaching: Discussing theoretical contexts and reviewing
evidence from classroom practice. Language and Education, 22(3), 222-240.

doi:10.1080/09500780802152499

Macken-Horarik, M. (2006a). Hierarchies in diversities: What students' examined
responses tell us about literacy practices in contemporary school English.

Australian Journal of Language & Literacy, 29(1), 52-78.

Macken-Horarik, M. (2006b). Knowledge through "know how": Systemic functional
grammatics and the symbolic reading. English Teaching: Practice & Critique,

5(1), 102-121. Retrieved from http://files.eric.ed.gov/fulltext/E]843822.pdf

Maloch, B. (2002). Scaffolding student talk: One teacher's role in literature
discussion groups. Reading Research Quarterly, 37(1), 94-112.
doi:10.1598/RRQ.37.1.4

Mantero, M. (2002). Bridging the gap: Discourse in text-based foreign language
classrooms. Foreign Language Annals, 35(4), 437-456. d0i:10.1111/j.1944-
9720.2002.tb01883.x

McCulley, G. A. (1985). Writing quality, coherence, and cohesion. Research in the
Teaching of English,19(3), 269-282.

337



Reference

McGee, 1., & Parra, A. (2009). Grand conversations in the classroom. Retrieved from
https://readingrecovery.org/images/pdfs/Conferences/NC09/Handouts/Mc

Gee_Inger_Grand_Conversations.pdf

McKay, S. (1982). Literature in the ESL classroom. TESOL Quarterly, 16(4), 529-
536.d0i:10.2307/3586470

McKay, S. L. (2003). Toward an appropriate EIL pedagogy: Re-examining common
ELT assumptions. International Journal of Applied Linguistics, 13(1), 1-22.
doi:10.1111/1473-4192.00035

McNamara, D. S., Crossley, S. A., & McCarthy, P. M. (2010). Linguistic features of
writing quality. Written Communication, 27(1), 57-86.
doi:10.1177/0741088309351547

Mercer, N. (1995). The guided construction of knowledge: Talk amongst teachers

and learners. Clevedon, England: Multilingual Matters.

Mercer, N. (2008). Talk and the development of reasoning and understanding.

Human Development, 51(1), 90-100. d0i:10.1159/000113158

Miles, M. B., & Huberman, A. M. (1994). Qualitative data analysis: An expanded
sourcebook (2nd ed.). Thousand Oaks, CA: Sage.

Ministry of Education. (2008). Basic Education Core Curriculum B.E. 2551

(A.D.2008). Retrieved from Ministry of Education website: academic.obec.go.th

Ministry of Education. (2009). Implementation of the 15-Year Free Education with
Quality Policy. Retrieved from UNESCO website:
http://planipolis.iiep.unesco.org/upload/Thailand /Thailand_free_education.p
df

Murphy, P. K., Wilkinson, I. A,, Soter, A. 0., Hennessey, M. N., & Alexander, J. F.
(2009). Examining the effects of classroom discussion on students'
comprehension of text: A meta-analysis. Journal of Educational Psychology,

101(3), 740-764. doi:10.1037/a0015576

338



Reference

Nassaji, H., & Wells, G. (2000). What's the use of 'triadic dialogue'?: An
investigation of teacher-student interaction. Applied Linguistics, 21(3), 376-
406. d0i:10.1093/applin/21.3.376

National Statistical Office. (2015). Number of institutions (The formal school system)
by jurisdiction in whole kingdom: Academic year 2005-2013. Retrieved January
14, 2015, from http://service.nso.go.th/nso/web/statseries/statseries06.html

Nayar, P. B. (1997). ESL/EFL dichotomy today: Language politics or pragmatics?
TESOL Quarterly, 31(1), 9-37.d0i:10.2307 /3587973

Norris, J. M., & Ortega, L. (2009). Towards an organic approach to investigating
CAF in instructed SLA: The case of complexity. Applied Linguistics, 30(4), 555-
578.d0i:10.1093 /applin/amp044

Nunan, D. (1992). Research methods in language learning. New York, NY:

Cambridge University Press.

Nunan, D. (2003). The impact of English as a global language on educational
policies and practices in the Asia-Pacific region*. TESOL Quarterly, 37(4), 589-
613.doi:10.2307/3588214

Nunan, D., & Bailey, K. M. (2009). Exploring second language classroom research: A

comprehensive guide. Boston, MA: Heinle.

Nupong, D. (2002). English teaching problems and the needs for professional
development of teachers of English in education extended schools under the
jurisdiction of the office of primary education, Nakhon Ratchasima. E-Journal
for Researching Teachers, Retrieved from http://www.culi.chula.ac.th/e-

Journalt/research_05.htm

Office of the Basic Education Commission. (2014). Naew Patibut Tam Prakat
Krasuang Suksathikarn Rueng Nayobai Gan Rien Gan Sorn Pasa-ungkit
[Guidelines for Ministry of Education’s announcement on the policy for

English teaching and learning reform]. Bangkok, Thailand: Jamjuree Product.

339



Reference

Office of the Higher Education Commission. (2006). National qualifications
framework for higher education in Thailand: Implementation Handbook.
Retrieved from Office of the Higher Education Commission website:
http://www.mua.go.th/users/tqf-hed /news/FilesNews/FilesNews8/NQF-
HEd.pdf

Office of the Higher Education Commission. (2014). Study in Thailand 2013.
Retrieved from Office of the Higher Education Commission website:

http://www.inter.mua.go.th/main2/article.php?id=475

Office of the Permanent Secretary for Education. (2008). Towards a learning society
in Thailand: Developing language and communication skills. Bangkok, Thailand:

Author.

Pallotti, G. (2009). CAF: Defining, refining and differentiating constructs. Applied
Linguistics, 30(4), 590-601. doi:10.1093 /applin/amp045

Paran, A. (2006). The stories of literature and language teaching. In A. Paran (Ed.),
Literature in language teaching and learning (pp. 1-10). Alexandria, VA:
TESOL.

Paran, A. (2008). The role of literature in instructed foreign language learning and
teaching: An evidence-based survey. Language Teaching, 41(4), 465-496.
doi:10.1017/S026144480800520X

Parkinson, B., & Thomas, H. R. (2000). Teaching literature in a second language.
Edinburgh, Scotland: Edinburgh University Press.

Pattapong, K. (2010). Willingness to communicate in a second language: A
qualitative study of issues affecting Thai EFL learners from students' and
teachers’' point of view. (Doctoral thesis, University of Sydney, Australia).

Retrieved from http://hdl.handle.net/2123 /9244

Pawan, F. (2008). Content-area teachers and scaffolded instruction for English
language learners. Teaching and Teacher Education, 24, 1450-1462.
doi:10.1016/j.tate.2008.02.003

340



Reference

Pennington, M. C. (1999). Framing bilingual classroom discourse: Lessons from
Hong Kong secondary school English classes. International Journal of Bilingual

Education and Bilingualism, 2(1), 53-73. d0i:10.1080/13670059908666246

Prabhu, N. (1990). There is no best method - why? TESOL Quarterly, 24(2), 161-
176.d0i:10.2307/3586897

Prapaisit de Segovia, L., & Hardison, D. M. (2009). Implementing education reform:
EFL teachers’ perspectives. ELT Journal, 63(2), 154-162.
d0i:10.1093/elt/ccn024

Princess Maha Chakri Sirindhorn Anthropology Centre. (2007). Ethnic Groups in
Thailand. Retrieved January 15, 2015, from
http://www.sac.or.th/databases/ethnic/Content/language.html

Punyajun, A. (2008). Promotion of English reading comprehension, literary
appreciation and English discussion ability through literature circle. (Master’s
thesis, Chiang Mai University, Thailand). Retrieved from
http://cmuir.cmu.ac.th/handle/6653943832 /25751

Raphael, T. E.,, & McMahon, S. 1. (1994). Book club: An alternative framework for
reading instruction. The Reading Teacher, 48(2), 102-116.
doi:10.1598/RT.48.2.1

Raphael, T. E., McMahon, S. I, Goatley, V. ], Bentley, |. L., Fenice, B. B., Pardo, L. S., &
Woodman, D. A. (1992). Research directions: Literature and discussion in the

reading program. Language Arts, 69(1), 54-61.

Reznitskaya, A. (2012). Dialogic teaching: Rethinking language use during
literature discussions. The Reading Teacher, 65(7), 446-456.

Robinson, V. M,, & Lai, M. K. (2006). Practitioner research for educators: A guide to
improving classrooms and schools. Heatherton, Australia: Hawker Brownlow

Education.

341



Reference

Rocca, K. A. (2010). Student participation in the college classroom: An extended
multidisciplinary literature review. Communication Education, 59(2), 185-213.

doi:10.1080/03634520903505936

Rong, M. (2000). An examination of teacher-student and student-student
interaction in an EFL classroom. Hong Kong Journal of Applied Linguistics, 5(2),

26-44.

Rosenblatt, L. M. (1994). The reader, the text, the poem: The transactional theory of

the literary work. Carbondale, IL: Southern Illinois University Press.

Rosenblatt, L. M. (1995). Literature as exploration. (5th ed.). New York, NY: The

Modern Language Association of America.

Schon, D. A. (1987). Educating the reflective practitioner. San Francisco, CA: Jossey-

Bass.

Schon, D. A. (1995). The reflective practitioner: How professionals think in action.
Aldershot, England: Arena.

Seedhouse, P. (1996). Classroom interaction: Possibilities and impossibilities. ELT

Journal, 50(1), 16-24. doi:10.1093/elt/50.1.16

Seliger, H. W. (1977). Does practice make perfect?: A study of interaction patterns
and 12 competence. Language Learning, 27(2), 263-278.d0i:10.1111/j.1467-
1770.1977.tb00122.x

Shelton-Strong, S.]. (2012). Literature circles in ELT. ELT Journal, 66(2), 214-223.
d0i:10.1093/elt/ccr049

Skehan, P. (2009). Modelling second language performance: Integrating
complexity, accuracy, fluency, and lexis. Applied Linguistics, 30(4), 510-532.
doi:10.1093/applin/amp047

Soter, A. 0., Wilkinson, I. A,, Murphy, P. K., Rudge, L., Reninger, K., & Edwards, M.
(2008). What the discourse tells us: Talk and indicators of high-level

342



Reference

comprehension. International Journal of Educational Research, 47(6), 372-391.

doi:10.1016/j.ijer.2009.01.001

Spiegel, D. L. (1998). Reader response approaches and the growth of readers.
Language Arts, 76(1), 41-48.

Stotsky, S. (2012). The death and resurrection of a coherent literature curriculum:
What secondary English teachers can do. Lanham, MD: Rowman & Littlefield

Education.

Swain, M. (1985). Communicative competence: Some roles of comprehensible
input and comprehensible output in its development. In S. Gass and D. Madden
(Eds.), Input in Second Language Acquisition (pp 165-179). Rowley, MA:

Newbury House.

Swain, M. (2006). Languaging, agency and collaboration in advanced second
language proficiency. In H. Byrnes (Ed.), Advanced language learning: The
contribution of Halliday and Vygotsky (pp- 95-108). London, England:

Continuum.

Swain, M., & Lapkin, S. (2005). The evolving sociopolitical context of immersion
education in Canada: Some implications for program development.
International Journal of Applied Linguistics, 15(2), 169-186.
doi:10.1111/j.1473-4192.2005.00086.x

Swain, M., & Lapkin, S. (2013). A Vygotskian sociocultural perspective on
immersion education: The L1/L2 debate. Journal of Immersion and Content-

Based Language Education, 1(1), 101-129.

Tapsupa, D. (2014). Admissions Live. Retrieved January 14, 2015, from http://p-

dome.com/check-onet-m6-57

Taylor, D. (1994). Inauthentic authenticity or authentic inauthenticity. TESL-E],
1(2), 15 January 2015.

343



Reference

Thong-art, C. (2013). Wannakadi Suksa Nai Radab Mattayomsuksa: Yud Kaow
Yum...Num Kaow Nah [Thai literature in secondary education: Stop
stepping...start walking] [Web log post]. Retrieved from

https://thailanguageinstruction.wordpress.com

Thunnithet, P. (2011). Approaches to criticality development in English literature
education: A second language case study in a Thai university. (Doctoral thesis,
University of Southampton, England). Retrieved from

http://eprints.soton.ac.uk/175103/

Tian, G. S. (1991). Higher order reading comprehension skills in literature learning
and teaching at the lower secondary school level in Singapore. RELC Journal,

22(2),29-43.d0i:10.1177/003368829102200203

Tomlinson, B. (2010). Conclusions about ELT materials in use around the world. In
B. Tomlinson (Ed.), English language learning material: A critical review (pp.

319-322). London, England: Continuum.

Tutas, N. (2006). Theory into practice: Teaching and responding to literature
aesthetically. In A. Paran (Ed.), Literature in language teaching and learning

(pp- 133-145). Alexandria, VA: TESOL.

Ueai-chimplee, A., & Vibulphol, J. (2008). An application of the reader response
approach in a reading class to enhance critical reading ability and critical
thinking ability. An Online Journal of Education, 3(1), 1023-1034. Retrieved
from http://www.edu.chula.ac.th/ojed/doc/V31/V31d/V31d0078.pdf

Vacharaskunee, S. (2000). Target language avoidance by Thai teachers of English:
Thai teacher beliefs. (Doctoral thesis, Edith Cowan University, Perth,
Australia). Retrieved from http://ro.ecu.edu.au/theses/1521

Vu, N. (2011, September). Using translated questionnaire: Researcher’s
considerations. Paper presented at The University of Sydney TESOL Research
Network Colloquium, Sydney.

344



Reference

Vygotsky, L. S. (1978). Mind in society: The development of higher psychological

processes. Cambridge, MA: Harvard University Press.

Walsh, S. (2002). Construction or obstruction: Teacher talk and learner

involvement in the EFL classroom. Language Teaching Research, 6(1), 3-23.

Weber-Feve, S. (2009). Integrating language and literature: Teaching textual
analysis with input and output activities and an input-to-output approach.
Foreign Language Annals, 42(3), 453-467.d0i:10.1111/j.1944-
9720.2009.01035.x

Wegerif, R., & Mercer, N. (1996). Computers and reasoning through talk in the
classroom. Language and Education, 10(1), 47-64.
doi:10.1080/09500789608666700

Weist, V. D. (2004). Literature in lower-level courses: Making progress in both
language and reading skills. Foreign Language Annals, 37(2), 209-225.
doi:10.1111/j.1944-9720.2004.tb02194 x

Wenger, E. (1998). Communities of practice: Learning, meaning, and identity.

Cambridge, England: Cambridge University Press.

Wertsch, J. V. (1985). Vygotsky and the social formation of mind. Cambridge, MA:

Harvard University Press.

Widdowson, H. G. (1975). Stylistics and the teaching of literature. Harlow, England:

Longman.

Widdowson, H. G. (1978). Teaching language as communication. Oxford, England:

Oxford University Press.

Wiriyachitra, A. (2001). A Thai university English scenario in the coming decade.
Thai TESOL, 14(1), 4-7.

Witte, S. P., & Faigley, L. (1981). Coherence, cohesion, and writing quality. College

composition and communication, 32(2), 189-204.

345



Reference

Wolf, ]. P. (2013). Exploring and contrasting EFL learners' perceptions of textbook-
assigned and self-selected discussion topics. Language Teaching Research,

17(1), 49-66.d0i:10.1177/1362168812457535

Wongsothorn, A. (2003). Levels of English skills of Thai students. E-Journal for
Researching Teachers, 1(2). Retrieved from

http://www.culi.chula.ac.th/Research/e-Journal /research_10.htm

Wongsothorn, A., Hiranburana, K., & Chinnawongs, S. (2002). English language
teaching in Thailand today. Asia Pacific Journal of Education, 22(2), 107-116.
doi:10.1080/0218879020220210

World Bank Group. (2015). Data [Graph]. Retrieved January 14, 2015, from
http://data.worldbank.org/indicator/SE.PRM.ENRR/countries/TH-4E-
XT?display=graph

346



	Title Page
	Certification of original authorship
	Acknowledgement
	Table of Contents
	List of tables
	List of figures
	Abstract
	Chapter 1 Introduction
	1.1 Research aim
	1.2 National context
	1.3 Importance of English in Thailand
	1.4 Thailand educational context
	1.5 English language teaching in Thailand
	1.6 Literature teaching in Thailand
	1.6.1 Thai literature teaching
	1.6.2 English literature teaching in Thailand

	1.7 Research rationale
	1.8 Research questions
	1.9 Overall research approach and design
	1.10 Significance of the study
	1.11 Summary
	1.12 Organisation of the thesis

	Chapter 2 Literature review
	2.1 Theoretical framework
	2.1.1 Learning as a social interaction
	2.1.2 Literacy as a social interaction
	2.1.3 Communicative language teaching (CLT)
	2.1.4 Transactional theory of reading
	2.1.5 Importance of participating in classroom interaction

	2.2 Review of research into classroom based issues
	2.2.1 Literature and language teaching
	2.2.2 Reader response approach
	2.2.3 Research in reader-response based instruction
	2.2.4 Discussion-based approach
	2.2.5 Quality in language teaching and learning


	Chapter 3 Methodology
	3.1 Action research design
	3.1.1 Critical action research
	3.1.2 Action research in education

	3.2 Action research cycle
	3.3 Reconnaissance and problematising
	3.4 Planning
	3.4.1 Collaboration
	3.4.2 Teacher participants
	3.4.3 Instructional context
	3.4.4 Entering sites
	3.4.5 Learner participants

	3.5 Intervention
	3.6 Observation of outcome
	3.6.1 Data collection tools and process
	3.6.2 Data analysis framework

	3.7 Conclusion

	Chapter 4 The quantity and quality of student language production
	4.1 Important aspects of the classroom context
	4.2 Quantity of student presentations
	4.3 Quality of student presentations
	4.4 In-depth analysis of student presentations
	4.4.1 Analysis of a lower proficiency student (Nana)
	4.4.2 Analysis of an intermediate proficiency student (Aor)
	4.4.3 Analysis of a higher proficiency student (Kong)

	4.5 Quantity and quality of whole class discussion
	4.5.1 Triadic teacher-student interaction
	4.5.2 Dialogic teacher-student interaction
	4.5.3 Student-student interaction

	4.6 Summary and discussion

	Chapter 5 Student perspectives on the literature course
	5.1 Student background
	5.2 Student perspectives on literature and literature circles
	5.2.1 Student perspectives on literature and literature classes
	5.2.2 Student perspectives on literature circle activities
	5.2.3 Synthesis of student perspectives from questionnaires and diaries
	5.2.4 Findings from classroom observations

	5.3 Differences in behaviours and attitudes after participating in literature circles
	5.3.1 Positive changes resulting from literature circles
	5.3.2 Positive changes resulting from literature
	5.3.3 Positive changes resulting from teachers
	5.3.4 Negative changes resulting from literature circles
	5.3.5 Negative changes resulting from literature

	5.4 Student preferences on learning activities
	5.5 Summary and discussion

	Chapter 6 Teacher’s perspectives on literature circles
	6.1 Teacher variables
	6.2 Teacher profile
	6.2.1 Kedsinee
	6.2.2 Kitima
	6.2.3 Tavee

	6.3 Teachers’ attitudes towards literature circles
	6.3.1 Positive aspects of literature circles
	6.3.2 Negative aspects of literature circles
	6.3.3 Suggestions for implementation

	6.4 Teacher changes through action research
	6.4.1 Teachers’ beliefs at the beginning of the project
	6.4.2 Teachers’ practices at the beginning of the project
	6.4.3 Teachers’ beliefs at the end of the project
	6.4.4 Teachers’ practices at the end of the project
	6.4.5 Changes brought about through participating in the research

	6.5 Summary and discussion

	Chapter 7 Conclusion
	7.1 Research question 1
	7.1.1 Increased interactivity
	7.1.2 Opportunity to apply communicative competence
	7.1.3 Developed literary competence

	7.2 Research questions 2 and 3
	7.3 Classroom implications
	7.3.1 Scaffolding and student training
	7.3.2 Text selection
	7.3.3 Supportive atmosphere
	7.3.4 Roles of L1 in classes
	7.3.5 Other classroom variables
	7.3.6 Implications for teacher training

	7.4 Conclusion

	Appendices
	Appendix 1 Examples of English language programs in Thailand
	Appendix 2 Student questionnaire
	Appendix 3 Diary prompts
	Appendix 4 A sample of student work
	Appendix 5 Teacher interview schedules
	Appendix 6 A sample of analysis of questionnaires and complete list of themes from questionnaires
	Appendix 7 A sample of analysis of diary entries
	Appendix 8 A sample of analysis of teacher interviews
	Appendix 9 A sample of whole class discussion transcription
	Appendix 10 Information letters and consent forms for students

	Reference

