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Implementation of Self-Directed Learning into English Courses

at Mae Fah Luang University

Thanapong Sombat1 Wareesiri Singhasiri2 Atipat Boonmoh3

Abstract

The study aimed to investigate the implementation of self- directed
learning (SDL) into English courses at Mae Fah Luang University (MFU). The
study focused on how SDL was implemented in the English course syllabus at
MFU and what students’ attitudes towards integration of SDL into course were.
Data were collected from documents, course syllabi and course materials, and
the participants; 2 course syllabus designers who designed Academic Reading
and Writing (ARW) course and 153 students who undertook ARW course. The
research was conducted by distributing questionnaire to 153 students, and
then 15 out of 153 students were interviewed to gain more information about
attitudes towards integration of self-directed into the course. The results
revealed that there had been a development of implementation of SDL into the
curriculum at MFU since it was established. The English Department

responded to the policy of implementation of SDL from the executive

' MA students, Applied Linguistics for English Language Teaching, Language
Studies, School of Liberal Arts, KMUTT.

: Lecturer, Language Studies, School of Liberal Arts, KMUTT, Bangkok,
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administrator by integrating SDL into the courses by designing syllabi which
incorporated self-study tasks. In addition, the students seemed to have positive
attitudes towards integration of SDL into the course. They agreed to have SDL

integrated into the course.

Keywords: Self-directed Learning / Implementation of Self-directed Learning

into English Courses
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Introduction

Thailand is one of the countries foreseeing the significance of the
concept of self-directed learning that possibly improves its citizens to be
autonomous learners who have responsibilities for their own knowledge and
pursue their study as lifelong learning in the future. With this learning approach,
we hope that we can develop the country and are able to compete the other
countries around the globe to stand in the front row of the world. The reforming
of the national educational system in 1999 under the National Education Act
B.E. 2542 (1999) and amendments (Second National Education Act B.E. 2545
(2002, p.12) emphasises life- long learning by trying to promote self-directed
learning for all institutions in Thailand. In response to the National Act and the
government's policy, schools and higher educational institutions have tried to
implement SDL into their curriculum. However, there was a common
misconception about SDL integration into courses because Thailand was
practising SDL on a national scale and the government incorporated it into
curriculum by adoption of western teaching approach to local (Kirtikara, 1996).
Local teaching method was viewed as inferior to the west. The problem was
that it rarely integrated for local learners appropriately. It is to give the students
a topic for presentation in front of the class without teacher directed the learning
or learner training. The researcher was one of the students who had to find
information related to the topic to present for peers. Many students understood

only the topic they were responsible for, but the others were not. Thus, the
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concept of SDL for the researcher is unclear to some extend whether it helps
the learners to gain more knowledge without teacher’s assistance or it leaves
the learners more unknown ideas of the topics presented by peers. After that
the researcher had opportunities to study and has worked with Mae Fah Luang
University which has been trying to implement the SDL into its curriculum. There
have been many interesting applications for SDL to be integrated to courses.
Thus, the researcher selected MFU to be the place for conducting the
research.

MFU is one of the institutions trying to implement the concept of SDL
into English fundamental courses in order to support students to be
autonomous when they graduate, and also to help students to survive in the
university which uses English as the primary medium of instruction.

MFU was established in 1998 as an autonomous public university
under the Royal Charter with support from the Royal Thai Government. The
university has been developing its curricula and instruction to meet international
standards, adopting English as the primary medium of instruction as its policy
across the curriculum supporting the university’s general focus on language
learning (Charubusp, 2004), with regularly arranged activities to promote self-
study.

Since 1999, there has been many attempts to implement the concept
of SDL into English fundamental courses although the degree of integration of
autonomy has varied depending on situations the university confronted. The
integration included, for example, (1) using self-study as further exercises
outside class, (2) partially using SDL focusing on doing exercises according to

learners’ needs and evaluating themselves for each task, and (3) using SDL
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process which starts from needs analysis, goal setting, working, monitoring,
adjusting, and evaluating tasks. These, however, do not seem to reach
autonomy as expected by the university’s policy because the students seem to
depend on their teachers.

There is much research done in the field of SDL around the world
such as self-access through a computer network (Nesi, 1995), incorporating
self-access elements in a taught course (Pang, 1995), learner training for self-
access learning: a Malaysian perspective (Lin, 1995), Teachers attitudes within
a self-directed language learming scheme (Clemente, 2001), The role of the
self- access centre in the tertiary language learning process (Morrison, 2008),
and investigating the relationship between belief and action in self-directed
language learning (Navarro and Thornton, 2011), etc.

Additionally, there is also some SDL research done in Thailand such
as self-access learning at Chaiwanwittaya School (Reuchakul, 1995) which
showed that learner training was provided gradually to familiarise the students
with the idea of learner independence, a self-reliance instruction: a case study
of Sammasigkha Pathom Asoke School (Riangrila and Thongthai, 2009) which
resulted that the students possess the self-directed learner characteristics
when they were instructed by using teacher- directed and learner-directed
learning for normal and outside classroom.

Most of the research done above mostly focused only on facilities for
self-directed learning, teachers or students; however, it rarely focused on the
element of courses integrated by SDL about the attitudes of the learners when
integration was launched. Since the course elements are the first information for

the teachers to understand and find the application to teach or lead the class,
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the prescriptive information of the course should include the keywords and idea
indicating how to apply SDL to the class.

The significance of this study is that the university has adequate
information to develop fundamental English courses and teaching support for
both teachers and students to maximise the teachers’ performance in SDL
mode and the students’ ability to learn by themselves. Next, the understanding
of students’ percep- tions towards self-directed learning will provide insights
into how teachers should facilitate and manage learning in class 95 ability of
developing autonomy. Furthermore, it is anticipated that the study will provide
useful information for researchers who are interested in the autonomous

learning or SDL area.

Purposes of the study

As this paper is a part of Master of Arts study, the data were collected
in the academic year 2009. In this year, the aims of this research were to find
out the answers to the research question:

(1) How was self-directed learning implemented in the English course
syllabus at MFU?

(2) What were students’ attitudes towards integration of self-directed

learning into course?

Literature Review
Self-directed learmning sometimes is defined differently. Hiemstra
(1994) gives several aspects of SDL which include the following points:

“(a) individual learners can become empowered to take increasingly
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more responsibility for various decisions associated with the learning endeavor;
(b) self-direction is best viewed as a continuum or characteristic that exists to
some degree in every person and learning situation; (c) self-direction does not
necessarily mean all learning will take place in isolation from others; (d) self-
directed learners appear able to transfer learning, in terms of both knowledge
and study skill, from one situation to another; (e) self-directed study can involve
various activities and resources, such as self-guided reading, participation in
study groups, internships, electronic dialogues, and reflective writing activities;
(f) effective roles for teachers in self-directed learning are possible, such as
dialogue with learners, securing resources, evaluating outcomes, and
promoting critical thinking; (g) some educational institutions are finding ways to
support self-directed study through open- learning programs, individualized
study options, non-traditional course offerings, and other innovative programs.”

His explanation covers key aspects of SDL such as responsibility for
various decisions for learning; self-direction as a characteristic that is present in
learners and learning situations; learning possible without isolation from others;
transfer of knowledge and study skills, involving various activities and
resources; encompassing effective roles for teachers; and support of SDL
through open-learning programmes. Therefore, the self-directed learner has to
be responsible for control of his own learning (Dickinson, 1987).

There is an assumption that SDL may help in scaffolding learners to
reach autonomy. Once they reach autonomy, they will possess some
characteristics of autonomous learners. Dickinson (1993) identifies five

characteristics of autonomous learners which are being:
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a) aware of what is being taught;

b) able to formulate their learning objectives;

c) able to choose and employ appropriate learning strategies;

d) able to monitor their use of these strategies; and

e) able to monitor or assess their own learning.

In addition, Hughes (2003, p.4-5) summarises the “characteristics of
autonomous learner” from literature related in the autonomous learning field:

“(a) self-awareness & reflection; (b) intrinsically motivated; (c) the
ability to plan and manage own learning — being in control of learning
environment; (d) institutional awareness — understanding requirements and
procedures (knowing how ‘the system’ operates); (e) ability to formulate own
questions; (f) possessing the research and information skills necessary to
pursue a line of enquiry; (g) interdependence — the ability to work well with
peers, and to recognise when appropriate support and guidance from tutors
and peers will be helpful; h) critical thinking; [and] (i) discipline & subject
awareness — knowing how knowledge has been and is created in your subject
area.”

To sum up, autonomous learners possess characteristics which are
having an awareness of what and how to learn. They should monitor what they
have been taught and done; and evaluate their own performance. They are also
expected to be critical and reflective about their learning.

Implementation of self-directed learning into curriculum

To implement SDL, there are many concerns we have to take into
consideration such as language curriculum, syllabus, and teaching

methodology, materials. Gardner and Miller (1999) explain that the SDL mode
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requires changes in the roles of teachers, learners, and the institution.
Moreover, Dickinson (1987) mentions that implementation of the SDL mode
comprises of (1) the materials the learners need, (2) how learners might be
helped and supported in SDL mode, (3) physical resources and (4) ways in
which both learners and teachers can be prepared for SDL. For the study, one
important aspect taken from the above is institution involving syllabus.

Incorporating self-directed learning into syllabus

There has been consideration on incorporating SDL into syllabi in
language learning since in the past the English language syllabus was the fixed
syllabus. It did not leave room for learmners for making any decisions in the
learning process or “to be curious or experimental with the language at their
own pace” (Barett, 1995, p. 84). Generally, the syllabus was heavily focused on
fixed objectives, contents, medium of instructions, tasks and evaluations.
Everything was prepared and decided beforehand by the teacher on what
would be done when, for how long, where and how; in essence, the learner
became dependent on his teacher (Lewis and Reinders, 2008). The above
constraints lead to the need to be free for learners. For such reasons, there is
an incorporation of SDL into syllabi for learners to have more room for learning
by themselves. Therefore, there should be freedom of choice and help for
learners to be responsible for their own learning provided by encouraging
involvement of a learner decision-making process regarding the content and
how to be taught collaboratively with a teacher (Nunan, 1988), encouraging
working with others, and providing SDL (Lewis and Reinders, 2008). To
encourage students to learn, there are many ways to do so such as integrating

SDL into class, using task or project based learning, etc.
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In addition, there has been research on SDL done in Thailand by
Riangrila and Thongthai (2009). They studied SDL used in Sammasigkha
Pathom Asoke School about the instruction. The study was a case study of nine
months’ duration by observation, interview, focus group and documentary
analysis. Content analysis and inductive conclusion were used for analysing
data. The results of this study were (1) instruction was provided in a
classroom— teacher-directed leaching and SDL—and outdoors by task-based
learning for practicing authentic learning; (2) students had the self-directed
learner characteristics.

Under the aspect of incorporating learner autonomy into syllabi, there
are other components to be concerned about i.e. learning materials, learning
activities, assessment, etc. which will be discussed in the following section.

1) Learning materials

To incorporate learner autonomy in language syllabus, teachers can
select books to be used in the classroom with teacher- direction or self-
direction depending on the institution and teacher decision. Self-access
materials need not be restricted to self-access centres, but can be used in the
traditional classroom setting, co-existing with the class course book (Geddes
and Sturtridge, 1982). The classroom course book is needed to be connected
to SDL as well. The materials in SDL curriculum have the focus on assisting
learners to do in class what they will need to be able to do outside relating to
the real world. The materials should foster independent learning by raising the
consciousness of the learners and making them more aware of the learning
process (Nunan, 1988). The materials can be composed of learning strategies

assisting them in learning both in cognitive and metacognitive levels in order to
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raise their consciousness for the students’ learning. In short, either materials are
designed by teachers, or commercial publishers have to take into consideration
inclusion of SDL aspects in the course book.

2) Learning activities

There are reasons to apply activities into classrooms which are based
on “learner's needs” (Gardner and Miller, 1999, p. 136) where the learner
“needs people to talk to, to listen to, to discuss, argue and exchange
information with, to write to, to practise with, [and] to learn from” (Dickinson,
1987, p.107). Each activity has to be created with a clear purpose of activities
and provide monitoring of activities (Dickinson, 1987). The way to select
interesting activities for SDL is to consider that it is “individual”’, “pair”, or
“group” activities. The diverse range of learners means that there can be more
advantages of such activities in that learners at “different levels can help each
other”, motivation of less proficient learners is “enhanced”, learners are
introduced to new learning areas, working in groups creates “a less threatening
environment for experimenting with new activities”, and “there are more
opportunities to develop effective learning strategies” (Gardner and Miller,
1999, pp. 129-136).

In addition, Pang (1995) studied incorporating self-access elements in
a taught course in Hong Kong, China. His purpose was to study about facilities
of the transition from teacher-directed learning to SDL with ESP course for year
one ftranslation degree students at Hong Kong Lingnan College which
incorporates a variety of self-access elements, including looking for grammar
and language support units from books in the Self-Access Centre, using

facilities at the SAC for viewing video and writing transcription, collecting and
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analysing authentic materials from government agencies and enterprises,
looking up CD-Rom database for references, etc. The result showed that the
students were feeling much more confident and capable of learning language
on their own. Worksheets from the courses, students work and feedback would
be used to illustrate the approach taken and some of the benefits derived.

3) Assessment

Another component taken into consideration is assessment. Both the
teacher and learners have to be involved in assessment in SDL. “Self-
assessment by learners can be an important supple- ment to teacher
assessment and ... self-assessment provides one of the most effective means
of developing both critical self- awareness of what it is to be a learner and skills
in learning how to learn”. Thus, “learners need to assess their own progress,
and also need to be encouraged to evaluate, from their own perspec- tive,
other elements within the curriculum including materials, activities and learning

arrangements” (Nunan, 1988, pp. 116 — 134).

Attitudes

Attitude could be defined as “a consistent tendency to react in a
particular way—often positively or negatively—toward any matter” (Adediwura
and Tayo, 2007, p. 166). Learner's attitude is also considered as it has an
impact on the level of second-language proficiency achieved by individual
learners, and they are influenced by their success. Hence, the learners with
positive attitudes, who experience success, will have these attitudes reinforced.
Similarly, a learner's negative attitudes may be strengthened by the lack of

success (Ellis, 1994).
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Furthermore, there has been research on attitude towards SDL done
in China by Shujun and Qian (2006). They studied English major students’
attitudes towards SDL. The reason is that research on SDL with Chinese
students has not been done in a local Chinese context on its applicability. The
instrument was a questionnaire composing of 24 statements, concering the
students’ attitudes and perception towards language learning, teachers’ and
learners’ roles, and perception of their capability in language learning. The
results indicate that students show positive attitudes towards SDL, student role,
teacher role, and student-self-confidence. The students need to be involved in
the language learning process and believe in the value of effort and self-

discipline.

Research Methodology

Subjects

1) Course co-ordinators

The syllabus designer committee comprised of two female teachers
who designed Academic Reading and Writing (ARW) course. One was a
course co-ordinator who actually developed the syllabus for ARW. She
designed and taught the course. She also had five-year teaching and two-year
syllabus designing experience. The other was the English general course co-
ordinator who gave advice on syllabus design due to her position in the quality
assurance committee which clearly understood the policy on integration of
SDL. She had three-year teaching and managing and two-year syllabus
designing experience. Therefore, they were assigned to design syllabus of the

selected course. There was no teacher training for either syllabus designer
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about SDL and how to integrate it into the syllabus. They also understood self-
study before designing the syllabus only from the credit hours stated in the
course description written by the curricular designing committee. Thus, both
designers were not involved in training for designing a syllabus, but they used
their personal background on SDL from their education before working at this
university.

2) Students

There were 153 students, first-, second- and third-year male and
female students studying in various majors at Mae Fah Luang University, who
participated in filling out the questionnaire. After the completion of the
questionnaire, 15 students were selected to be interviewed.

Instruments

The research instruments used in this study were documents and
semi-structured interviews. The justification for using each instrument will be
elaborated on next.

1) Documents

In order to understand the context of learning in this study, the
documentation used in the research were course syllabus, course book and
supplementary material, university website, and university official letter. This is
to find out the stated policy of the department on SDL integrated into courses.

® Course syllabi

Two groups of syllabi, (1) syllabi used during 1/2000 to 1/2009 and (2)
syllabus in 2/2009, were used to analyse SDL keywords. The course syllabus
which was used for the in-depth analysis was the one written for semester

2/2009. It is ARW course syllabus and it was used for analysing how implicitly
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or explicitly the description of the course states or describes the SDL, and also
for finding out how the course descriptions, study hours, self-study tasks, and
evaluations prepared students to have more chance to be autonomous
learners.

® Course material and supplementary material

The course material was commercial book, Hartmann (2007), “Quest
2: Reading and Writing (2007)”. Supplementary materials were also provided.
The course materials to be used for the analysis were used in semester 2/2009.
They were used to analyse whether tasks, activities, and exercises inside the
materials were served with SDL.

® University Website

The university website which was used for the analysis was publicised
in the year 2009 on the ‘about the university’ page. It contained information
about the university’s policy for language teaching and learning.

® University Official Letter

The university official letter was one of the official documents
distributed to the public for international students to study at MFU since the
university began accepting international students in 2006. The letter was used
for an analysis of the university’s policy regarding teaching and learning to
determine whether it was opened for SDL.

2) Questionnaire

The questionnaire was composed of two parts: general information
about the course, and self-study task including students’ attitudes towards
integration of self-directed learning into the course. The questionnaire was

distributed to 160 mixed-year and mixed gender students during the second
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semester of the academic year 2009. There were 153 students who supplied
complete information. They were used to obtain preliminary data for a follow-up
interview for in-depth information and to investigate the students’ attitudes
towards integration of SDL into the course.

3) Semi-structured interviews

There were interviews for course syllabus designers and students. The
semi-structured interview was used in order to find out information concerning
insider perspective and to triangulate the data in this study. Two syllabus
designers were interviewed about the purpose of integrating SDL into course
syllabus, proportion of SDL to be integrated into the course, and the
background of the two syllabus designers before designing the syllabus. The
examples of semi-structured interview questions were:

(1) What is the rationale of integrating self-directed learning into
the fundamental courses?

(2) What proportion of self-directed learning to be integrated into
course? Why? How?

Fifteen students were interviewed about their attitudes towards
integration of SDL into the course. The students were questioned to supply the
answer: what is/are your reason(s) to agree and disagree for integration of self-
directed learning into the course?

Data analysis

The data collected from the two instruments—documents and
interview—were analysed which refer back to literature review, Hiemstra (1994),
Dickinson (1993) and Hughes (2003). The researcher had developed the

framework which would be used to analyse how the MFU implemented SDL
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into the curriculum. To analyse, the research has drawn the keywords from the
three sources above and classified them into three groups as shown below.
This framework was used to analyse data from documents and interview.
Definitions: freedom of choice, decision making for learning process,
transfer of knowledge and skills, various activities and resources, supports
Process of learning: needs analysis, goal setting including resource
finding, strategy emphasizing, monitoring learning, evaluating learning process,
learning process, learning strategies (metacognitive and cognitive strategies),
scaffolding, pathways
Characteristics of autonomous learners: responsibility for own
learning, self-awareness, institution awareness, intrinsic motivation, critical
thinking, independence from teacher, interdependence
1) Data from documents
The data were analysed in order to allocate the evidence of the
implementation of SDL to the above groups of keywords.
a) Course syllabus
The data were analysed in order to investigate the university’s
policy on implementation of SDL into the curriculum by finding how SDL was
mentioned in course syllabus elements: course description, course objective,
study hour and self-study, and course assessment.
b) Course materials
The data were analysed in order to examine the implementation
of SDL into curriculum by finding whether the concept of SDL was embedded

in the objectives and contents of the course books.
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c) University website
The data were analysed in order to investigate the university’s
policy on integration of SDL into a learning context in MFU whether it was
clearly stated for using English as a medium of instruction with SDL
approaches as broadcast in the public announcement.
d) University official letter
The data were analysed in order to explore the university’s policy
on integration of SDL into the curriculum whether it was clearly stated for
international students enrolling in MFU that they would be in the English
environment and SDL context for English fundamental courses.
2) Data from questionnaire
The data were tallied and analysed in order to find out students’
attitudes and reflection of the concept of self-directed learning implementation
in fundamental courses. The data from section two were fallied into
percentages.
3) Data from interviews
The data from course syllabus designers and students were recorded,
transcribed and categorised into groups under the themes. The interviews were
translated from Thai to English. Then, the data were interpreted to see if there
were any significant ties to the data obtained from documents in order to
investigate the implementation of SDL from a policy level. The interviews were
undertaken to investigate rationales on integrating SDL into the course. The
data from course syllabus designers were analysed and grouped into three
parts: (1) purpose of integrating SDL into syllabus, (2) proportion of SDL to be

integrated into the course, (3) and assessment of the course. Additionally, the
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data from students were analysed an grouped into positive attitudes and

negative attitudes towards SDL integration into the course.

Findings

Firstly, the finding on how self-directed learing was implemented in
the English course syllabi at MFU is presented as follows:

1) Implementation of self-directed leaming in English curricula (1999 - 2009)

The findings in this part show how MFU has implemented SDL into the
curricula of fundamental English courses chronologically. The data were
obtained from university’s policy documents (syllabus, university website, and
university official letter), teaching staff interviews, and course syllabi. The data

are summarised in Table 1.

Table 1 Integration of self-directed learning into curriculum

Academic Year Action Task/Exercise
1999- 2000 - Integrating self-study exercises into Doing exercises from
curricula for English 1 and 2 working in Headway for 10%
English Lab
2001-2002 - Temminating integration because the

English Laboratory was moved

- Planning to set up the Self- Access
Centre in a new place

Semester 2/2002

- Setting up Individualized-Directed

Learning unit-IDL at S1 building

- Adjusting curricula
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Table 1 (continued)

Academic Year Action Task/Exercise

2003 - Implementing the process of Practicing through portfolio
Individualized-Directed Leaming (IDL) into | gaining 25% of total marks

English Grammar courses (1 hour in IDL)

2004 Semester 1 Working on ELLIS programme
- Adjusting Curriculum by adopting e- (gain 10%)
learning as self- study
- Terminating integration of IDL into
courses but using self- study exercises
Semester 2 Practising in IDL unit (less

- Teminating self-study with edeaming proficiency) gaining 20%

- Moving IDL unit to 2nd floor, E1 building
(reduced size of the centre)

- Implementing IDL into English
Preparation courses for first year
students who failed English Foundation

Semester 3 Practising in

- Implementing IDL into English IDL (10%)
Composition 1 for first year students who

passed English Preparation

2005 - Adjusting curriculum from English Practising in IDL (10 %)
Foundation (9 hours/ week) to - Working on task
Foundation of English 1 and Foundation - Monitoring
of English 2 - Evaluating (Teacher)

- Integrating IDL to Foundation of English
1and 2

- Setting up IDL unit (New place at 48t

floor, E1 building)
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Table 1 (continued)

Academic Year

Action

Task/Exercise

2006 - Continuing integration of IDL into Practising in IDL (FE1 20% &
Foundation of English 1 and 2 FE2 10%)
2007 Semester 1
- Terminating integrating IDL into courses
since teachers’ resistance due to work
load, but opening for all walk-in users.
Semester 2
- Planning to establish self-access
language learmning centre (SALLC) at C1
building
2008 Semester 1 Doing self-study for 10% by
- Establishing self-access language dividing to 2
learning centreat C1 building parts: doing exercises at
- Adjusting curriculum from Foundation of SALLC and working on the
English 1 & 2 to Intensive English 1 and in-house software covering
Intensive English 2 each unit of main course book
- Integrating self-directed learning into at computer centre Doing self-
noncredit course: Intensive English 1 study for 10%: did SRA
and 2 courses exercises at SALLC
Semester 2
- Integrating self-study into first credit
course: Academic Reading and Writing.
2009 - Integrating self-directed learning into Working on portfolio 5% and

other two credit courses: English for

Communication and College Writing.

summary 5%

From Table 1, it can be seen that the university has tried to integrate

SDL into curricula. The description above provides an overview of the
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development chronologically. In the earlier stage, the curricula were integrated
by using extra exercises for self-study (year 1999-2000), whereas in the later
stage, the curricula were integrated by using SDL for self-study (year 2003-
2006). The SDL processes started from planning, working, monitoring and
evaluating tasks. The SDL which implemented varied depending on the focus
of each courses. In the latest stage, the curricula were moved back to be
integrated by using extra exercises complementing the normal classroom (year
2008-2009). However, the university’s policy still emphasised the reasons for
helping students to gain more chances to develop their ability in learning and
using English as a medium of instruction. To study how SDL is implemented
and integrated into fundamental English courses in detail, one course, ARW,
was chosen as it was a credit course which all students had to take.
2) Integration of self-directed language learning into course syllabus
This section aims to present how the concept of SDL was integrated

into course syllabus and course material. The analysis was done based on the
framework of SDL stated in research methodology. The researcher has
analysed descriptions and objectives, study hours, proportion of integrating
SDL into courses, course assessments, and course.

a) Purpose of integrating self-directed learning into a course
syllabus

Before the researcher analysed the course syllabus, the
researcher interviewed two syllabus designers whose aim was to integrate SDL
into the syllabus which would provide students time for studying by themselves
as self-study outside the classroom. The two syllabus designers stated as

follows:
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“To provide students an extra period of time to practice as self-
study outside the classroom”
Syllabus designer 1
“To encourage students to study outside the classroom; spend
more time outside the classroom for learning English and also developing skills”

Syllabus designer 2

As seen from the quotations, both designers were con- cerned
about SDL as outside class practice. To understand how the designers
integrated SDL into courses, it is necessary to analyse the following aspects.

b) Course description and objective

Table 2 Course description and objectives

ARW

Course Description

Reading strategies; note-taking; expository writing; summary writing;
and persuasive writing techniques

Course Objectives

After completing this course, students will be able to:

1. comprehend long passages from academic and authentic texts
2. take notes from reading in the form of graphic organizers

3. write a summary from reading

4. write an expository paragraph and a persuasive paragraph
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Table 2 shows the main focuses of the ARW course. The ARW
course focuses on basic reading and writing techniques such as note-taking,
summarising, etc. The ARW course had an explicit statement of integration of
SDL in the course description and objectives. Instead of indicating SDL in the
course description and objective, the syllabus showed only study hours and
self-study tasks in the courses as will be shown in the next part.

c) Study hours and self-study tasks

ARW

Credit 3(2-2-5) Schedule set to

Off-schedule Self-study

Study Hours: SALLC work

2 hours with teacher in class / l

2 hours of self-study in Self-Access Language Learning Center (SALLC)

5 hours of self-study in your own time

Figure 1 Study hours and self-study tasks

It can be seen from Figure 1 that the ARW was a three-credit
course which consisted of two hours for classroom study, two hours for self-study
in SALLC, and five hours for self-study [3(2-2-5)]. In the parentheses, the first
position (2) stood for lecture hours, the second number (2) stood for practice in
lab or self-access centre, and the last number (5) stood for self-study in the
students’ own time. The last number was not counted as credit. Interestingly, the
ARW provided for self-study in both the self-access centre and the students’ free
time. The ARW courses seemed to provide opportunity for the students to
participate in SDL mode. In addition, it should be noted that The ARW course

include details of the course requirements as shown in Figures 2 and 3.
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Course Requirements
1. Study Hours: 2 hours with teacher in class
2 hours of self-study in Self Access Language Learning Center (SALLC)
5 hours of self-study in your own time
2 Hrs. in class: Minimum of 80% of your class attendance is required. Failure to meet this
requirement will result in your ineligibility to take the final examination.
2 Hrs. in SALLC: You are required to carry on your learning outside classroom and in the Self
Access Language and Learning Center (SALLC - Room C1 303) for 2 hours per week. Self-
access learning in SALLC composes of two main compulsory parts.
A: Studying and doing exercises on reading materials called SRA provided in SALLC
B: Studying/doing exercises/using any learning materials of your own interest provided in
SALLC in order to improve your English skills or attend the activities in SALLC
*** A minimum of 80% of your self-study assignment is also required. Failure to meet this
requirement will result in your ineligibility to take the final examination.
After you finish your self-access learning task(s), record your learning in the Self-Access

Learning Record and Reflection Form and submit it to your teacher.

5 Hrs. of Self Study: After your class, you will be given some reading and writing assignments
to do in your own time. Make sure you finish your assignments in time. Procrastination will

result in bad quality work and, most importantly, grade F if you fail to meet the dead line.

Figure 2 Course requirement of ARW in the syllabus

Figure 2 shows that the self-study tasks of ARW were separated
into (a) reading supplementary practice (Supplementary Reading Activities:
SRA) and (b) studying reading materials for students’ own interest or attending
activities such as conversation partner, grammar partner, writing clinic.
Students had to read the topics they were interested in, and they had to
complete the self-access learing record and reflection forms and submit to

their teachers weekly for an evaluation. For the five-hour self-study, students
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were assigned some reading or writing assignments to study in their free time.
This type of work did not count toward the final grade but it was part of the
paragraph writing assignments.

d) Proportion of self-directed learning integrated into course and

course assessment

ARW
1. An academic reading assignment 10%
2. An expository paragraph 10%
3. A summary paragraph 10%
4. A persuasive paragraph 10%
5. Self-Study 10% < Self-study
6. Midterm Examination 20%
7. Final examination 30%
Total 100%

Figure 3 Proportion of self-directed learning to be integrated into course and

course assessment

It can be seen from Figure 3 that the proportion of SDL in ARW
was 10 per cent. Ten per cent of self-study for ARW was devoted to studying in
SALLC only i.e. students working at SALLC two hours per week wrote the
feedback on learning logs. Details of what students were expected to do were
written explicitly in the course requirement (see Figure 2).

Moreover, the course syllabus designers also provided

justifications for adjusting the proportion of self-study markings in ARW below.



MFU CONNEXION, 3(1) || page 27

The syllabus designer 1 mentioned that

“The proportions of course and study hours were set loosely by
working team and departmental committee. Then, percentages of each were
adjusted by course co-ordinator team for course’s tasks and assignments. This
course was worth 10 per cent of self-study integrated in and credit hours were
set by university’s academic board”

Syllabus designer interview1

From the interview, the proportion of the self-study for ARW was
10 per cent as it could be an incentive for students who spent enough time for
their own learning. Working along the proportion of integration, the second
syllabus designer also accepted the decision from the working team to adjust
the course content details, assessment types and proportion according to the
nature of the course and task.

The information from the course syllabus indicated that although
the course descriptions did not explicitly state how SDL was integrated into the
courses, the evidence on the study hours and the assessments were clearly
shown in the self-study time and marking schemes for the course. One
interesting finding showed that the proportion of the self-study hours (7 hours)
seemed to be more than the class teaching hours (2 hours); however, the
assessment score of self-study was relatively low for evaluating students’
performance in the course taken. This point on contrastive aspect will be
discussed in the discussion.

e) Course materials

The finding shows an analysis of the SDL integration into course
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materials which is one step of promoting students to be autonomous. The data
was analysed by using the groups of key- words presented in research
methodology. The data were obtained from course materials and interviewing
the course co-ordinator for the rationale of selecting materials. The course
materials were divided into a course book and supplementary book. The
course book was a commercial book and a course supplement was an in-
house material. The rationale for course book selection was to find an
appropriate book under the theme of reading and writing in an academic
setting stated in course descriptions.

The main book used in this course was “Quest 2: Reading and
Writing”. The course book is theme-based—business, art, psychology, and
health—and the themes are divided into several related topics. Each topic
contains reading and writing skills for developing academic competency.

The components introduced in the course book were learning
strategies and variety of the tasks. Strategies taught in this book were
composed of reading strategies, writing strategies, critical thinking strategies,
and test-taking strategies. Each strategy was presented in each unit. The
students might become gradually familiar with learning strategies which would
build up confidence in learning. Then, the students might possess some useful
strategies for their future use. It seemed to be a good start for encouraging the
students to be involved in the SDL mode. The task in the course book was
flexible for working as an individual, a pair or a group.

Supplementary materials used in this course were in-house
production materials arranged under the main course book presentation and

covered course description. Each topic in the supplementary materials was
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related to reading or writing strategies such as making inferences, guessing
words by using pictures, using graphic organisers, etc. Another reading
supplement was reading laboratory kits called SRA. Students had to select
topics to study after reading supplementary reading books as practice from
categories A-H depending on reading and writing techniques such as making
inferences, getting the main idea, finding details, and drawing a conclusion.
Then, students had to fill in a Learning Log and submit it to their teachers.

To conclude, the contents of the course book and the
supplementary material focused on course description and course title. Some
chapters of the book relevant to the course description were taught in the
classroom. Also, the strategies presented in the ARW’s course books seemed
to be helpful for students to develop their own learning strategies and language
proficiency as the first step of achievement in acquiring the strategies for active
learners. Thus, the course book provided contents covered in the description
with some useful strategies to tackle reading and writing in academic settings.
The students were encouraged to be active learners in SDL. In addition to
supplementing the main course book, the ARW supplementary material
covered all topics stated in the syllabus.

Secondly, the finding on students’ attitudes towards integration of
SDL is presented as follows:

The finding in this part is to investigate students’ attitudes towards
integration of SDL in the course. The finding was obtained from the
questionnaire on agreement and disagreement of students towards integration

of SDL into courses and shown in Table 3 below.
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Table 3 Students’ attitudes towards integration of self-directed learing into the

course

Agree Disagree Total
Percentage 88.2 11.8 100
No. of responses 135 18 153

Table 3 shows that 88.2 percent of students agreed with
integration of SDL into the course. In addition, the finding was obtained from
semi-structured interview for the rationale of agreement and disagreement of
SDL integrated into the course. They supplied reasons to support it as follows:

The students seemed to have positive attitudes towards SDL
integrated into the course that SDL provided freedom of learning and choices.
They have their own self-responsibilities for their learning. The students stated
that they could learn anything they needed which was not only learning the
lesson of the course. The examples from audio scripts are shown below.

“We have freedom in thinking and we can find anything we are
interested in to do.”

Subject 28

“...because learning in this course, some questions or some
topic, teachers can’t answer. So, learning more by ourselves is needed.”

Subject 262

In addition, they reported that self-study could prepare the

students to study with the resources around them in order to develop their
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English language. It might help the students to find new knowledge beyond
normal classroom by themselves. The excerpt is provided as follows:
“itis to practise ourselves to learn English from sources around us.”

Subject 265

On the other hand, 11.8 per cent of the students disagreed on
integrating SDL into courses. Some students seemed to have a negative
attitude towards SDL because they had no time to study by themselves. They
also did not have self-responsibility. Thus, they could not see the advantage of
doing self-study. The examples of the attitudes are excerpted below.

“there is no time to go to SALLC and the centre’s hours are not
enough. So, learning as self-study is making more troubles”,

Subject 3

“Half of students don’t gain any advantages or more knowledge.
Some students copy their friends’ work.”

Subject 154

The above session has presented the students’ attitudes towards
integration of SDL into the courses, which suggests that there should be a
closer examination of students’ attitudes towards self-study in the semester

2/2000.

Discussion
To answer the first RQ on how SDL was implemented in the course

syllabus, it can be summarised that MFU has accomplished for integrating self-
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study task which was regarded as a part of the requirement of the course. The
self-study tasks varied greatly from extra exercises to self-directed learning.
However, the design of syllabi was different depending on the academic years
and semesters when the syllabi were launched. Along the way of syllabus
design, there were many course syllabus designers assigned to adjust and
change some elements of the syllabi to be appropriate for the students under
the university’s policy. At 2009, MFU integrated SDL to the course as only extra
exercise which could be done in the SAC and write the feedback after they
completed the task. Comparing to Pang (1995), he tried to integrate all activities
concerning to SDL for students to learn language depending on their own
interest with the process of monitoring their learning by filling questionnaire in
order to notice the progress of their learning before the end of the course
comes. Both writing the feedback and filling the questionnaire to monitor the
students’ learning is a way of learning in SDL mode which can raise the
students’ awareness to a conscious level of learning on their own.

Responding to the second RQ on what students’ attitudes towards
SDL are, the result shows that the students tried to do self-study with more
positive attitude and agreed on integration of self-directed learning into the
course since it could encourage their motivation in learning, build their
confidence, provide freedom and independence from the teacher, and help
them take a greater responsibility for their learning, etc. Similarly, the finding of
Reuchakul (1995) shows that the students have better attitudes toward learning
English by incorporating SDL into the course and they are proud of themselves
when they achieve the task requirement. It might be the sign for a good start of

being self-directed learner. When the students have a good attitude, they will
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be able to transfer their role from passive to active learmer (see the challenge 3,
learner training)

However, there are some challenges for MFU to consider ways to
improve or sustain SDL for courses.

1) MFU’s executive administrator should try to maintain the concept
of self-directed learning in the university.

According to the university’s policy on SDL in findings, it was a good
beginning to emphasise integration of SDL into syllabi. However, another
important point to be considered is how to maintain the concept of SDL in
teaching and learning at MFU because there were some periods when SDL
was reduced and even terminated from English courses as shown in findings 1)
between the academic year 2006 and 2007. The university’s staff could not see
the advantages of having SDL incorporated into a course syllabus because it
was very difficult to have a concrete outcome in a short period of time and also
required a lot of hard work and effort for the beginning steps. Therefore, there
should be training for the teachers which can guide and scaffold them bit by bit
or semester by semester until they see the success of implementing SDL.
Above all, the university needs to have a solid policy and monitor progress
closely so that they can learn from problems that may occur. To sustain the
concept of integrating SDL into the curriculum, Gardner and Miller (1999)
recommend that institutional attitudes can influence the introduction of SDL to
learners and, if it is a highly structured institution, introduction to SDL needs to
become a policy. It may help all staff in the institution to remind themselves

about SDL.
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As Rodgers’ and Richards’ (1987, p.29) questions for an executive
administrator need to be answered before launching SDL, the policy made by
administrative agents needs to be stated and made public in order to inform all
involved staff and learners as well. If it is done publicly, it may lead to action on
implementation of SDL since the institution allows doing so and supports
funding it if needed. Therefore, teachers may be willing to participate in this
mode of learning.

Furthermore, Colman (1987) advises on continuity and organisational
issues that the problems of continuity within and between centres and
programmes come down to several primary organisational issues. These relate
to timing of subsequent courses, transfer of information between teachers
within or across centres, and offering of complementary learning programmes
to learners. Considering the continuity of SDL which is integrated into courses,
the institution should consider timing for learning. If it is too short, they may not
reach to a point where self-directed and autonomous learning is possible.

At the policy deliberation level, there should be consid- eration in the
level of syllabus design as well. The discussion on syllabus challenges will be
presented in the following part.

2) Second, there should be more self-directed learning involved in
course syllabi including course description and objectives, materials, and
assessment.

Referring to the course syllabus analysis, there are three main
elements resulting as challenges to implementation of SDL into courses which
are course description, materials, and course assessment. They will be

discussed in the following section.
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a) Designing a clear course description

According to the finding in an analysis of course syllabus design,
there were no keywords of SDL stated anywhere in the course description of
either course. The ARW course focused on basic reading and writing
techniques such as note-taking, summarising, etc. Thus, we can claim that the
concept of SDL was not obviously manifested in the course descriptions. There
were no objectives stated explicitly about SDL in the course syllabus. So, the
teachers and the learners might not know what was expected from them. The
course description stated only the skills that the students had to practice with a
very short description.

Awareness should be raised about course direction and
requirement; in other words, there should be some explicit phrases or
sentences on SDL in a course description and objective in order to help
teachers and learners be aware of the course expectation and output. Nunan
(1988, p.61) proposes the rationale of specifying that course objectives can

“play an important part in the process of sensitising learmners to
what it is to be a language learner. By making explicit course objectives, the
following benefits can accrue: Learners come to have a more realistic idea of
what can be achieved in a given course. Learning comes to be seen as the
gradual accretion of achievable goals. Students develop greater sensitivity to
their role as language learners and their rather vague notions of what is to be a
learner become much sharper. Self-evaluation becomes more feasible.
Classroom activities can be seen to relate to learner's real-life needs. The
development of skills can be seen as a gradual rather than an all-or-nothing

process.”
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If course descriptions and objectives are clear, it may result in the
greater outcome which the department expects from teachers and students.

b) Material preparation

The finding in an analysis of the course syllabus design reveals
that the department used the commercial book to teach the students and
provided the supplementary material to cater for them in terms of extra practice
and self-study tasks. The book for ARW was relevant to the course description
and intended to be taught only in the classroom. The strategies also presented
in both ARW's course book seemed to be helpful for students to develop the
students’ learning strategies and language proficiency. In the self-access
centre, some of the materials such as SRA were also selected for the students
to practice by themselves. However, from the researcher’s view, the self-study
materials are still insufficient and inappropriate. Dickinson (1987) also points out
that using commercially available materials is a big advantage for convenience
and variety, but it does not offer a complete solution for SDL. Thus, there should
be more varied, interesting choices for students to meet their needs. The
supplementary materials may help novice teachers to tie-in some learning
strategies concerning the content taught in the classroom when the students, in
the teacher's expectation, need the materials to facilitate learning the main
content easier. Additionally, each course should provide a clear teacher’s
manual to guide them on the teaching processes of how to teach and integrate
SDL in the classroom effectively.

c) Course assessment

Although there was a proportion of self-study in marking schemes

provided, the weight of the score for SDL was somehow quite insufficient for the
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students to notice its importance (See Figure 3). Thus, if we see from the
course requirement, it may suggest that SDL may not be strongly emphasised
for developing the students’ ability to take control over their own learing.
However, the weight of the scores of self-study tasks was not that high because
the department might be aware of the subjectivity of a teacher’s marking. Itis a
challenge for us to find a smart way to mark and set the proper criteria to
assess the students’ progress on self-study.

To have a valid assessment, each process should be scrutinised
according to clear criteria of assessment. The assessment of self-study may be
set by using rubrics to help validate what should be tested under the objectives
of a course which may include the content and the process of doing self-study.
The marks for each single part of an assessment’s rubrics should be stated
explicitly. For example, if the students can show what they have learnt
according to the goal setting to a satisfactory degree, the score for contents
learnt must be given in full. Additionally, how they evaluate the task should
break down to several points such as whether they can show the discovery or
realisation of the students’ own problems, strengths, and weaknesses. When
they know it, how would they overcome the problems or weaknesses?

In addition, Nunan (1988) proposed questions for assessment for
a learner-centred curriculum whether assessment procedures were appropriate
to prespecified objectives, and opportunities for learners to have self-
assessment were introduced or not. The self-assessment may be one of the
assessment tools to help teachers get students’ involvement in overall
evaluation of students’ performance.

3) Third, learner training should be provided for students to see
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significance of learning independently.

It is essential to develop students, who have a negative attitude and/or
students with a positive attitude who have a basic awareness of language
learning and the need to gain more confidence, to become more autonomous
learners; the preparation of learners should be taken care of, especially for
awareness preparation even though some of them already possess awareness
of control over their learning. In the stages of preparation, Scharle and Szabd
(2000, p. 9) propose a process of developing learner responsibility in
psychological preparation as raising awareness; then, beginning changing

attitudes; and later on, transferring roles to the learner.

Recommendations for further research

The results have provided further evidence confirming that SDL is a
useful tool for students to be able to take charge of their learning. However, there
are three recommendations for further research relating to this field is that
conducting a comparative study by comparing MFU with other universities in
order to find out whether SDL with Thai students will result in similar findings. One
possible reason for conducting a comparative study is that MFU is a university
established decades ago. However, the teachers are new to teaching. Thus, the
challenges may be different from the others. In addition, another reason is that
MFU is a university using English only as a medium of instruction, therefore, the
students will be familiar with an English learning environment and get used to it.
When a comparison is made with other universities that use Thai as the medium
of instruction, there may be some interesting findings to be shared and discussed

in order to help improve language learmning in Thailand.
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Challenges and Needs of Professional Development for Lecturers

of English-medium Instruction

Prarthana Coffin1

Abstract

There is an increased use of English as the medium of instruction at
the higher educational level in Southeast Asia countries in response to the
enactment of an ASEAN Economic Community policy in 2015. Using English-
medium instruction is an obvious choice of a university to achieve a prominent
status in the international community. As a result, supporting the use of English
as the medium of instructon can enhance the expansion of the
internationalization process of a university and a country. There is no doubt that
the challenges of becoming an English- medium university are tremendous.
These papers gives insights into challenges occurring from the contextual
factors and further supports that there is a need to develop a systematic
professional development program for the English-medium instruction lecturers.
Therefore, the paper aims to answer the following questions: (1) What are the
contextual factors that should be addressed as challenges in becoming an
English- medium university? (2) How can those challenges turn into incentives

in developing an effective English-medium instruction status? (3) In which ways
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can a systematic professional development program contribute to the quality of

English medium instruction lecturers?

Keywords: English-medium Instruction / Internationalization Education /
Higher Education / English Proficiency / English as a Foreign

Language / Professional Development
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Introduction

Over decades there has been an increased awareness among
educators worldwide in adopting English as the second language of instruction
and as the medium of instruction at the university level in non-English speaking
countries. To catch-up with the growth of the globalization era, many
universities in Asia, including Thailand, began to give importance to developing
English as the medium of instruction within their programs and curricula. One of
the main reasons to support the use of English as the medium of instruction is
for the university to achieve a more prominent status in the international
community. The obvious benefits of enacting English as the medium of
instruction in non-English speaking countries assumed advance effective
communication in English of the future graduates, and consequently it will
benefit the students’ career prospects. Despite acknowledging several benefits
of becoming English medium universities and being able to make it one of the
university policies, it is highly challenging for these English-medium universities
to meet and maintain the standards of the international education system. A
needs-analysis survey by Zonneveld (1991) reveals that both lecturers and
students have doubts in English medium instruction. Some negative points of
using English as the medium of instruction pointed out by Zonneveld are: a
slow rate of lecture delivery, lack of details, less interaction, lack of appropriate
study-materials, and lack of English proficiency of both lecturers and students.
Moreover, the issue of the quality and the effectiveness of English-medium
instruction in various contexts are of concern among several educators. For
instance, Hellekjeaer & Wilkinson (2000) specifically state that for the English

medium programs, the quality of language development as well as the quality
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of staff developments need to be assessed, especially to compare the results
across different institutes.

This paper aims to answer the following questions: (1) what are the
contextual factors that should be addressed as challenges in becoming an
English-medium university? (2) How can those challenges turn into incentives in
developing an effective English-medium instruction status? (3) In which ways
will a systematic professional development program contribute to the quality of
English-medium instruction lecturers?. Based on a thorough literature review in
which analytical analysis and synthesis of the reviewed content emerge four
categories of a challenge confronted by most English medium universities.
Concept matrix developed by Webster and Watson (2002) is used in analyzing
and synthesizing the relevant literatures. This article aims to provide insights
into challenges occurring from the Thai contextual factors. Furthermore, the
article also points out a need and supports an establishment of a systematic

professional development program for the English medium instruction lecturers.

Challenge one: The non-English speaking environment and the supporting
system

What is the rate of exposure to the English language in the Thai
context? In the Thai context, English is taught as a mandatory subject from the
elementary education level; however, the language of their daily use is their
mother tongue, Thai, which can also be in a variety of dialects. Consequently,
most Thai students bring their mother tongue to the English classroom.
Students tend to fall back on their native language when doing group

discussions because it is easier for them. They also tend to use their native
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language more than the target language when asking or answering teachers, if
the teacher permits. So, it is a big challenge for the teachers to monitor and
balance the use of native language and the target language in the classroom.
Teaching the content of the academic knowledge in English is considered a
double duty for most non-native English speaking lecturers. Therefore, to
deliver the expectation without proper support from the system can bring much
suffering to all agents. In which way the university’s top managers provide
systematic support to their lecturer, so that it will contribute to the quality of
English-medium instruction? This is the issue that the English-medium university
must seriously consider. Has the university done its part in selecting only
qualified lecturers and also equipping the new lecturers’ pedagogy for the

English-medium instruction environment?

Challenge two: English proficiency of teachers and students

Sometimes there is finger pointing to one another as the rationale to
explain the failure of the use of English-medium instruction in a particular
context. There are always at least two sides of the story. At a Thai university
where English is used as the medium of instruction, a frequent complaint from
many lecturers is that students have limited English proficiency; consequently,
content learning suffers. While some lecturers may point the finger to students’
inadequate English proficiency as the cause of lacking an understanding of the
content, some students on the other hand also complain about some teachers’
English proficiency, as well as their professionalism. First, the issue of students’
proficiency should be examined. Itis true that there is always a report that EFL

teachers are faced with low proficiency and low motivation of EFL students. For
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example, Fareh (2010) reports that some EFL teachers comment that their
students “are unable to think, can’t learn, and do not want to learn” (p.3602).
These statements may also be true to some extent in the Thai context. As for
teaching and learning English in the Thai context, a study by Chaihiranwattana
and Nookua (n.d.) investigated 338 Thai students’ attitude towards learning
English and found that 80.6 % of students have a positive attitude towards
learning English. Thai students in this study agree that learning English is
important because it is useful in getting a good job; therefore, studying English
should start as early as from the first grade. Another study by
Pawapatcharaudom (2007) investigates the English language learning
problems of Thai students. It is reported that Thai students have problems in all
English skills, mostly on writing, listening, reading and speaking respectively.
Furthermore, they also have problems with sociocultural rules and barrier to
intercultural communication as well. These studies help us see that we need to
handle the challenge related to Thai students’ English proficiency immediately if
using English as the medium of instruction is the ultimate goal of the university.
Second, the issue of teachers’ quality should also be examined. Qualified
English medium instruction lecturers are expected to possess at least the
academic knowledge and English language proficiency. A shortage of
qualified English teachers or English-medium instruction teachers is not only
problematic in Thailand, but also in the other countries in Asia and in the Middle
East. Several studies in the field of EFL, such as in China and Arab countries,
reported that lacking qualified English teachers and lacking adequate
preparation of teachers are the major problems of teaching and learning

English whether as the subject itself or as the medium of instruction (You, 2011;
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Fareh, 2010). The issue of qualified or quality English teachers and English-
medium instruction teachers is also a concern in the Thai context. Mackenzie
(2005) points out that quality of English teachers in Thailand in general is
considered low; as a result, it reflects on the quality of Thai students as well.
The paradox of this issue is that while the English-medium university may think
that the selected lecturers of its context have fairly high English language skills
in general, a study by Klaassen (2001) points out that students are dissatisfied
and concerned with non-native English speaking lecturers’ fluency; limitation of

vocabulary and pronunciation difficulties.

Challenge three: professionalism and an understanding of education
dimensions of the lecturers

How often do lecturers reflect on their teaching philosophy and
practice? When students fail the course, do lecturers ever question their
teaching practice? Many lecturers may still think that being a university lecturer
is just to give a lecture in front of the classroom and assign homework. If that is
the case, obviously this means anyone can teach. In fact, there are several
dimensions of education that the university lecturers need to understand and
have. They need to continuously develop their professional competency. In
addition, the English-medium instruction lecturers need to be aware of their
English language proficiency as well. Regarding You (2011) the issue of lacking
quality English teachers in China has become significant, and this also apply to
the Thai context. What does a qualified or a quality teacher mean? Actually,
besides having knowledge and skills of the teaching profession,

professionalism and competences are also required. These days, teachers of
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all education levels are asked to reflect and examine themselves regarding
their practice. Teachers must be able to defend their pedagogical decisions. It
is important to know what to teach and how to teach, but to be more critical and
ask further of the question ‘why we teach, what we teach, the way we teach’ will
also help us be more critical of our pedagogical knowledge and practices. It is
our responsibility as teachers to ask ourselves these questions, as well as to
reflect on our teaching practices. Furthermore, the English-medium university
also needs to reflect on its policy and the plan of action. While an English-
medium university in Netherlands is willing to state that the professional
development there “seems to be in its infancy with respect to English medium
instruction at tertiary education” (Klaassen, 2001), would Thai higher education
be able to accept that the professional development, especially for English-
medium instruction lecturers, is lacking and needs immediate attention and

support?

Preparing lecturers for the English-medium instruction environment is essential
(as a recommendation)

Teachers or lecturers can be one of the major influences on students’
learning in the Thai context. It is obvious that there is a major shift in teaching
and learning when decided to use English as the medium of instruction.
Obviously, active teaching and learning behavior is necessary. Besides
possessing the academic knowledge of the field, acquiring the ability to use the
first language and the target language interchangeably is a desirable quality of
the English-medium instruction lecturers. It is agreed that becoming English-

medium instruction lecturer is quite demanding in its nature; therefore, theses
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lecturers need a support system to help them achieve their expected roles. It is
important for the English- medium university to recognize their needs and
further assist them in a form of professional development. Several studies in
European context have also supported that staff development for English-
medium lecturers is extremely important and is very urgent to the situation
(Vinke, 1995; Klaassen, 2001). Furthermore, Uys et al. (2007) reveal that
professional development is needed for both pre-service and in-service English
— medium instruction lecturers in southern Africa. As for the situation of the
English- medium instruction in the Thai context, lemjinda (2007) report that
adopted professional development program for the in-service lecturers has
been questioned regarding its practical outcome because lecturers fail to apply
the new knowledge and skills in the classrooms. He further suggests that six
key features of professional development need to be reflected upon prior the
enactment of the future professional development program. The six key
features involve perceived need, clarity, complexity, work-ability,
implementation and support, and advocacy. Despite some negative report on
adopting professional development in the Thai context, it is strongly suggested
that the issue of the professional development of the English-medium
instruction lecturers in the Thai context continue to need more reflection and

research.

Conclusion
The sole purpose of this article is to identify the challenges of being an
English-medium university in a Thai context. Consequently, it can lead to

recommendations in considering a systematic professional development as an
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alternative which may influence the quality of English-medium instruction status
of its context. As we are moving towards internationalization and globalization,
English skills are considered a more practical tool used in our daily
communication. Therefore, we must be aware of and put in more effort to raise
the English proficiency level of both teachers and students to the international
standard. This paper identifies three major challenges of becoming an English
medium university in the Thai context: (1) dealing with the non-English speaking
environment and the supporting system (2) dealing with (low) English
proficiency of teachers and students (3) dealing with professionalism and an
understanding of educational dimensions of the lecturers. It is further
recommended that the first step in dealing with these challenges, the English-
medium university needs to provide a systematic professional development for
these English-medium instruction lecturers. It is emphasized that the systematic
professional development program must be taken seriously, in both policy and
action, as the channel to improve the quality of the lecturers. Education
research has pointed out and emphasized that professional development is
essential for all teaching levels; it is a necessary requisite (Johnson & Swain,
1997). There is no doubt that the university lecturers possess the knowledge of
subject contents; however, they need to realize that the big challenge of being
the English-medium lectures is beyond delivering the subject contents. They
need to constantly reflect on their professional competences related to their
pedagogical stance, and sometimes they cannot do it alone. It is obvious for
the English-medium university to recognize that these lecturers need a strong
support in a form of a community of practice and systematic assistance from

the university. However, it should be emphasized that a successful professional
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development also requires the application of the principles of self-directed
learning and life-long learning relevant to specific knowledge and attitudes
towards EFL and ESL teaching and learning in addition to the possession of

content knowledge of taught subjects.
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Language Learning Problems and Language

Learning Strategies of MFU Students

Hathaikan Iamla-ong1

Abstract

English is a medium of instruction in many institutes including Mae Fah
Luang University (MFU), Thailand. This study aimed to investigate the English
language learning problems (LLP) and language learning strategies (LLS) used
by the 396 MFU students. The data were collected using questionnaires based
on the six common problems (Rubin & Thompson, 1994) and the SILL
questionnaire (Oxford, 1990) for language leamning strategies usage. The
fewest problems were found in listening, reading, international communication,
speaking, sociocultural, and writing respectively. All LLS were used at a
medium level. However, the most frequently used strategies were
metacognitive, social, compensation, cognitive, memory, and affective
respectively. It could be inferred that MFU students had less difficulties as the
passive learners, and more problems activating or expressing their opinions in
an academic way. Besides, this research shows that keep using English
language as a medium of instruction can reduce the language learning

problems significantly.

' People Development Unit, BanyanTree Spa & Gallery



MFU CONNEXION, 3(1) || page 55

Keywords: Language Learning Problems / Language Learning Strategies /

English as a Foreign Language

unAnsa

ma:mé”\mqmﬂuﬁ@ﬂmqmu‘?aummeulmmﬁwmgu:viq 98T
NIneAUUNHINa Usznalne ‘J_rwmm‘ﬁﬁimqﬂizmﬁLﬁfﬂmmmuﬁﬁym
NIFHUNIHIBINY I WATNATBNITFTHUNHILBITNANHINNANEAY Ul
@29 A9 396 A FdulduuLAeUn N e T v nuuARdasTyu 6
ls£15989 Rubin Ua% Thomson (1994) kAziLLARLNMREA LN EauEn 1=
(SILL) 283 Oxford (1990) Lﬁfamﬂ@'i%maﬁﬂu;fmm uanTFIRanLLlngun Au
miﬁ\‘iﬁ@ﬂﬁ'qm 709981 AD N1981U N9 AN TULLUNUNTG n13yA f9AN
TAUFITH meﬁfymﬁmmiﬁﬂmﬁm%umnﬁ@m nansinataldnadgnis g

o '

muvisunalusziulunans etnlsfinunadsnngusinesnaldlng Faeaniu
annunnldwidas 1w aflEenu depn nsmauni U394 n1931 Lazatsund
a o a v o =K a o 1 3| v a o
HansRAtaNnsna AN AT INANE R Il waneug Fauuuniy
Ay uasdioymlunisuaniaanAniugaainis wenaniunanisiae &
wapsliiiugnedn neldnmdangmiudelunnsBeunisaeu snunsoantloym

= % % 1 a oo o o
mmﬂugmm”lm@m\muﬂm 38!

ArdAny: ToymlunnsBeauinnm / nadanisBeuinim / mendangelugiue

ANEENLszmnA



MFU CONNEXION, 3(1) || page 56

Introduction

Since the world is now globalized, everyone can communicate with
each other easily through the worldwide network of the Internet. English
language is a crucial tool to access and gain the benefits from these
technologies. Therefore, more schools or universities around the world are
designing their curriculum by using English as a media of instruction to prepare
and help students be ready to live in this world happily (Hengsadeekul,
Hengsadeekul, Koul, & Kaewkuekool, 2010). By doing so, people believe that
English language knowledge can help students broaden their cumulative
knowledge because English can help them search for information (key words
and instructions), convey their messages or thoughts (MSN or blogs), or
exchange their opinions with others (discussions or web boards).

Apart from the instruction style which has been shifted recently the
teaching approach also has changed. For two decades, educators have
shifted their emphasis of approach in teaching from teacher-centered to
student-centered, and from classrooms to the outside world. They have
realized the advantages of producing life-long learners. Consequently, students
in today’'s world have to be able to use English not only in class at school or
university, but also in their daily living. Nevertheless, to achieve the goal set
educators then have to find barriers to English language learning and help
students to overcome these obstacles and achieve their goals (Thongsongsee;
1998; Songsangkaew; 2003; Pawapatcharaudom, 2007).

Thongsongsee (1998) conducted her research based on investigating
linguistic and cultural difficulties of Thai students studying in American

universities. Songsangkaew (2003) also studied Thai learners’ difficulties while
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they were studying in America. Both shared the same results that culture and
learning styles were one of the major difficulties for the Thai learners to
encounter when they studied oversea. Later, Pawapatcharaudom (2007)
investigated 30 Thai students learning in Thailand but using English as their
setting, the international program of Mahidol University. She studied both
learners’ language learning difficulties and their language learning strategies.
The results revealed that most serious problem for the learners was “writing
skills” while the hindrances of international culture were the least problem. They
reported that they used all six learning strategies in medium level. However,
metacognitive (the motives of the learners to be better) were found mostly used.

As Mae Fah Luang University (MFU), Thailand, has promoted the
model of using English as a medium of instruction in teaching and learning to
develop students’ English language proficiency for about 10 years, their
learners also have language learning barriers and language learning strategies
to encounter with.

In addition, MFU is taught in English, except courses in the School of
Law. All lecturers and students use technologies which are well-provided in
their teaching and learning. The English language is expected to be used as a
primary medium in courses: assignments, discussions, and also for
examinations. However, MFU students vary in terms of their language learning
problems and learning strategies usage to overcome their barriers.

Therefore, in order to know the barriers that students encounter when
they study the English language and to find ways to help solve those problems,
this research was conducted. The purposes of this research were to investigate

the language learning problems (LLP) and the language leaming strategies
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(LLS) of MFU students, and to compare the similarities and differences
between students of each year. For these reasons, MFU students and teachers
may know the areas to develop the curriculum in order to increase students’
language competency. Consequently, they can become life-long learners and
graduate with good tools to help them live with other people (Office of the

National Education Commission, 2001).

Objectives

The purposes of this research were to investigate the language
learning problems faced by MFU students and also the language learning
strategies used by the MFU students. The similarities and differences between
the LLP and LLS of the first year students, second year students, and fourth
year students were then investigated. After that comparisons were made (LLP
and LLS) from these three years. Therefore, this study attempted to answer the
following questions:

1. What LLPs did MFU students face?

2. What LLSs did MFU students use?

3. What LLPs and LLS did MFU students share in common?

Language Learning Problems (LLPs)
When people want to achieve something, many times they will meet
problems. In the same way, when humans learn they will need to learn how to

overcome problems.
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Cook (1996) claimed that to understand how people learn language
means that we have to understand the actual nature of language itself which
are about grammar, pronunciation, and vocabulary. In addition, Krashen'’s
(1982) hypothesis also brings some characteristics of language learning
problems. First, students could not study well when they are not ready to learn.
Second, students will find difficulties when the environments are not suitable for
their level and they have never been trained to adjust. Third, students will learn
less when students have to learn under anxiety. Last, students may stop their
learning or have a bad attitude towards what they learn when the level is too
much or lower than their own level. Nonetheless, in the classroom setting or
outside class, there are three main areas that could obstruct students to learn
their language and may stop their learning to become “fossilized” as Krashen
suggested. The three main problems are: Linguistics, Sociocultural, and other
Barriers to international communication (Rubin and Thompson, 1994).
Therefore, this current research will focus only on the linguistics problems, and
sociocultural perspectives on English language learning, and the barriers in
language communications.

Linguistics Problems

In classroom settings, educators learn language in a linguistics view
because they think that it is the most common areas for them to develop their
learning. Thus, listening, speaking, reading, and writing are always focused in
every language teaching and learning. In linguistics, these four skills are
classified into two categories: Receiver (passive) and Sender (active). The
receiver or passive skills cover listening and reading skills. Sender skills include

speaking and writing skills.
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Sociocultural Perspectives

Krashen's idea of these four aspects is supported by Ochs and
Scheiffelin (1995). They said that the environment could influence the learners
in terms of their grammatical development. Students need to learn about
socialization in class and outside class too, so they can study or learn
successfully. They explain that language socialization perspective could
predict that there will be structured strategic relationships between language
development and culturally organized situations of use. Students have to live in
a society that uses English as a medium to learn. They still need this skill to
work with their friends in group work or pair work.

Barriers to International Communication

When people learn language in a new setting or environment, other
inner barriers like “culture shock” might also happen. Kim (1997) and
Schumann (1978) have claimed that when the second language barriers
occurs and learners are comparing the values and pattern of the new culture or
new country which is not their owns, this symptom will occur for about six
months after entering to this new culture. When students got the culture shock,
they decrease their motivation to study, their self-esteem, and bring them to
“fossilization” eventually. Apart from “culture shock,” students may have to face
the problem of “ethnocentrism.” Etnocentrism means a belief in the centrality of
one’s own culture. It can be defined as “regarding one’s own race or ethic
group as of supreme importance.” In other words, students will have difficulty
when they cannot feel that they are a part of the group they are in. They cannot

adapt to the place where other students seem to have the same culture and
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norm. They will react in different negative attitudes and actions to learn in the
place they cannot adapt themselves in.

Another barrier is “Stereotype.” Samovar and Porter (1991) has
defined this word as the perceptions or beliefs that we hold about groups or
individuals based on our previously formed opinions or attitudes. There are two
types of stereotypes. First is the positive stereotype and the second one is the
negative one. If students have the positive side, it will help them analyze things
more reasonably when they encounter difficult situations. However, if students
have negative stereotypes, such as dishonesty, they will impede their friends’
study and also their intercultural communication by reinforcing other
stereotypes affecting learners’ belief which is very important for learners and
teachers to be aware of.

“Prejudice” is another important barrier for students learning English in
the international setting. Prejudice also has both positive and negative.
Prejudice involves the prejudgment of individuals based on unsatisfied
opinions, attitudes, or beliefs. Prejudice can generally refer to bias, unfairness,
or intolerance of attitudes or opinions towards another person because of the
religion, race, nationality, or group difference. If students have negative
prejudices in their learning or living in their environment, it can easily cause bad
motivation, and affect their learning. It can affect respect and also lead the
student who is prejudiced to stop his/her learning as well.

To sum up, the problems in learning language are not only concerned
with the linguistics area, but also in the sociocultural perspective and other

barriers to international communication. To help students overcome their
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limitations, educators must pay attention to these barriers and help students get

rid of each area appropriately.

Language Learning Strategies (LLSs)

Various meanings have been given to the term leaming strategies.
Most researchers define “learning strategies” as “techniques” used by students
to acquire knowledge or their language learning (Rubin, 1975; Chamot, 1987;
Wenden and Rubin, 1987; Oxford, 1990). Moreover, it is defined as “operations
or steps” used to improve the learners’ progress, store new information, retrieve
previous knowledge, or apply information (Rigney, 1978; O’'Malley, Chamot,
Manzanares, Kupper & Russo, 1985; Wenden & Rubin, 1987; Oxford, 1990).
Others have defined it as “devises” (Rubin, 1975) and some as “styles” (Stern,
1975; Willing, 1988; Nunan, 1991). Nonetheless, all of these definitions share
the common impression that LLSs are things that students use to enhance their
second language learning in order to acquire or improve in the target language
studied.

However, this research emphasizes only Oxford’s LLS taxonomy
(1990). Oxford (1990) has developed two main categories of learning
strategies: direct and indirect. “Direct strategies” is classified for behaviors
which directly involve the target language and enhance language learing. It
consists of three subdivisions: Memory, Cognitive, and Compensation
strategies. “Indirect strategies” is classified for the opposite. It also consists of
three subdivisions: Metacognitive, Affective, and Social strategies. Learners will
use Memory strategies for remembering new information more effectively and

recalling it when needed. Cognitive strategies are used to understand and
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produce new language and link information with existing knowledge.
Compensation strategies are used for helping learners to overcome a limitation
or lack of knowledge of the four skills of the learners.

Learners will use Metacognitive strategies for getting the most out of
language learning, such as centering learning, arranging and planning
learning, and evaluating learning. Affective strategies emphasize emotional
management. Social strategies emphasize the interaction of language learners
with others in order to exchange or gain new knowledge.

There are two main reasons why LLSs are vital for learming and
teaching language: for students themselves and for teachers.

For Students

LLSs are focused on and studied for the benefit of the students
because LLSs are the salient keys for students to become good learners. For
two decades, researchers have studied language learning strategies with good
language students because they believe that these kinds of students model
good language learmer characteristics (Rubin, 1975; Stern, 1975; Naiman,
Frohlich, Stern & Todesco, 1978; Stern, 1980; Maclintyre, 1994). However,
educators and researchers have accepted that LLSs can be used well only
when learners aware of using them (Oxford, 1990; Harris, 2003; Chamot, 2004).

For teachers

LLSs also help teachers teach more effectively. When teachers know
the LLSs that their students use, they can then apply the LLSs to their class to
raise students’ awareness of LLSs and to train them to become better learners
or to achieve the goals they set; by doing so, these teachers also become

better language teachers (Atkinson, 1985; Bejarano, 1987; Oxford, Crookall,
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Lavine, Cohen, Nyikos & Sutter, 1990; Lessard-Clouston, 1997). However,
Chamot (2004) discovered that few researchers or teachers have conducted
action research of language of instruction in teaching language learning
strategies (such as Grenfell & Harris, 1999), especially for L2 learners, because
of the language barrier, and this has hindered the ideal implementation of
teaching LLSs to students.

In brief, teaching and learning courses by using English as a medium
of instruction at MFU has met many kinds of problems. However, to know these
could bring learning strategies for students to overcome their barriers. The
research could enable the university to design the right ways for teaching and

to help students overcome their barriers successfully.

Methodology

This part will explain the subjects, the research instruments, data
collection procedures, data analysis and statistical procedures.

Subjects

The subjects were 396 MFU students out of 4,335, excluding students
in the School of Law because this school does not use English as a medium of
instruction in teaching and learning. The subjects were 152 first year students
out of 1,973, followed by 127 second year students out of 1,278, and 117 forth
year students out of 1,087 respectively. There were 255 females and 141
males. Subjects were selected as an accidental sampling.

Instrument

A questionnaire was the chief device to collect data for this research.

It was divided into three parts. The first part asked for the subject’s
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demographic data. Part two was about their language problems. And last part
was about their language learning strategies usage. A brief sketch of how to
construct each part of the questionnaire is presented.

Structure of the Questionnaire and Its Characteristics

Part one of the questionnaire is about students’ demographic data.
This part mainly investigates the student’s basic information, English language
background, English language competency, and the reasons why they chose
to study at MFU.

Part two is based on asking about students’ language problems.
Overall, this part consisted of 44 items. The questions asked were mostly
involved with the three main theories of language learning: linguistics problems
(four common skills: listening, speaking, reading, and writing), Sociocultural
problems in second language learning, and barriers to intercultural
communication. The first section of this part was designed based on Rubin and
Thompson (1994). The other two sections were verified and used by
Pawapatcharaudom (2007).

The last part is mostly focused on students’ language learning
strategies. The Strategy Inventory for Language Learning (SILL) version 7.0 was
used as the main tool for this part because of its high reliability (.86- .95) in
Cronbach’s alpha (Oxford, 1990). This SILL 7.0 version consists of 50 items. It
is designed for measuring the use of LLS by non-native English speaker
students who study English as a second or foreign language. Oxford also
claimed in 2003 that in the last 30 years, this SILL has been used widely and
has been translated into more than 20 languages in dozens of publications

around the world. Oxford has divided SILL into six main categories: Memory
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strategies, Cognitive strategies, Compensation strategies, Metacognitive
strategies, Affective strategies, and Social strategies. Each category was
mentioned clearly in an earlier chapter. See the example of the questionnaire in

Appendix.

Data Collection Procedures

The numbers of expected subjects were calculated by using
Yamane’s formula. Later they were carefully adjusted the number with the
proportions of each major in each school that has students enrolled in the first
year, second year, and fourth year.

After that three parts of questionnaire were distributed and collected.
The three parts are biography data, LLPs, and LLSs. Finally the data obtained
was analyzed by SPSS 11.5 version.

Data Analysis and Statistical Procedures

Data obtained from the students’ demographic part was analyzed by
frequency, and percentage. The students’ problems and language learning
strategies parts were analyzed by showing the Mean score (M) and the
standard Deviation score (SD) based on the interpretation of

Pawapatcharaudom (2007) and SILL (version 7.0) created by Oxford (1990).

Results

The subjects consisted of 396 students: 152 of the first year students,
127 of the second year students, and 117 of the fourth year students. Their
ages were 18 to 25. The statistics calculated from both the LLP part and the

SILL part were constituted as the main results in mean scores (M), and
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standard deviation (SD). The overall of LLP questionnaire reliability is 0.96 and
0.94 for the reliability of LLS. The results are analyzed and described below.

The Results of Demographic data

The majority of the learners had studied English before studying in
MFU (94.9%), only little had not been studied (5.1%). However, the percentage
of the students who experienced going abroad was the opposite. Only 11.1 %
used to go oversea while 88.9% never. Half of the subjects reported that their
language proficiency when comparing with other students in the class was at
“good” (56.4%), but it was dropped to the lower level or “fair” (56.4) when
comparing with the natives. The subjects enjoyed learning English (88.9%).
They also learned other languages—Chinese (29.9%), Japanese (19.7%),
French (7.7%), Spanish and Korean (0.9%), and others (1.7%). About one third
of the subjects reported that they did not study other language. (See Appendix
A)

The reasons why the subjects wanted to learn English at MFU and
their favorite experienced in language learning at MFU were also investigated
and computed. All three years of the learners agreed that they wanted to study
English at MFU because they were interested in the language (Y1: 73.23%, Y2
= 70.08%, and Y4: 65.81%), needed it for future career (Y1: 60.60%, Y2:
63.78%, and Y4: 56.41%), and required to take course for their graduation (Y1:
46.71%, Y2: 48.03, Y4: 50.43%). They reflected that their three most favorite
experiences in language leaming at MFU were ‘“teachers” (Y1:72.22%,
Y2:77.95%, and Y4: 70.94%). Year 1 and Year 2 students reported that their
number two favorite was “friends” while Year 4 students thought “technology or

multimedia” (48.72%). However, Year 1 and Year 2 students reported that their
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third favorite experience in learning language was “technology” (Y1: 50.50%
and Y2:48.82%) when Year 4 reported that their third appreciation in learning
language was “classroom environment” (47%). The findings reveal that all three
levels of the students think that “university environment” was their least favorite
experience comparing with others in learning English language at MFU (Y1:
1.76%, Y2:2.36%, and Y4: 2.56% respectively). (See appendix A)

In addition, the subjects’ behavior and characteristic while studying at
MFU were analyzed. The overall of Year 1 and Year 2 presented their learning
behavior as “medium” (Y1:M= 3.42 and Y2:M= 3.38) while Y4 was at “high”
(M=3.55). All three years shared the same “high” level in two behaviors which
are “| try my best to be a good student” and “I have responsibility to learn in
class and do assignment.” The results revealed that more good behaviors and
characteristics in language learmning are higher when they studied in higher
year. Year 1 has 3 “high” good behaviors, Year 2 has 4 “high” good behaviors
and Year 4 has 5. Apart from the two good behaviors shared in “high”, Year
1 reported that they were also looking to study English language course
(M=3.53) while Year 2 revealed that they highly did go to class regularly
(M=4.36) and did homework often (M= 3.99) and the Year 4 did all of them as
“high.” In contrast, Year 4 reported that “I was always slept in class” as
“medium” (M=2.53) while Year1 and Year 2 did it as “Low” (Year 1:M=2.39,
Year 2:M=2.24). (See Appendix A)

The Results of All LLPs

Based on Pawapatcharaudom (2007), the English language learning
problems experienced were classified into 5 levels: always = 5, usually = 4,

occasionally = 3, rarely = 2, and never = 1. The overall extent to which MFU
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students faced the language problem was at a “medium” level. There were only
two items that were at a “high” level: item 4 of listening problem “I can
understand classroom lectures in English,” and item 1 of reading problem |
can read academic textbooks in English.”

The Results and Application of LLP of the Overall

Table 1 The means and SD of problems in six categories faced by all students

(N=396)
Problems M Min.-Max. SD Interpretation
Writing skill 296 | 1.00-5.00 | 0.73 Medium
Sociocultural perspectives 299 | 1.00-489 | 0.62 Medium

on second language learning

Speaking skill 3.12 | 1.00-5.00 | 0.56 Medium

Barrier to International 3.13 1.00-5.00 0.59 Medium

Communication

Reading skill 3.16 | 1.17-5.00 | 0.62 Medium

Listening skill 3.21 1.50-5.00 | 0.53 Medium

From Table 1, it can be seen that all MFU students encountered the
six difficulties in learning the English language at a medium level. The most
serious problems faced are the “Writing skill problems,” (M=2.96), which show
that the students sometimes have problems in their writing skill at a medium
level. They were followed by “Sociocultural perspectives on second language
learning problem” (M=2.99), “Speaking skill” (M=3.12), “Barrier to International
Communication” (M=3.13), “Reading skill” (M=3.16), and “Listening skill”



MFU CONNEXION, 3(1) || page 70

(M=3.21) respectively. These results will be explained more in the next sections
within the context of each problem’s category.

The Five Most Problematic English Tasks for MFU Students

The overall five most problematic English tasks for MFU students were
at a medium level, which means that they sometimes had these problems.
However, the two most serious problems were about students’ production in
learning the language. They found themselves in the most trouble when they
had to write, followed by when they spoke out. The third serious problem in
learning English at MFU were about their adjustments. They found it hard to
give up their free time to associate with native speakers. This may be because
that they did not know the places to go to meet native speakers, or that they
were reluctant to do so. The last two serious problems were about students’
listening problems (M=2.66) and students’ reading problems (M=2.68). These
two latter items show that students had fewer difficulties in the receptive way of
learning English. The next section will explain the five least problematic tasks of
English. (See Appendix D)

The Five Least Problematic English Tasks

Students hardly had any difficulty in passive learning techniques like
listening (M=3.53) and reading (M=3.53). They mostly adapted well when they
had to listen to lectures and read academic textbooks in English. This might be
because every course at MFU uses English as a medium of instruction;
therefore they could do these two tasks without hesitation. In other words, they
had confidence to do these two tasks because they found that they could do
them without errors. The next least problem for students who study at MFU was

entertaining themselves, like reading magazines in English. They could read
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magazines and only had problems sometimes. Then, they found that they had
less problems adapting themselves to a new environment or culture (M=3.43),
followed by understanding the comments from the English speakers (M=3.40).
The next part will reveal the results of LLS used by the MFU students. (See
Appendix E)

The Results of All LLS that Overall MFU Students Used

Table 2 Frequency for categories of strategies used by all MFU students

(N=396)
Language Learning Ranked Average Frequency of
No. of items M

Strategies Order Use of Strategies

Metacognitive strategies 9 3.16 1 Sometimes Used
(medium)

Social strategies 6 3.13 2 Sometimes Used
(medium)

Compensation strategies 6 3.10 3 Sometimes Used
(medium)

Cognitive strategies 14 3.08 4 Sometimes Used
(medium)

Memory strategies 9 3.05 5 Sometimes Used
(medium)

Affective strategies 6 2.98 6 Sometimes Used
(medium)

The results displayed in Table 2 show that overall MFU students used
all six LLS categories at a medium level. The most frequently used was

Metacognitive strategies (M=3.16). The following frequently used LLS were
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Social strategies (M=3.13), Compensation strategies (M=3.10), Cognitive
strategies (M=3.08), Memory strategies (M=3.05), and Affective strategies
(M=2.98) respectively.

MFU students had language learning problems in six categories
(Listening, Speaking, Reading, Writing, Sociocultural perspectives on second
language learning, and barriers to international communication) at the medium
level. Also they used all six language learning strategies (Memory strategies,
Cognitive strategies, Compensation strategies, Metacognitive strategies,
Affective strategies, and Social strategies) to overcome their barriers. Thus, the
overall LLP faced and LLS used were correlated to each other at 0.01 in all
pairs. (See Appendix F)

The Comparison of Results between Year 1, Year 2, and Year 4

Students for Language Learning Problems, year one students faced
‘Writing problem’ the most when they first came or adjusted themselves to
study. Moreover, this problem decreased when they became fourth year
students. However, “Writing skill problem” was still the second most common
problem for students to face. Thus, the overall problem for all years was in this
category (M=2.96). The second difficulty that the first and the second year
students found was sociocultural problem, but the fourth year students thought
that it was their most common problem when studying the English language at
the university. Apart from “Writing skill problems”, another problem was
Speaking. Year one students thought that Barriers to international
communication came first, while the other two years thought that they could
overcome that better than compared to speaking out. It may be interpreted that

the higher level of students needed more productive or active skills to present
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their projects or to submit their assignments, while the first year students would
focus more on the new barriers. The fifth most problems in “Reading” and the
sixth most problems, “Listening’, all share the same rank. (See Appendix G)

For Language Learning Strategies, first year and second year
students used “Metacognitive” strategies to learn the most frequently. However,
when their level of study at MFU changed, the fourth year students had slightly
different results. The fourth year students used “Social” strategies more than
Metacognitive; this could be interpreted that they did not focus on being better
at their learning, but more on relationships with friends and tended to ask for
help with native speakers. Nonetheless, these first two most frequently used
strategies (Metacognitive and Social strategies) could indicate MFU students’
society and ways they learn language. They love to be better but also
overcome their obstacles with friends. The next two strategies that students
used were “Compensation” and “Cognitive” strategies. First year students
revealed more effort in learning by practicing and reviewing their lessons than
the higher level students. On the other hand, the higher level students (Year 2
and Year 4) challenged themselves by compromising and guessing unfamiliar
input more than the first year students. However, in other ways these students
also needed to practice and be aware of what they were doing in learning the
English language. The fifth learning strategies category used by all students
was Memory strategies. Students shared the same habits of memorizing new
input like new vocabulary and lessons at a medium level (Sometimes used
that). The least frequently used was Affective strategies. In addition, Appendix
H reveals that the first year students used all language learning strategies less

frequently. Their use of learning strategies more frequently was improved when
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they studied at the higher level, but still at the same level, a medium level. (See

Appendix H)

Conclusion

The overall results obtained from the two main parts: LLP and LLS
were the main important data investigated in this study. They were all combined
in one survey to collect data from MFU students in different levels: first year,
second year, and fourth year. The overall LLP and LLS were at a medium level.
They sometimes faced all six LLP categories (Writing, Sociocultural
perspectives, Speaking, Barriers to international communication, Reading, and
Listening) and six LLS categories (Metacognitive, Social, Compensation,
Cognitive, Memory, and Affective). The most difficulties in learning language
from the previous research has shared the same result which is “writing skills.”
In addition, the correlations of these two issues are significantly related in a
positive way at 0.01.

The results show that students used Metacognitive strategies the most
because they wanted to be better. The results of the present study are also
supported by previous research (Thongsongsee, 1998; Pawapatcharaudom,
2007). MFU learners watched movies and TV shows in English to improve their
language learning the most. However, from these results students had fewer
problems with listening skills while Pawapatcharaudom’s subjects reported in
speaking skills. The receptive skills like listening and reading skills seemed like
they weren’t big problems for students at any level (in their perceptions), but

they did think that their reading and writing were more problematic.



MFU CONNEXION, 3(1) || page 75

Nevertheless, use of all language learning strategies or techniques
was gradually increased when students studied at the higher levels. In contrast,
higher levels of students had more problems in writing (M=2.84 for year 1,

M=2.94 for year 2, and M=3.02 for year 4 respectively).

Suggestions of Further Studies

The findings of this study are very useful for both teachers and
students, because they will bring awareness to teachers and students about
different language learning problems and language learning strategies.
Consequently, students can notice their language problem areas, and choose
the strategies to help overcome them with their own learning styles to achieve
their goals in learning by using English as a medium of instruction or in learning
the English language gradually. The following section will recommend three
areas which will be useful for the further study.

Firstly, this study was conducted on MFU students with different
language learning backgrounds. Thus, further studies need to include other
variables, such as their existing grades overall, existing grades of their English
proficiency, and their previous history of English proficiency.

Secondly, this study investigated the language learning problems and
strategies used with the samples that were mostly Thai students (accidental
sampling). Thus, this research could not be generalized for all students
studying at Mae Fah Luang University (especially for non-Thais), further studies
should be conducted with larger numbers of non-Thai students.

Thirdly, the present study utilized a questionnaire for gathering data. It

could show the statistics, but could not gain in- depth information about why
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and how students faced the language learning problems, and why they used or
did not use the strategies mentioned. Thus, further research should use more
techniques in the data collection such as interviewing, observation, and journal
writing.

In conclusion, language learning problems and learning strategies will
continue to be subjects of interests. The less problems in language learning
that any country’s citizens have, the better advantages that nation will gain.
Thus, when the citizens of any country aware of the problems which they might
have when they learn other languages, and they know how to choose the
appropriate techniques to reduce those barriers, they also can become real
life-long learners who can increase their own self values, and the overall image

of the country.
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Appendix
A: Demographic data of participants

(Year 1: N=152; Year 2: N=127; Year 4: N=117)

Demographic | Year 1 (N=152) | Year2 (N=127) | Year 4 (N=117)
data (1) Frequency Percent | Frequency | Percent | Frequency | Percent
Gender | Male 141 35.6 49 38.6 37 31.6
Female 255 64.4 78 61.4 80 68.4
School Arts 118 29.8 42 33.1 40 34.2
(Faculty) | Science 11 2.8 3 24 2 1.7
Management 138 34.8 48 37.8 42 359
IT 66 16.7 18 14.2 26 22.2
Agriculture 12 3.0 1 0.8 6 51
Inds.
Cosmetics 10 25 1 0.8 1 0.9
Health Science 34 8.6 14 11.0 0 0
Nurse i 1.8 0 0 0 0
Major TLC 5 1.3 5 3.9 0 0
EN 13.6 13.6 17 13.4 20 17.1
BC 14.4 14.4 20 15.7 20 17.1
BIO 23 23 2 0.8 2 1.7
ACC 3.6 6.3 7 1.6 12 10.3
ECO 3.5 3.5 6 5.5 2 1.7
BA 8.1 8.1 10 4.7 10 8.5
TR 8.8 8.8 15 7.9 6 5.1
HIM 6.1 6.1 10 11.8 12 10.3
MIT 2.8 2.8 4 7.9 3 2.6
CS 2.8 2.8 2 3.1 5 43
SE 2:3 23 3 1.6 3 2.6
MTA 3:3 8.3 3 24 6 5.1
CE 35 3.5 4 3.1 6 5.1
ICE 2.0 2.0 2 1.6 3 2.6
FT 2.0 2.0 1 0.8 3 2.6
PTP 0.8 0.8 0 0 3 2.6
CsC 2.5 2.5 1 0.8 1 0.9
ATM 2.5 25 4 3.1 0 0
PSCT 2.5 2.5 5 3.9 0 0
PUBH 35 3.5 5 39 0 0
TCL 0.5 0.5 0 0 0 0
CHM 0.5 0.5 0 0 0 0
AVI 2.0 2.0 0 0 0 0
NS 1.8 1.8 0 0 0 0
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Demographic Year 1 (N=152) Year 2 (N=127) | Year 4 (N=117)
data (1) Frequency Percent | Frequency | Percent | Frequency | Percent
In your previous Yes 371 93.7 116 91.3 111 94.9
degree, have you studied | No 25 6.3 11 8.7 6 5.1
English?
Studied abroad Yes 56 14.1 20 157 13 11.1
experience No 340 85.9 107 843 104 88.9
Self-evaluation in their Excellent 10 25 1 0.8 4 34
language proficiency Good 126 31.8 31 244 Ee 56.4
compared with other Fair 241 60.9 83 65.4 66 37.6
students in your class. Poor 19 4.8 9 7.1 3 34
Self-evaluation in their Excellent 6 1.5 3 24 3 2.6
language proficiency Good 84 21.2 15 11.8 28 239
compared with native Fair 232 58.6 78 61.4 66 56.4
speakers Poor 74 18.7 31 244 20 17.1
Attitude to study English | Yes 350 88.4 104 81.9 104 88.9
language (enjoy or not) No 46 11.6 23 18.1 13 11.1
Other language that None 178 449 55 433 46 39.3
students have studied Japanese 58 14.6 18 14.2 23 19.7
Chinese 113 28.5 34 26.8 35 29.9
Spanish 3 0.8 0 0 1 0.9
Korean 11 2.8 6 4.7 1 0.9
French 24 6.1 10 7.9 9 7.7
German 5 1.3 3 24 0 0
Others 4 1.0 1 0.8 2 1.7
B: Example of LLP questions
Item | Listening skill problems Item | Reading skill problems
10. I never have a listening problem. I never have a reading problem.
3. I can understand an attitude, customs, 4. I can understand English idioms.
and social ircumstances of a native
speaker.
7 I participate group discussions in 5 I can explain the main idea and
i English. i summary the passag
6 I participate group discussions in 3 I can guess the meaning of new
i English. i vocabulary.
2. I can understand a native speaker 2. I can read magazine in English.
speaking at normal speed.
1. I understand the tone of voice of a 1. I can read academic textbooks in
native speaker. English.




8. I feel comfortable in listening to
a native speaker instructor in the Item | Writing skill problems
classroom.
9. I can understand the main idea of the 9. I never have a writing problem.
native speaker instructor.
5. I can understand comments given by 5. I can use perfectly grammatical rules
native English speakers. in writing any papers.
4. I can understand classroom lectures V5 I have an adequate English
in English. vocabulary for writing essays.
o . 8. I am able to develop a suitable
Item | Speaking skill problems . T Vo oy
10. I never have a speaking problem 4. I can write an essay within limited
time.
4. I have an adequate English 6. I can choose appropriate vocabulary
vocabulary for effective speaking. to write my paper.
2. I can have a formal conversation in 3. I can paraphrase English passages.
English.
5: I can explain my idea clearly in 1. I can write an academic paper in
English. English.
9. I feel. comfonabl; in talkm_g with Sociocultural on second
a native speaker instructor in the Item s
D - language learning
3. | Ican perform academic presentation 1. | I'spend my free time to associate
in English in the classroom with native speakers.
7 I find it easy to express myself in 2. I like to be an English society.
English.
1. | Ican have an informal conversation 4. I pay close attention to thoughts
in English and feelings of other people
with whom I interact in English
language.
8. I can ask questions in English in the 3. I like to make new friends
classroom especially English native
speakers.
6. My friend, a native speaker,
understands my pronunciation.
Item Barrier to international communication
1. Mr. Thomas Cook is an American. He 2. When I have a presentation for acting
never explains the lesson when his out in class, I rehearse it only 2-3
friends have questions. I don’t think [ times to confide myself.
can justify others Americans like Mr.
Thomas Cook.
3. I can adapt myself with new 4. When I communicate with an English
environment/ culture. native speaker, I am never ashamed
about my pronunciation.




C: Example of LLS: 50 Questions of SILL 7.0 version (Oxford, 1990)

Memory Strategies (1-9)
1

I think of relationship between
what I already know and new
things I learn in English.

. T use new English words in a

sentence so I can remember
them.

. I connect the sound of a new

English word or picture of
word to help me remember.

. I remember a new English

word by making a mental
picture of a situation in which
the word might be used.

. Tuse rhymes to remember new

English words.

. 1 use flashcards to remember

new English words.

. I physically cat out new English

words.

. Ireview English lessons often.
. 1 remember new English

words or phrases by remem-
bering their location on the
page, on the board, or on a
street sign.

Cognitive strategies (10-23)

20.

2

22,

. I say or write new English

words several times.

. Itry to talk like native English

speakers.

. I practice the sounds of Eng-

lish.

. I use the English words I

know in different ways.

. I start conversation in English.
. I watch English language

TV show spoken in English
or go to movies spoken in
English.

. I read for pleasure in Eng-

lish.

.1 write notes, messages,

letters, or reports in English.

. 1 first skim an English pas-

sage (read over the passage
quickly) then go back and read
carefully.

. I look for words in my own

language that are similar to
new words in English.
I try to find patterns in English.

. I'find the meaning of an English

word by dividing it into
parts that I understand.

I try not to translate word-for
—word.

23.1 make summaries of

information that I hear or
read in English.

Compensation strategies (24-29)

24,

25

26.

27.

28.

29.

To understand unfamiliar
words, I make guesses.
When I can’t think of a word
during a conversation in
English, I use gestures.

I make up new words if I
don’t know the right ones
in English.

I read English without looking
up every new word.

If I can’t think of an English
word, I use a word or phrase
that means the same thing.

I try to guess what the other
person will say next in English.




3

Metacognitive strategies
(30-38)

30.

. Inotice my English mistakes

32.
33.

34.

35.

36.

37.

38.

I try to find as many ways as |
can to use my English.

and use that information to
help me do better.

[ pay attention when someone is
speaking English.

I try to find out how to be
a better learner of English.

I plan my schedule so I will
have enough time to study
English.

I look for people I can talk to
in English.

I look for opportunities to
read as much as possible in
English.

I have clear goals for improving
my English skills.

I think about my progress in
learning English.

Affective strategies
(39-44)

39.

40.

41.

42.

43.

I talk to relax whenever |
feel afraid of using English.

I encourage myself to
speak English even when
I am studying or using
English.

I give myself a reward or
treat when I do well in
English.

I notice if I am tense or
nervous when [ am studying
or using English.

I write down my feelings in
a language learning diary.

. I talk to someone else

about how [ feel when |
am learning English.

Social strategies
(45-50)

45.

46.

47.

48.

49.
50.

If I do not understand some-
thing in English, I ask the
other person to slow down
or say it again.

I ask English speakers to correct
me when I talk.

I practice English with other
students.

I ask for the help from English
speakers.

I ask questions in English.

[ try to learn about the cultures
of English speakers.

D: The Five Most Problematic English Tasks

Problem
No. Problem M Interpretation

category

1. |Inever have a writing problem. 2.52 Writing Medium

2. |Inever have a speaking problem 2.53 Speaking Medium

3 | sgend my free time associating with 262 Socio Medii

native speakers. culture
4. |Inever have a listening problem. 2.66 Listening Medium
5. |I never have a reading problem. 2.68 Reading Medium
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E: The Five Least Problematic English Tasks

No. Problem M ETOBICOS Interpretation
category

1. |1 can understand classroom lectures 3.53 Listening High

in English.
2. |I can read academic textbooks in 3.53 Reading High
English.

3. |I can read magazines in English. 3.43 Reading Medium
4. |1 can adapt myself to a new 3.43 Barriers Medium

environment/culture.

5. |I can understand comments given by | 3.40 Listening Medium

native English speakers.
F: The Correlations between LLP and LLS
Correlations of Overall 4 Years (N=396)

C::::;:il:m Speaking | Listening | Reading | Writing cﬁ?:‘::;l ilﬁ::li:::)::;l
Metacognitive A424(**) S15(**) A54(**) | .408(**) | .482(**) .298(**)
Sig. (2-tailed) .000 .000 .000 .000 .000 .000
Social A12(*%*) A37(%*) A10(%*%) | .324(**) | 467(*%) 327(**)
Sig. (2-tailed) .000 .000 .000 .000 .000 .000
Compensation 310(%%) 385(%%) 38T(**) | 345(%*%) | .324(*%) .326(**)
Sig. (2-tailed) .000 .000 .000 .000 .000 .000
Cognitive A39(**) 500(**) A22(%%) | 428(**) | .452(*%) .394(**)
Sig. (2-tailed) .000 .000 .000 .000 .000 .000
Memory 343(**) 372(**) 340(%*%) | 331(**) | .398(**) .298(**)
Sig. (2-tailed) .000 .000 .000 .000 .000 .000
Affective 314(%%) A36(**) 379(**) | 373(**) | 361(**) 344(**)
Sig. (2-tailed) .000 .000 .000 .000 .000 .000

** Correlation is significant at the 0.01 level (2-tailed).

* Correlation is significant at the 0.05 level (2-tailed).
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G: The Comparison of LLP between Year 1, 2, and 4 Students

3.3
3.2

3.1

29
2.8
27
26

H: The

Mean

33
3.2
31

29
28
2.7

Writing

Graph Language Learning Problems

Sociocultural Speaking Barrier Reading

Language Learning Problems (LLP)

Listening

Comparison of LLS between Year 1, 2, and 4 Students

Graph Language Learning Strategies

Metacognitive

Social

Compensation  Cognitive Memory
Language Learning Strategies (LLS)

Affective

M Year 1
O Year 2
O Year 4

W Year 1
O Year 2
O Year 4
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The Effectiveness of Negotiation of Meaning Strategies on Developing

Grammar Usage in Two-way Communication Tasks
Wilawan Champakaew1 Wanida Pencingkarn2

Abstract

This article investigates the effectiveness of negotiation of meaning
strategies on developing grammar usage of English language learmers in two-way
communication tasks. Thai freshmen students majoring English (n=30) participated
in a 12-week of Listening and Speaking 1 course in 2011 academic year. The
participants were placed into three groups with different English proficiency levels
according to their English placement scores: high, mid and low proficiency groups.
They were trained to use five types of negotiation of meaning strategies before
taking part in three kinds of two-way communication tasks which consisted of
problem-solving task, information-gap task and story- telling task. While performing
the tasks, the participants’ conversations were audio-recorded and transcribed to
analyze their negotiation of meaning strategies production as well as their grammar
usage. The findings showed that negotiation of meaning strategies were facilitative
in enhancing students’ grammatical development. After using the negotiation of
meaning strategies, the students’ grammar usage was improved in each type of

tasks, especially in tenses.

Keywords: Negotiation of meaning strategies / Two-way communication tasks

' Ph.D. candidate at Faculty of Education, Chiang Mai University

? Assistant Professor at Faculty of Education, Chiang Mai University
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Introduction
In developing learners’” communication skill, communication task is
considered a crucial element of English language teaching especially

communication task. Nunan (1989, cited in Ellis, 1997) has defined
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communication tasks as tasks that involve learners in comprehending,
manipulating, producing, or interacting in the target language while their
attention is principally focused on meaning rather than form. In this meaning, it
is assumed that natural processes happening inside the learner’'s mind are
responsible for language learming and that the teachers cannot control these
processes directly (Howart, 1984 cited in Klapper, 2003). Instead, the teacher’s
role is to help learners acquire language fluency through activities and
language samples, not to teach grammar or correct their mistakes. Therefore,
communication tasks in the classroom can create opportunities for the
language leamers to use target language and develop their linguistic
competence.

Another key role for successful communication is negotiation of
meaning. It is the process in which the learner and the interlocutor provide and
interpret the utterance carried by the learner or their interlocutor, or the input,
which provokes adjustments to linguistic forms, conversational structure or
message content until they reach mutual understanding (Gass & Mackey,
2006). In Long's Interaction Hypothesis (1983), he contended that input is
important factor for language acquisition; however, modified interaction is the
necessary mechanism for making language comprehensible, as it allows
learners to adjust or modify their less comprehensible message and make them
understood to the interlocutors which facilitates their language acquisition
(Long, 1996). The strategies for meaning negotiation used during interaction
included different kind of questions asked by the interlocutors in order to
facilitate L2 acquisition; for example, confirmation checks (Is this what you

mean?), comprehension checks (Do you understand?), or clarification requests
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(What? Huh?) (Gass & Selinker, 2008).

A number of studies on modified interaction or negotiation for meaning
(e.g., Gass & Varonis, 1985b; Long, 1983a, 1983b; Pica & Doughty, 1985a
cited in Oliver, 2002) suggested that the process of negotiating for meaning is
facilitative of L21 acquisition. It is facilitative because it provides language
learners with three elements crucial for L2 acquisition success—namely
comprehensible input, comprehensible output, and feedback. Accordingly, in
achieving communication skill, one important criteria is that “there must be
strategies for meaning negotiation between the speakers, i.e. the learner must
be involved in interpreting a meaning from what they hear and constructing
what to say, not reliant on the teacher or textbook to provide the language”
(Hedge, 1993).

In addition, negotiation of meaning strategy is viewed as a vehicle to
language proficiency. As it has been described as leading language learners
to greater awareness of their language and to further development of language
proficiency (Ko, Schallert & Walters, 2003). Many studies have shown that
negotiation of meaning strategies can enhance leamers’ fluency. As in
Sommat’s (2007), which observed the effects of the patterns of negotiation of
meaning strategies on the English language used in communicative information
gap tasks by Thai lower secondary school students. The results suggested that
the negotiation of meaning strategies used in the “Spot the Differences” tasks
were effective in promoting students’ oral English communicative competence.
Also, Nakahama’s study (2001) suggested that conversational interaction has
the potential to offer substantial learning opportunities at multiple levels.

Similarly, Ko et al. (2003) showed that 11 out of 21 students gained higher



MFU CONNEXION, 3(1) || page 91

mean scores on their second storytelling task following the negotiation of
meaning session; or the question and answer session, in which the teacher and
student peers interacted with the storytellers, though the mean scores were not
significantly different. Therefore, negotiation of meaning used as a strategy
(Long, 1983) in conversational interactions is effective for developing the
learners’ oral English communicative competence.

However, communication tasks which contribute to opportunities for
negotiation of meaning, have long been controversial. Long (1980) has
introduced two task types; a one-way task and a two-way task. In one-way task
one person holds all the information; while in two-way tasks, all have equal but
partially shared information which they must exchange to get all the information
(Newton et al., 1996). Gass and Varonis (1985) argue that one-way tasks create
more opportunities for negotiation of meaning. While Newton et al. (1996) claim
that two-way tasks create more strategies for meaning negotiation than one-
way task. Furthermore, many studies affirmed that language learmners negotiate
for meaning in two-way tasks rather than one-way tasks (Doughty & Pica’s,
1986; Long, 1983; Newton et al., 1996; Foster, 1998; Eckerth, 2009)

Long (1983) proposed that a two-way communication task provides
more comprehensible input than one-way tasks as it involves an exchange of
information, which enhance the language learners acquisition through modified

interaction as presented figure 1 below:



MFU CONNEXION, 3(1) || page 92

Verbal communication Opportunity for the less
Negotiated
task involving a two-way competent speaker to
modification of
exchange of information provide feedback on his or
the conversation
her lack of comprehension

'

Comprehensible

input

'

Language

acquisition

Figure 1 Long’s model of the relationship between type of conversational task

and language acquisition.

However, most of the two-way communication tasks conducted in
many studies used a certain kind of tasks such as a jigsaw task (Sato & Lyster,
2007), a picture description task or jigsaw task (Trofimovich et al., 2007; Sato &
Lyster, 2007), a spot-the-difference task (Gass & Lewis, 2007), but in this study,
three types of two-way communication tasks were selected: problem-solving
tasks, information-gap tasks and story-telling tasks. As these tasks were widely
used and found effectively engage students’ interaction. Also unlike other
studies where pre- test, post-test were employed to assess learners’ oral
proficiency skill, an authentic assessment was used to assess the EFL learers’
oral proficiency throughout the study.

Besides, few studies have been undertaken about how interaction
contributes to the development of L2 grammar as they require longitudinal

study (Ellis, 1999). A study conducted by Takashima and Ellis (1999)
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investigating the effects of focused feedback on learners’ use and acquisition of
past tense forms, and the result showed that focused feedback resulted in
learners self- correcting past tense forms 29% of the time which means
feedback has a direct impact on L2 acquisition. In this study, three areas of
grammatical features were investigated: plural formation, tense inflection and
determiners. These features are proved to be problematic to the language
learners (Bardovi-Harlig & Bofman, 1989 cited in Ellis, 1997). It's expected that
negotiation of meaning in conversational interaction will enhance the learners’
grammatical development.

Mae Fah Luang University is an autonomous university in the north of
Thailand where English is used as a medium of instruction. Thus, negotiation of
meaning strategies should enhance their language acquisition in terms of both
fluency and accuracy. The goal of English language teaching should enhance

the students’ abilities to communicate in English language effectively.

Methods

Research Questions

1. What types of negotiation of meaning strategies (i.e. comprehension
check, confirmation check, clarification checks, appeals for help and repetition)
were produced by EFL leamners at different language proficiency in two-way
communication tasks?

2. What are the effects of the negotiation of meaning strategies in
two-way communication tasks on gram- mar usage of 3 groups of students with

different language proficiency?
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Participants

The participants were 30 first year English major students (male 10,
female 20) enrolling in Listening and Speaking | Course at Mae Fah Luang
University, an autonomous university in Thailand in 2010 academic year. Each
participant had completed at a minimum of 8 years of English study prior to
entering the university. Their ages ranged from 17 to 19. They were placed into
three different oral proficiency levels: high, mid, and low. High- proficiency level
of English was determined at > 50 (out of 80), and mid-proficiency level was
determined between 30-50, and low-proficiency level was determined below
30.

Negotiation of Meaning strategies training

In the study, participants were divided into three groups of English
proficiency levels; high, mid, and low. They received an explicit training of
negotiation of meaning strategies at the pre-teaching and while-teaching
stages. At the initial period, they were introduced about the strategies, and at
the beginning of each two-way communication task, they were reminded of the
strategies uses.

The five types of negotiation of meaning strategies as described by
Long (1980, 1983a) and Pica and Doughty (1985a) were the basis of the study;
they were comprehension check, confirmation check, clarification requests,
appealing for help, and repetition.

1. Comprehension check: these are made by the speaker to check if
the preceding utterance has been correctly understood by the listener. They

usually consist of questions, either tag questions, repetition with rising
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intonation, or questions or any expression established whether the message is
understood by the addressee, such as:

a. Do you understand?

b. You know what | mean?

c. Doyou getit?

2. Confirmation checks: these are made by the listener to establish
that the preceding utterance has been heard and understood correctly. They
include repetition ac- companied by rising intonation any expression that the
speaker would like to make sure that it is understood, as in

A: | was chuffled.
B: You were pleased? A: Yes.

3. Clarification requests: these are made by the listener to clarify what
the speaker has said and include statements such as “I don’t understand,” wh-
questions, yes/ no questions, and tag questions or any expressions that elicits
clarification of the utterance such as

d. What?
e. Huh?
f. Uh?
4. Appealing for help: any expression that shows that the speaker
has trouble such as
g. Could you say it again?
h. Pardon me?
5. Repetition: these include the speaker’s partial, exact, or expanded

repetitions of lexical items from his or her own preceding utterances.
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Two-way Communication Tasks

Brumfit (1984 in Hedge 1993) defines the aim of communication in the
classroom as to “develop a pattern of language interaction within the classroom
which is as close as possible to that used by competent performers in the
mother tongue in normal life”. In his discussion, Brumfit (1984 in Ellis 1997)
claimed that communication tasks will help develop learners’ communication
skills and they will contribute incidentally to their linguistic development. That
means, communication tasks aid fluency by enabling learners to activate their
linguistic knowledge for use in natural and spontaneous language use, such as
when taking part in conversation. Therefore, communication tasks in the
classroom can create opportunities for the language learners to use target
language and develop their linguistic competence, especially two-way
communication tasks.

Two-way tasks were claimed to be facilitative in triggering the
production of strategies for meaning negotiation. According to Doughty and
Pica (1986), a two-way task, a task in which both participants have shared
information in order to complete a task, encourages the speakers to produce
more negotiation of meaning. Additionally, two-way tasks provide an
opportunity not only to produce the target language, but also through
conversational adjustments, to manipulate and modify it (Gass & Varonis 1985).
The two-way communication tasks in this study comprised of problem-solving
tasks, information gap task and storytelling task,.

Problem-solving task

Problem-solving task is considered as a two-way task in the study. As

defined by Willis (1996), problem-solving tasks involve a more intellectual and
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analytical skill from learners. In addition, a two-way problem-solving task is
designed to encourage co-operation and conversational negotiation. In this
study, there were three problem-solving tasks where participants were
presented with real-life problems and have to discuss to agree to a solution.
For example, participants discussed their personal problems to find solutions,
or giving them a situation in which they exchanged their opinions or make a
decision.

Information gap task

Information gap is a task that involves conveying or requesting
information from the pair or group members (Brown, 2001). There are two
important characteristics in information gap task. One is that the focus is on the
information and not on language forms. Two is that it requires communicative
interaction to reach the goal. The information gap task was widely used among
researchers in interaction and claimed to contribute to interaction research
methodology (Pica, Kang, & Sauro, 2006). This task has been found to
generate more opportunities for the interactants to negotiate than do tasks
that do not require a convergent outcome, such as opinion exchange and
free conversation. In this study, there were three information gap tasks in which
the participants were required to restore portions of incomplete passages, and
or they were given a person’s picture and they had to describe the person as
well as asking for information of their friend’s picture.

Story-telling Task

The story-telling task is considered as two-way task which provides
rich possibilities for students to learn from one another and share experiences

while receiving important practice in using their English skills (Ko et al., 2003).
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During the task, the students were required to tell a 4-5 minute personal
narrative about an embarrassing, exciting, sad or funny event that had ever
happened to them, then the students told their stories to their peers.

Data Collection Procedures

There were 7 high proficiency students, 16 mid proficiency students,
and 7 high proficiency students. They received an explicit training of
negotiation of meaning strategies prior to engaging in two-way communication
tasks instruction.

During each two-way communication task, the participants consisted
of 15 dyads and each dyad was randomly assigned to form either high-high,
mid-mid, low-low, high-low, high-mid, mid-low. The students received the
training session of negotiation of meaning strategies at the beginning of each
task and engaged in three types of two-way communication tasks for a period
of 12 weeks.

During their interactions, their conversations were audio- recorded.
The researcher as an instructor and her research assistant observed the class.
In addition, the focused group was carried out at the end of the study to obtain
the students’ perspectives on the effectiveness of the negotiation of meaning
strategies. The transcriptions were analyzed quantitatively and qualitatively and
the negotiation strategies used to negotiate for meaning were identified as well
as the students’ grammar usage.

Data Analysis

The present study was a quasi-experimental, one group design. The
data was analyzed both quantitatively and qualitatively in order to identify the

occurrence of negotiation of meaning strategies, as well as the grammatical
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development while they were performing two-way communication tasks.

The quantitative data analysis was obtained from the transcription of
the participants’ interaction in the two-way communication tasks in order to
investigate the occurrence of strategies for meaning negotiation during
interaction. The frequency of negotiation of meaning strategies used by the
participants in different language proficiency levels was measured and coded
according to the coding scheme. The coding scheme for five types of
interactional features was drawn from the interactional analysis in L2/ FL
acquisition research (Doughty & Pica, 1986; Long, 1983; Foster, 1998):

1. Comprehension Checks (CPC)
Clarification Requests (CFR)
Confirmation Checks (CFC)
Appeals for Help (AFH)

o ~ 0D

Repetition (REP)

The students’ oral proficiency was analyzed by using descriptive
statistics. The qualitative data analysis was obtained to counterbalance the
quantitative data from the focus group which helped the researcher to gain
more insight perspectives on the effectiveness of negotiation of meaning

strategies among the students.

Results and Discussion
Research Question 1: The production of negotiation of meaning
strategies by EFL learners at different language proficiency in two-way

communication tasks
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The question was directed to an examination of the occurrence of the
negotiation of meaning strategies used by the students with different language
proficiency: high-proficiency level, mid-proficiency level, and low-proficiency
level in two-way communication tasks; problem-solving tasks, information gap

tasks, and story-telling tasks.

Low-Proficiency Level Mid-Proficiency Level
19.35 25.81 30 1333
3.23
16.13 444
16.67
m Comprehension Check ® Confirmation Check ® Comprehension Check ® Confirmation Check
® Clarification Requests ™ Appealing for Help ® Clarification Requests  ® Appealing for Help
M Repetition M Repetition

High-Proficiency Level

27.27 12.12

15.15

® Comprehension Check
® Confirmation Check

® Clarification Requests
® Appealing for Help

M Repetition

Figure 2 The occurrence of negotiation of meaning strategies in problem-

solving tasks in three different language proficiency groups

From figure 2, most of EFL learners at all proficiency levels employed
confirmation check the most in problem-solving tasks. For the low proficiency

students, the three frequently used strategies were confirmation check (35.48),
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comprehension check (25.81), and repetition (19.35). While for the mid
proficiency students, they were confirmation check (35.56), repetition (30.00),
and clarification request (16.67). Among high proficiency students, they were
confirmation check (33.33), repetition (27.27), and appealing for help (15.15)

respectively.

Low-Proficiency Level Mid-Proficiency Level
4.62 11.05

m Comprehension Check ® Confirmation Check m Comprehension Check B Confirmation Check
® Clarification Request ™ Appealing for help ® Clarification Request ™ Appealing for help
= Repetition m Repetition

High-Proficiency Level

® Comprehension Check ® Confirmation Check
m Clarification Request M Appealing for help

® Repetition

Figure 3 The occurrence of negotiation of meaning strategies in information

gap tasks in three different language proficiency groups

From figure 3, low proficiency students and mid proficiency students
produced repetition strategies the highest. For low proficiency students, the top
three frequently used strategies were repetition (36.92), confirmation check and

appealing for help (20.00). As for the mid proficiency students, they were
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repetition (32.04), confirmation check (24.31), and clarification request (22.10).
Among high proficiency students, they were confirmation check (32.20),

clarification request (20.34), and repetition (18.64) respectively.

Low-Proficiency Level Mid-Proficiency Level

= Comprehension Check ® Confirmation Check m Comprehension Check ® Confirmation Check
W Clarification Request W Appealing for help m Clarification Request W Appealing for help
W Repetition M Repetition

High-Proficiency Level

m Comprehension Check ® Confirmation Check

M Clarification Request M Appealing for help

M Repetition

Figure 4 The occurrence of negotiation of meaning strategies in story telling

tasks in three different language proficiency groups

From figure 4, it was found that most EFL learners employed
confirmation check strategy the most. For the low proficiency students, the first
three frequently used strategies were confirmation check and clarification
request (27.87), and comprehension check (24.59). As for the mid proficiency

students, they were confirmation check (31.03), comprehension check (27.59),
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and repetition (17.24). Among high proficiency students, they were confirmation
check and repetition (34.48), and comprehension check (31.03).

Overall, confirmation check was mostly produced by learners at all
levels of proficiency in all problem-solving and story-telling tasks. The result was
consistent with many findings that confirmation checks were used more
significantly during interactions either in NS (native speaker)-NNS (non-native
speaker) conversations or NNS-NNS. As in Long and Sato (1983), stated that
confirmation checks were used more significantly in the native speaker (NS)-
non-native speaker (NNS) conversations than other strategies. Oliver (2002)
also claimed that NNS-NNS dyads used more negotiation of meaning
strategies than did the NNS-NS dyads. In his study also suggested that
confirmation checks and clarification requests were greatly produced in both
adult and child dyads.

Research Question 2: What are the effects of the use of negotiation
of meaning strategies in two-way communication tasks on grammar usage
among 3 groups of students with different language proficiency?

Negotiation of meaning strategies facilitates the interaction among the
students. From the findings, it could be assumed that negotiation of meaning
strategies used by learners during two-way communication tasks: problem-
solving tasks, information-gap tasks, and story-telling tasks could help learners

develop their grammar usage as presented in figure 4 below.
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Figure 5 Grammatical development in two-way tasks among the students at

different language proficiency levels

The data from figure 5 showed that all proficiency level students had
gained grammatical development in the study. For example, low-proficiency
students, mid-proficiency students and high-proficiency students had fewer
errors in plural in the story- telling tasks. In terms of tense, all of proficiency
students had fewer errors in the information-gap tasks. As for determiners, low-
proficiency students had lower frequency of errors in the information-gap tasks.

Moreover, the qualitative result also supported the proposition that
negotiation of meaning strategies enhances the grammar usage of the
students. As in the interaction between low-proficiency level student and high-
proficiency level student in a problem-solving task showed the awareness of
the mismatch between incorrect and correct tense of the low-proficiency level

student.
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M1: Ok, Fon. What's the matter on you?

H2: | really want to study abroad, but my parents they don’t support me.
M1: Really? Why? —  Confirmation check strategy

H2: Umm..my parents don’t want me to stay far from home. They would

like me to study here, but | don't like it. | want to be independent.

Do you understand me? —p Comprehension check strategy

M2: Yes, | understand. | ever been through this problem before. Did you

try to tell your parents

what is the best? —P] Modification of the use of past simple tense

From the excerpt above which showed the interaction between mid-
proficiency level student (M1) and high-proficiency level student (H2), mid-
proficiency level student employed confirmation check strategy, and in the
following sentence, he could use past simple tense correctly as in

“Yes, | understand. | ever been through this problem before. Did you
try to tell your parents what is the best?”

Through learning process, negotiation of meaning strategies triggered
the modification of students’ output; that means, the students acquired
grammatical development when there was negotiation of meaning. The
grammatical development among the students in this study included present
tense, past tense, future tense, articles, etc.

Ellis (1984) contends that conversational interaction contribute to

language development:
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...Interaction contributes to development because it is the means by
which the learner is able to crack the code. This takes place when the learner
can infer what is said even though the message contains linguistic items that
are not yet part of his competence and when the learner can use the
discourse to help him modify or supplement the linguistic knowledge he has
already used in production.

When the interlocutors take turns in conversations, each participant
must understand the other participant’'s contribution in order to maintain the flow
of the discourse (Boulima, 1999). When learners engage in interaction, it is
discourse flow which provides them not only with the opportunity to formulate
short-term hypotheses about the meaning of their interlocutors’ utterances, but
also with appropriate data to formulate long-term hypotheses about the
linguistic, semantic, and pragmatic rules of target language (Gass & Varonis,
1984). At the same time, when learners are negotiating for meaning, the
linguistic, semantic, and pragmatic rules of their interlanguage are presumably
put to test, with regard to their communicative outcome (Chaudron, 1988 in
Boulima, 1999).

In summary, negotiation of meaning strategies help the students
develop their grammar usage in two-way communication tasks. In all groups of
proficiency levels, it was found that the substantial number of students who
employed those strategies while they were performing two-way communication
tasks could be able to make fewer errors in grammar. This finding suggested
that negotiation of meaning strategies facilitated grammatical development

among EFL learners.
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Conclusion

The findings of this study showed that EFL learners at different
proficiency levels used confirmation check strategies significantly in problem
solving tasks and story-telling tasks which are two-way communication tasks.
The speakers, even native speakers or non-native speakers selected to use this
strategy to overcome their communication breakdown or continue their
interactions. In this study, all levels of proficiency; low, mid, or high proficiency,
were aware of using confirmation check strategy; for example, “Really?”,
“Right?”, or “OK?" to confirm their understandings with their interlocutors as the
strategy is a common expression. As Long and Sato (1983) insisted that
confirmation check is one of the three most important processes;
comprehension checks, confirmation checks and clarification requests,
involved in the speaker and interlocutor's attempts to understand and be
understood.

However, in information gap tasks, repetition strategy was used more
frequently among low proficiency students and mid proficiency students, but
the high proficiency students used confirmation check strategy. It might be
claimed that type and frequency of negotiation for meaning strategy use may
vary according to learners’ oral proficiency level (Nakatani, 2005). Lower
proficiency students could seek for simple strategy such as repetition to solve
their communication breakdown. While higher proficiency students could be
able to choose more appropriate negotiation of meaning strategies. Moreover,
information gap task was found most effective in promoting the use of
negotiation of meaning strategies. The two-way communication tasks such as

the problem-solving task, information gap task and story-telling task in this
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study provide an opportunity for learners to negotiation for meaning. As the
students had a chance to negotiate meaning; therefore, they were able to
improve their communicative competence more quickly (Sommat, 2007).
Therefore, this two-way task should be as adopted in courses developing a
communicative interactional skills in foreign language classroom as this provide
a rich communication environments resembling a real-world interaction.

The results also revealed that provision of two-way communication
tasks in this study has been proved to enable the students to interact
communicatively and promote their grammatical development. Two-way
communication tasks such as problem-solving task, information-gap task and
story-telling task enhance the production of negotiation of meaning strategies
among the students at different language proficiency. Not only the production
of negotiation of meaning, but also the grammatical development among them
occurred. When there was a communication breakdown or when the
interlocutor triggered the speaker's utterance, they were aware that their
messages were not clear, so they had to adjust their output to make them
comprehensible to their interlocutor.

The results of the present study supports Ellis’s (1984) conclusion that
conversational interaction contributes to language development. It enhances
language development of the learners, and interaction works when they can
infer what meaning is carried; even though they did not fully understand the
whole message, they can use the discourse to help modify their own linguistic
knowledge.

Also, the findings lend the support to Gass and Varonis's (1984)

claims that interaction facilitates language learning. When learners engage in
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interaction, it is discourse flow which provides them not only with the
opportunity to formulate short-term hypotheses about the meaning of their
interlocutors’ utterances, but also with appropriate data to formulate long-term
hypotheses about the linguistic, semantic, and pragmatic rules of target
language

In conclusion, negotiation of meaning during interaction helps
language learner develop their linguistic acknowledgment. When learners are
negotiating for meaning, the linguistic, semantic, and pragmatic rules of their
interlanguage are presumably put to test, with regard to their communicative
outcome (Chaudron, 1988 in Boulima, 1999). It could be suggested that the
frequent use of negotiation of meaning strategies could contribute to the

grammatical development of EFL learners in all levels of proficiency.
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A Development of a Multimedia e-Book: English Sentence Writing for the

Students at Rajamangala University of Technology Rattanakosin

Woraphorn Sunthorwatanasiri’

Abstract

The purpose of this study was to develop a Multimedia e-book:
English Sentence Writing for the Students at Rajamangala University of
Technology Rattanakosin through an experimental research by using the one-
group pretest-posttest design. The purposive sampled group consisted of 40
students in Business English major, who studied with the researcher. The
research instruments included a Multimedia e-book: English Sentence Writing
for the Students at Rajamangala University of Technology Rattanakosin and a
questionnaire on students’ satisfaction with the developed Multimedia e-Book.
The results from the study were as follows: (1) the value of the effectiveness of
the developed Multimedia e-Book was 77.94 /79.34, which corresponded to the
set criteria of the value of the effectiveness of 75/75, (2) the posttest score was
significantly higher than the pretest score at the significant level of .05, and (3)
the sampled group expressed their high level of satisfaction with the developed

Multimedia e-Book.

Keywords: Multimedia e-Book / English sentence writing

! Rajamangala University of Technology Rattanakosin
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Introduction

In 2015, Thailand will enter the ASEAN Economic Community (AEC)
(Thai-AEC.com, 2013). At that time, all 10 countries in the ASEAN Community
will be united as a single market and production base, where goods, services,
investments, skilled labor and capital will freely flow among the member
countries. Anyhow, as stipulated in the ASEAN Charter (ASEAN Secretariat,
2008), English will be used as the working language of ASEAN. Thus,
communication in all aspects in business among all concerned in the AEC
should be facilitated through the use of English. Hence, university graduates
should be equipped with good English ability so as to have a better job
prospect in such an era of strong competitiveness and free flows of workforce
among the members of the ASEAN Community. It can be foreseen that good

English proficiency will be a requirement for job applicants at all business
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sectors at both the national level and the international level. Moreover, it can be
said that producing graduates with good English ability apart from cultivating
them to have professional practical capabiliies can not only enhance the
country’s competitiveness, but also stimulate the country’s economic
development as a whole.

In the aspect of the use of English for business communication, apart
from listening, speaking and reading skills, writing skills are also widely and
commonly used especially through e-mail, memorandum and letters. As for
formal communication in business, it is common to use written work for it is easy
to refer to.

Considering written work for communication, we can see that any
piece of written work of whatever length consists of several sentences which
are grammatically and coherently connected. Thus, it can be said that all
written work begins from sentence level writing. Sentence by sentence can be
coherently connected to make a paragraph, and then paragraphs can be
joined in an appropriate sequence to make a complete piece of written work for
use as aimed. Bearing in mind about the importance of sentence level writing,
we should develop and enhance our students’ basic knowledge and ability in
writing English sentences, which will be a fundamental base for their English
writing development later. Also, this basic knowledge in English sentence
writing can be transferred to their basic knowledge in developing their listening,
speaking and reading skills.

From my own experience as an English teacher for more than 20
years and from reading related documents and research, | can point out that, in

general, Thai students at university level still lack basic knowledge and
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fundamental ability in English writing. Anyhow, it can be said that English writing
is considered difficult for Thai students as they have to transmit their thoughts
into appropriate and correct word choices and structures of English, whereas
there are a lot of differences between Thai and English. What we always see is
that students’ written work contains Thai structure, which can often convey
misunderstanding to the reader, or cannot convey meaningful messages to the
reader. As commonly known, learners of the second language or a foreign
language always make such mistakes, and these kinds of mistake are called
“Common Mistakes”. From the point of view of some educators dealing with the
principles of error analysis, such mistakes should be categorized and analyzed
in order so that the teacher can make a teaching plan beforehand to correct or
prevent such mistakes from the learners (Myles, 2008).

However, students’ learning pace is individually different. Weak or
slow learners of English may need frequent repetitions of lessons and more
learning time. Anyhow, nowadays due to the modern technology, computer
programs or softwares can be designed for students’ learning of various
contents including English according to their learning pace. With regard to
English learning by using computer programs, “multimedia e-book” is
becoming more interesting. This is because “multimedia” includes a
combination of text, audio, still images, animation, video, or interactivity content
forms (Wikipedia, 2012), and “e-book” is a book in electronic form (The Free
Dictionary, 2012). Thus, such a program of “multimedia e-book” can contain
contents providing interaction activities for the learners. Moreover, the learners
can choose to learn from a program of multimedia e-book in the computer at

home or at any place at any time.
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In addition, from the researcher’s review of related literature, some
previous studies showed positive results from applications of multimedia
mediated teaching and learning for learners’ learning of English as a foreign
language. For example, Rabbeea’s study results (Rabeea, 2012) on “The Use
of Multimedia Based Learning Materials in English Language Teaching in
Developing Educational Systems” revealed that multimedia based learning
materials had a significant positive effect on learners’ scores and that the
experimental group strongly preferred multimedia based learning materials to
traditional textbooks. Accordingly, from a study on “Language practice with
mutlimedia supported web-based grammar revision material” conducted by
Baturay, Daloglu and Yildirim (2010), the findings indicated that learners
enjoyed using the material and developed a positive attitude towards the
system. Besides, Huang, Chern and Lin (2009) undertook a study on “EFL
learners’ use of online reading strategies and comprehension of texts: An
exploratory study”, and the findings showed that on the whole, the use of global
strategies significantly contributed to better comprehension, especially for low
proficiency students. Similarly, the results of a study on “The Effect of Using
Multimedia on Vocabulary Learning of Pre-Intermediate and Intermediate
Iranian EFL Learners” conducted by Tabar and Khodareza (2012) showed that
the treatment proved to have a significant impact on vocabulary learning of the
learners. Also, from Gilakjani’s study results (Gilakjani, 2012) on “The Significant
Role of Multimedia in Motivating EFL Learners’ Interest in English Language
Learning”, it was concluded in the findings that teachers need to make full use
of multimedia to create an authentic language teaching and learning

environment where students can easily acquire a language naturally and
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effectively.

From the reasons stated above, | have been interested in developing
a Multimedia e-Book: English Sentence Writing for the Students at Rajamangala
University of Technology Rattanakosin through the application of error analysis
for benefit of enhancing the students’ basic knowledge in sentence writing. It is
also hoped that such basic knowledge in sentence writing will lead to the

students’ development of writing ability for business communication later.

Objective
The purpose of this study was to develop a Multimedia e-book:
English Sentence Writing for the Students at Rajamangala University of

Technology Rattanakosin.

Methodology and Process

The study process was undertaken using an experimental research,
employing the one-group pretest-posttest design. The procedure was as
follows:

1. The experimental group

The experimental group consisted of a purposive sampled group of
40 senior students in Business English major in the Faculty of Business
Administration of Rajamangala University of Technology Rattanakosin,
Bophitphimuk Chakkrawat Campus. They studied English for Public Relations

with the researcher in the first semester of academic year 2012.
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2. The research instruments

Two research instruments were employed in this study. The first one
was “Multimedia e-book: English Sentence Writing for the Students at
Rajamangala University of Technology Rattanakosin”, and the other one was
“Questionnaire on Students’ Satisfaction with the Developed Multimedia e-
Book.”

Multimedia e-book: English Sentence Writing for the Students at
Rajamangala University of Technology Rattanakosin

Before the Multimedia e-book was constructed by using the program
of Desktop Author, its contents and exercises were set through the following
steps.

First, the researcher gave the experimental group a test consisting of
40 sentences with common mistakes based on Swain’s sample sentences
(Swain, 2009). Then, their mistakes in the written work of sentences in the test
were analyzed through the use of the principles of error analysis. After that, the
learning objectives based on the results from the error analysis of the
experimental group’s written work were set up. Later, appropriate contents to
suit the learning objectives were selected through studying related documents
and textbooks about basic sentence writing and how to select the contents.
Finally, the contents were sequenced to suit the learning objectives, and the
contents were divided into 9 units: (1) Sentence Structure, (2) Basic Sentence
Patterns, (3) Phrases, (4) Simple Sentences and Compound Sentences, (5)
Complex Sentences-Noun Clauses, (6) Complex Sentences-Adjective Clauses,
(7) Complex Sentences-Adverb Clauses, (8) Conditional Sentences, and (9)

Passive Sentences.
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Also, the researcher constructed the Pretest and the Posttest, which
covered all the contents of basic sentence writing included in the Multimedia e-
book. The Pretest and the Posttest were similar. 65 items in each test covered
all of the contents in the 9 units in the Multimedia e-book. The number of the test
items that captured the content in each unit in the Multimedia e-book can be

shown below:

Unit Content No. of Test ltems (65)

1 Sentence Structure 10
2 Basic Sentence Patterns 15
3 Phrases 6
4 Simple Sentences and Compound Sentences 5

Complex Sentence-Noun Clauses 3
6 Complex Sentence-Adjective Clauses 9
7 Complex Sentence-Adverb Clauses 6
8 Conditional Sentences 4
9 Passive Sentences 7

Also, separate test items corresponding to the contents in different
units are shown in Table 2.

Actually, some test items cannot be clearly split to correspond only to
one unit. Thus, the number of the test items in each unit as shown above is not
the same. For example, the test item V47 which required the experimental
group to give the correct form of the verb in brackets: “Please tell me when the
report (finish).” was catagorized in the content in Unit 9 in the table. This test
item also needed the experimental group’s knowledge of the content in Unit 5:

Complex Sentence-Noun Clauses.
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After the contents, the exercises and the Pretest and the Posttest were
set up, the researcher used the program of Desktop Author to construct
“Multimedia e-book: English Sentence Writing for the Students at Rajamangala
University of Technology Rattanakosin” which included the contents and
exercises in 9 units in the pattern of drill and practice. Then, the Multimedia e-
book was tried out with a sample group of 10 students who volunteered to use
it. They were students in Marketing major who studied with the researcher in the
course of English for Business Communication. Some revisions of the
multimedia e-book such as corrections of spelling of words and the showing of
the exercise results were conducted as appropriate.

Questionnaire on Students’ Satisfaction with the Developed Multimedia
e-Book.

After studying documents, textbooks and research relating to the
development of a multimedia e-book, and the method of assessing computer
assisted instruction, the researcher constructed the rating scale questionnaire
with an open ended question at the end for the answerers to freely give
opinions and suggestions. The constructed questionnaire was tried out with the
same group of 10 volunteered students, who used the Multimedia e-book in the
trying-out process. The purpose of the ftrying-out of the constructed
questionnaire was to see if the messages in the content items were clear to the
answerers. Anyhow, the volunteered students gave no suggestions for revisions
of the wordings in the content. So, the constructed questionnaire was brought

to use in the experiment process.
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3. The experiment process

In the process of experiment, the researcher gave the Pretest to the
experimental group before giving each of them a CD of the program of the
Multimedia e-book containing 9 units of the contents and exercises of drill and
practice. In the CD there was a file giving instructions about how to use the
program so that the samples could learn how to use the program on their own,
and they were assigned to complete all 9 units of the e-book within 2 weeks.
This was to serve the objective of self-directed learning ability enhancement in
the learners.

Here are examples of the content and exercise in the CD.

Sentence Structure
Subject and Predicate

In any sentence, you can find a subject and a predicate.
The subject is what (or whom) the sentence is about, and
the predicate tells something about the subject. The subject
can be a noun or a pronoun, while the predicate contains at
least one verb. There may also be modifiers in the predicate.
Look at the examples below. The verb in each sentence is
marked in red, and other words after the verb are the
modifiers.

CEKEEE EN K= EE EOED EES OO0 [ED N 0

Sentence Structure

Exercise: Is this group of words a sentence or a phrase?

1. Exciting movie

® [t is a sentence.

® It is a phrase.

EKEKEER KNS E R E ERED = ES D EN 66 0 En
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In using the program of the Multimedia e-book, the samples had to
read the contents and do the accompanying exercises in each unit before
recording the results in the record sheet provided. Then, after 2 weeks of using
the program of Multimedia e-book, the experimental group handed in the
record sheet which showed their study results. At this stage, the researcher
gave the experimental group the Posttest which was similar to the Pretest. After
that, the researcher distributed copies of the satisfaction questionnaire to the
experimental group to complete and then collected the completed copies of
the questionnaire.

In the step of data analysis, the total exercise score resulting from the
experimental group’s use of the program and the Posttest score were
compared to find out the value of the effectiveness of the Multimedia e-book.
However, with regard to developing good writing skills in English, it is
considered that such skills come from practice, determination and hard work
(Myles, 2008; Bloomsbury International, 2012). Also, the researcher considered
that the contents about English sentence writing in the Multimedia e-book were
of some difficulty to the experimental group. Thus, the researcher set the
criterion of the value of effectiveness of the Multimedia e-book at 75/75. This set
criterion was in compliance with the generally accepted set criterion for the
innovated materials containing contents of complex elements for understanding
and for the materials designed for improving skills which need practising in a
long period of time (Promwong, 2008). In addition, to find out the differences
between the average scores of the Pretest and the Posttest of the experimental
group, the analysis of Paired Dependent Sample Test was undertaken.

Moreover, the researcher analyzed the results of the answers to the
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Questionnaire on Students’ Satisfaction with the Developed Multimedia e-Book
to find out scores of mean and S.D. by using the SPSS Program.
As earlier mentioned, the steps in the experimental process and data

collection could be summed up as shown below.

Pretest _ Analysis of Paired

l Dependent Sample Test

Use of Multimedia e-book

Finding out the value of the

v
Doing Exercises in the

effectiveness of the

\ 4

Multimedia e-book

Multimedia e-book

Questionnaire on Analyzing the results of the

A\ 4

Students’ Satisfaction . .
answers to the Questionnaire

with the Multimedia e-book

Figure 1 Steps in the Experiment Process
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Results and Discussion

The results from the experiment and points to be discussed were as
follows:

1. As for the value of the effectiveness of the Multimedia e-book
resulting from comparing the experimental group’s Multimedia e-book exercise

score and the Posttest score, the results revealed as shown below:

Table 1 Data for finding out the value of the effectiveness of the Multimedia e-

book
Exercise Score
Posttest
No. of Unit Unit Unit Unit Unit Unit Unit Unit Unit Seore
students 1 2 3 4 5 6 7 8 9

(20) (20) (20) (20) (20) (20) (20) (20) (20) ¢
1 18 16 15 16 17 14 16 15 15 51
2 13 11 14 12 15 13 16 14 13 46
3 16 10 14 12 10 " 15 13 15 50
4 19 17 20 17 16 18 16 19 19 63
5 20 20 20 20 20 20 20 20 20 49
6 18 17 15 16 16 15 12 12 11 53
7 14 12 13 1 11 16 14 10 13 49
8 14 12 13 1 11 16 14 10 13 53
9 16 " 13 16 12 15 14 15 13 49
10 17 16 15 15 15 12 " " 13 56
" 19 17 15 13 12 15 14 16 14 48
12 19 17 15 13 12 15 14 16 14 52
13 20 20 20 20 20 20 20 20 20 42
14 20 20 20 20 20 20 20 20 20 58
15 14 12 13 " " 16 14 10 13 52
16 18 15 19 16 14 18 17 16 15 55
17 18 14 15 19 10 14 15 10 12 47
18 14 11 15 12 16 13 13 16 12 40
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Table 1 (continued)

Exercise Score
Posttest
No. of Unit Unit Unit Unit Unit Unit Unit Unit Unit Seore
students 1 2 3 4 5 6 7 8 9

(20) (20) (20) (20) (20) (20) (20) (20) (20) 9

19 20 20 20 20 20 20 20 20 20 46
20 20 20 20 20 20 20 20 20 20 53
21 17 13 13 12 15 16 14 12 13 30
22 17 16 17 18 17 16 16 17 18 39
23 " 15 13 16 14 12 " 16 15 56
24 1" 13 13 14 13 14 14 15 16 49
25 13 12 1" 16 15 13 17 14 16 58
26 17 17 16 17 17 16 17 16 17 55
27 12 15 14 17 14 15 15 13 16 58
28 19 15 17 17 12 13 17 12 13 55
29 19 15 17 17 12 13 17 12 13 58
30 19 12 14 13 12 15 10 13 14 57
31 20 20 20 20 20 18 20 20 19 37
32 20 20 17 18 15 19 19 17 16 53
33 16 17 16 16 15 17 16 16 17 50
34 16 18 18 18 10 " 18 14 16 57
35 17 13 17 16 12 14 15 12 13 58
36 16 15 17 15 14 16 " 13 " 59
37 17 19 18 18 13 15 16 16 17 61
38 14 12 14 15 13 17 16 15 16 57
39 17 18 18 18 16 18 17 18 17 47
40 15 14 17 13 15 15 18 17 16 57

Total 670 617 641 634 582 624 629 601 614

Grand total 5612 2063

From the data above, the value of the effectiveness of the Multimedia

can be analyzed as in the following:
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X1
E= 2 x100 = —22__ y 100 = 77.94
NxA 40 X 180
> X2 2063
=S5 X100 = 3o%es x100 = 79.34

“E, " means the effectiveness of the process. “2X1” means the total
sum of the exercise scores or the activity scores in the units of the program. “A”
means the full score of the exercise scores or the activity scores in the units of
the program. “N” means the number of the learners.

In the meantime, “E,” means the effectiveness of the results. “2X2"
means the total score of the Posttest. “B” means the full score of the Posttest.
“N” means the number of the learners.

Thus, from the figures above the value of the effectiveness of the
Multimedia e-book (E /E) was 77.94/79.34, which was in the range of the earlier
set criterion of 75/75. Such a result could be discussed that due to the
experience in estimating learners’ ability in learning English, the researcher
could set a close criterion to the reality of the results. Moreover, the designed
contents and exercises with some levels of difficulty could reflect the degree of
the value of the effectiveness of the Multimedia e-book in advance.

2. As for the average scores of the Pretest and the Posttest of the
experiment group, it was found that the average pretest score was 37.83 points
out of the total score of 65 points with an S.D. of 8.83 points, whereas the
average posttest score was 51.58 points out of the total score of 65 points with

an S.D. of 6.96 points.



MFU CONNEXION, 3(1) || page 130

With regard to the differences between the average scores of the
Pretest and the Posttest of the experimental group through the analysis of

Paired Dependent Sample Test, it was found out as shown in the table below:

Table 2 Differences between the average scores of the Pretest and the

Posttest of the experimental group

Differences of Number of Std. Sig.
T
Average Scores Students Deviation (2- tailed)
Posttest Score- 13.75 40 1.297 10.599 0.000

Pretest Score

From Table 2 above, it can be seen that the average posttest score
was significantly higher than the average pretest score at the significant level of
.05 resulting from the use of the Multimedia e-book.

This finding can be discussed that the program of the Multimedia e-
book which had been designed with the idea of giving immediate feedback
after the learner’s submission of the answers, could help the learners’ learning
as they could review the lessons at once after obtaining the results from doing
the exercises in the lesson. Moreover, the aspect of interactions in the program,
which could stimulate the learners to think to make a decision in choosing the
best answer, and also to review the lesson as needed before resuming their
learning, could lead to the learners’ better understanding in the contents of
what they were assigned to learn. This idea is relevant to Gagne’s 9 steps of
instruction (Wikipedia, 2013) and the learning theory of Cognitivism (Learning-

Theories.com, 2010), which states that people are rational beings that require
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active participation in order to learn, and whose actions are a consequence of
thinking.
3. Average scores of separate test items resulting from the posttest

of the experimental group can be seen below:

Table 3 Average scores of separate test items resulting from the posttest of the

experimental group

I. For each group of words that is a sentence, write “S”
Content in
Part/ ltem in the corresponding column. If it is a fragment, write Mean )

“F” in the corresponding column. (10 points) ont
V1 1. Just keep quiet. 0.93 1
V2 2. Until | arrive home. 0.95 1
V3 3. Please call me back. 1.00 1
V4 4. Because it is very important. 0.13 1
V5 5. Listen to me. 0.98 1
V6 6. To reach the ultimate goal. 0.98 1
\24 7. Late again. 0.98 1
V8 8. It's up to you. 1.00 1
V9 9. What happened? 0.93 1
V10 10. Creative thinking. 1.00 1

II. Give the correct forms of the verbs

(to+V1, Ving or V3) in the sentences. (5 points)
V11 1. (Get) a good grade, you should study harder. 0.43 3
V12 2. The man (talk) to the manager is our new supervisor 0.95 3
V13 3. It was nice (hear) from you. 0.08 3
V14 4. The book (recommend) by the teacher cannot be 0.90 3

found
V15 5. The workers (ask) for a higher salary may go on a 0.95 3

strike.
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Table 3 (continued)

lIl. Complete the following sentences. Use only one Content in
Part/ ltem Mean

word in each blank. (10 points) Unit
V16 1. All of us......Mary a good person. 0.95 2
V17 2. Mynew houseis.................. 0.95 2
V18 3. My mother............... in a good mood today. 0.75 2
V19 4.0 in the library yesterday afternoon. 0.50 2
V20 5. We..oooiii good students. 1.00 2
V21 6. When will Somsri.....a secretary? 0.95 2
V22 7. This factory.........1,000 units of refrigerators a day. 0.90 2
V23 8.Don't...........me alie. 0.63 2
V24 9. Today Jack looks............ 0.93 2
V25 10. Nothing is............. in this department store. 0.85 2

IV. Identify whether the sentences below are simple

sentences or compound sentences. Write “SS” for

“Simple Sentence” and “CS” for “Compound Sentence”

in the box provided. (5 points)
V26 1. I will go shopping and seeing a movie next 0.98 4

weekend.
V27 2. | don't like either meat or chicken. 1.00 4
V28 3. You should not eat big dinner; it can make you fat. 0.98 4
V29 4. He did not stop smoking, nor did he stop drinking. 0.88 4
V30 5. | tried to talk to her; however, she was not interested. 1.00 4
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Table 3 (continued)

V. Put the words like who, whom, whose, that, when,
Content in
Part/ Item | where, though, if or etc. in the blanks as appropriate. Mean )
(10 points) unit
V31 1.Couldyou tell me............... the meeting will be 0.95 5
held?
V32 2. lamsorry............ Paul failed the exam. 1.00 5
V33 3. The girl.........dog died is crying. 0.95 6
V34 4. The land on..........a new house was built belongs to 0.50 6
my father.
V35 5.ls Peterthe one............ you talked to yesterday? 0.93 6
V36 6. He is not sure about the time............. he will be 0.10 6
available for an appointment.
V37 T, we are very careful, we can make mistakes. 0.60 7
V38 8. We will send you the products............ we receive 0.68 7
your confirmation of the order.
V39 9. Itwould be nice............. you could come. 0.95 7
V40 10. Wanna has never been abroad......... she speaks 0.90 7
very good English.
VI. Give the correct forms of the verbs in brackets.
(10 points)
V41 1. If I (win) the lottery, | would have bought a new car. 0.88 8
V42 2. I would not be late if | (be) you. 1.00 8
V43 3. If you study hard, you (pass) the test. 1.00 8
Va4 4. The program (send) to you next week. 0.98 9
V45 5. No new products (manufacture) last year. 0.93 9
V46 6. If John had a lot of money, he (buy) a new house. 0.83 8
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Table 3 (continued)

VI. Give the correct forms of the verbs in brackets. Content in
Part/ ltem Mean
(10 points) Unit
V47 7. Please tell me when the report (finish). 0.90 9
V48 8. The letter (type) now. 0.78 9
V49 9. I would like to know when these photos (take). 0.85 9
V50 10. By 4 p.m. tomorrow, all items of your order (deliver). 0.13 9
VII. Join each pair of sentences by using appropriate
relative pronouns (who, whom, whose, which, where
or etc.) (5 points)
V51 1. The new watch seems very splendid. My mother 0.78 6
bought it for me.
V52 2. That is the building. The exchange students will stay 0.30 6
there.
V53 3. I have never seen the man. His arm is broken. 0.93 6
V54 4. Did you see the lecturer? We invited him to be our 0.75 6
guest speaker.
V55 5. The boy will come here next Monday. He won the 0.78 6
first place in the speech contest.
VIII. Correct the following sentences. (10 points)
V56 1. We went there for join the English Camp. 0.95 3
VIII. Correct the following sentences. (10 points)
V57 2. The report should finish before | come back. 0.85 9
V58 3. The people in Chiang Mai is very friendly. 0.95 2
V59 4.1 gave to him my e-mail address. 0.90 2
V60 5. She told me she has a stomachache. 0.75 5
V61 6. Although it rained, but he went out. 0.78 7
V62 7. She is boring with him. 0.53 2
V63 8. The most of people agree with him. 0.05 2
V64 9. Jane married with George. 0.55 2
V65 10. When she had opened the door, her 0.58 7
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As shown in Table 3 above, it can be seen that the average scores of
some test items are lower than 0.2. Such test items are V4 (about how to use
“because”), V13 (about how to use “infinitive verb”), V36 (about adjective
clauses using when), V50 (about how to use Future Perfect Tense) and V63
(about how to use “Most + Noun”). The results implied that most of the
experimental group did not understand those elements in English usage. Also,
they possibly could not remember the correct use of such elements. They may
need more time for practice. So, these errors should be raised for corrections
appropriately. Otherwise, the errors can be repeated until they are fossilized.
Fossilized errors can be problematic in writing because the errors become
ingrained, like bad habits, in a learner’s repertoire, and they reappear despite
remediation and correction (Myles, 2008).

4. Results of the answers to the Questionnaire on Students’

Satisfaction with the Developed Multimedia e-Book can be shown as follows:

Table 4 Results of the answers to the Questionnaire on Students’ Satisfaction

with the Developed Multimedia e-Book

Level of
Item Content Mean SD
Satisfaction
1 The program is easy to use. 418 0.59 High
2 The difficulty of the content in each unitis af 4.20 0.56 High
the suitable level.
3 The sequence of the content is suitable. 4.25 0.63 High
4 The exercises are relevant to the contents in 4.35 0.62 High
the lessons.




MFU CONNEXION, 3(1) || page 136

Table 4 (continued)

Level of
Item Content Mean SD
Satisfaction

5 Doing the exercises as designed can make 4.23 0.70 High
you understand the contents.

6 The program provides opportunities for 4.30 0.69 High
interactions while learning.

7 Taking interactions in the program can help 4.37 0.63 High
you learn the contents.

8 Taking interactions in the program can make 4.40 0.63 High
you enjoy the lessons.

9 The program provides opportunities for the 4.47 0.60 High
learners to repeat the lessons and review the
contents.

10 The program provides flexibility for the 4.27 0.60 High
learners’ learning according to their learning
pace.

11 The program designed for the learners to 4.25 0.67 High
repeat the lessons can make the learner to be
more accurate in the contents learned.

12 The lessons enhance your basic knowledge 4.22 0.62 High
about English sentence writing.

13 The lessons facilitate your English sentence 4.15 0.62 High
writing.

14 The lessons can supplement your learning in 4.25 0.54 High
the classroom.

15 The lessons are challenging enough. 4.30 0.61 High
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Table 4 (continued)

Level of
Item Content Mean SD
Satisfaction
16 The immediate feedback of your learning 4.22 0.70 High
esults is good for your learning.
17 The lessons can stimulate your learning 3.97 0.73 High
interest.
18 The program can enhance your self-directed 4.23 0.66 High
learning ability.
19 The program is beneficial for your English 4.55 0.50 Highest
learning.
Average 4.27 0.63 High

Table 4 reveals that the experimental group expressed their high
satisfaction with the Developed Multimedia e-Book at the level of 4.27 out of the
rating scale of 5, with an S.D. of 0.63. This finding can be discussed that the
program of the Multimedia e-book as designed for the learners to exercise their
learning according to their learning pace and to encourage their self- directed
learning could lead to their satisfaction from the use of their own efforts in
learning as well as their confidence in their own learning. It can be pointed out
that this satisfaction of the experimental group is relevant to Maslow’s Theory
(Boeree, 2006), which states that one stage of an individual's needs is Esteem
needs. According to Maslow, the esteem needs are of two versions: a lower
one (the need for the respect of others, the need for status, fame, glory,
recognition, attention, reputation, appreciation, dignity, and dominance) and a

higher one (the need for self-respect, including such feelings as confidence,
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competence, achievement, mastery, independence, and freedom). So, the
experimental group’s more self-confidence in their self-directed learning
through the use of the program of the Multimedia e-book could enhance their

satisfaction with the program.

Conclusion and Suggestion

From the findings, which showed that the average posttest score was
significantly higher than the average pretest score at the significant level of .05
resulting from the use of the Multimedia e-book, it can be concluded that the
Multimedia e-book as designed can be of use to enhance basic knowledge in
sentence writing for the students majoring in Business English in the Faculty of
Business Administration at Rajamanagala University of Technology Rattanakosin.
Also, with such basic knowledge in sentence writing, the students should be
more ready for English writing ability development for business communication
later.

Also, drawing on this finding, | would like to suggest that learners
could be encouraged to learn on their own according to their learning pace
through the use of e-books or other means of online learning programs. In this
way, learners’ self-directed learning ability could be enhanced. Hence, if
possible, subject matters in all fields of study should be provided in the forms of
e-books or online learning programs. | believe that with a careful plan to make
use of modern technology in education as mentioned, it will be more
convenient for both the students and teachers in the teaching and learning
process as learning can take place at any place and any time. Moreover, this

kind of learning through the use of modern technology can supplement the
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teaching and learning process in the normal classroom if everything is well

planned.
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A Study of Reading Input and Writing Output with Regard to Nominal Groups
in Senior Middle School, China

1
Xiujie Wang

Abstract

The main aim of this research is to identify the potential influences of
reading texts in textbooks on students’ writing in senior middle school, China.
English reading passages are chosen from the textbooks for senior middle
school. And journals referred to English are randomly selected from the
students in senior middle school as well. Data analysis is based on functional
grammar (Halliday, 1998). The similar categories or complexity of nominal
groups used in students’ journal and guided writing are considered as the
possible effect of reading text that might have on students’ writing. The findings
show that although there are not as many categories of nominal groups in
reading texts used in students’ writing, some similarities of nominal groups
appeared. It is found that this study yields a more precise picture of lexico-
grammatical features in terms of nominal groups in reading affecting EFL
learners’ writing with senior middle school students in China. It is also found that
the study can help to develop students’ reading and writing in English language

teaching.

Keywords: Journal writing / Guided writing / Nominal groups / EFL learmers
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Yunnan Normal University, Yunnan, China



MFU CONNEXION, 3(1) || page 143

UNARER
a o gdv " [ dl di/ Y & R a a 1
NUATERRIRgUssasAnaniNeT Wiun @ nanaainnisany

a o A a aa a o a o
unAINIT N luntiiae Faunlsan1al s uresiniTausE Ay
o = =l a o dgl [ | [ % =
dsenAnE UszinAau idfailldungunimdeangeuasniaiae
o K a cY %3 a b4 v dl
1uin nMaanszideyaldnnugiaseaine laensnivinnaed Haliday

o : ay v o = = = o
(1998) HONANANNA AT TN NUAZTEULLLNUUINNAIRINNT
| A A o a o Y & 1 1 IS
87U NUANHHNAHaUT UL NUIENNT Nan1Faelans Iiiud N1 381
HARBNTEUARINGNANNF UATIINLIF08d 1 RARUTERENWINg

drunarnadisulunisFaunisaennimdang

o ] g = o K = a 1 a
ANHIATY: NTLULUNND / NITLAEULLLNUUINIG / NYNANNA /

=

AFannmasngelugiuenEmalszme

Introduction

Due to the importance of English learning, a large number of studies
have been conducted in the EFL teaching in China with the consequence that
EFL learners’ writing performance has come into sharp focus. A number of
problems with Chinese EFL learners’ writing have been identified. Lu (2002)
suggested that Chinese learners tended to overuse expressions which were
directly translated from Chinese equivalents. Lin (2002) discusses the overuse,
underuse and misuse of “it” in English writing of Chinese learners. Zhou (2013)
has investigated errors in English compositions written by senior high school

students in terms of grammatical and lexical errors. As reading has a close
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connection with writing (Jabbour, 2001: 291), English textbooks, as the main
source of reading input for Chinese EFL learers has attracted a lot of attention.
In both reading and writing, grammatical and lexical features have become
focal points. Many researchers in China have paid attention to the more
functional use of grammar rather than simple the form.

In China, the need for solving EFL learners’ writing problems and
improving English proficiency is clearly a major issue. One example of this
attempt to improve the writing of students can be observed in Guandu No. 2
High School in Kunming. These students are at the stage of entering university
and are required to take on two writing tasks: journal writing and guided writing.
Journals are to be written once a week covering the whole semester. The
guided writing is given to students twice in a semester once at the beginning
and once at the end. English language textbooks are used by the teacher with
a particular focus on the reading passages. The present study investigates
what effect the focus on the reading passages has on the writing of the
students. Special emphasis is placed on the use of the nominal group (Ng) as
perhaps these reading texts as writing models affect students’ writing more or
less in terms of nominal groups in different learning periods. Reading texts in
textbooks, journal writing and guided writing are involved in the present study in
order to identify the reading input and writing output with regard to nominal
groups. The importance of the nominal group is because it has the potential to
be expanded by adding information (pre-modifier) before the HEAD word and
after (the post-modifier). The nominal group is widely used in certain text-types
such a narrative, recount, procedure, report and in academic writing in

particular. Also the processes of nominalization, where words that are not
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normally nouns in terms of form are turned into nouns, or example the verb
‘erode’ can be used as a noun in the word ‘erosion’. Consequently, the ‘erosion’
can be modified to ‘extensive erosion’

The present study examines nominal groups in reading texts chosen
from English textbooks, students’ journal, and guided writing in terms of senior
middle school level, namely Grade Three. The reading texts and journal
samples are chosen from two phases in a semester: (1) the beginning and (2)
final phase. The guided writing are picked up from the beginning and final
phase as well. The analysis carried out in this study aims to answer the
following research questions:

1. What kinds of nominal groups are exposed in reading texts in
Chinese EFL learners’ English textbooks during the beginning and final phases
of a semester?

2. What kinds of nominal groups are used in Chinese EFL learners’
writing during the beginning and final phases of a semester?

3. Do the nominal groups exposed in the reading texts in the
textbooks respond in Chinese EFL learners’ writing as exemplified in their
journals and guided writing during the beginning and final phases of a

semester? If so, what are they?

Theoretical and Practical Issues Relevant to Reading Input and Writing Output

In academia, the connection between reading and writing is
undeniable. Jabbour (2001: 291) has discussed the close connection between
reading and writing. In her study, writing is considered as an activity informed

by reading, and influences reading, as learners become more proficient in their
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language use. According to Cunningsworth (2002: 73), reading as a kind of
input can be linked to other skills work, particularly listening and writing. As for
writing, acting as a kind of output, it was closely related to reading in a
textbook. As Grabe (2001) indicates reading turns into a tool to increase
learning, writing turns into a tool to share contributions. Van Dijk (1993) states
that writing is involved with expressing ideas by means of acceptable sets of
patterns and models, and acquiring information about those patterns and
models occurs through reading, specifically reading centered on grammar and
vocabulary. Accordingly, lexico-grammatical unit, namely nominal groups, in
reading texts, can act as the model for language learners to use in their written
work. Language teaching combined reading with writing can increase learners’

language proficiency.

Theoretical and Practical Issues Relevant to Nominal Groups
Foley (2011: 55) explains a nominal group can be the single noun and
the noun with modifiers. The modifier contains pre-modifier and post-modifier.
Pre-modifier refers to words that go before the head word, involving
one or more elements of Deictics (D), Numeratives (N), Epithets (E), and
Classifiers (C) (Halliday, 1998: 181-186; Foley, 2011: 8-9). Following is an

example given by Halliday (1998: 180):

those two splendid old electric trains

Deictic Numerative | Epithet1 Epithet2 Classifier Thing

Foley (2011) further explains the four elements in nominal groups with

some examples:
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1) Deictics (D) point to the noun functioning as the “Thing”.

Articles e.g. a, an, the
Deictics Demonstratives e.g. this, that, these, those
Possessives e.g. my, her, their, my father's

2) Numeratives (N) tell how many of the “Things” there are or in what

order they occur.

Cardinal numbers e.g. one, two, three, a thousand
Numeratives | Ordinal numbers e.g. first, second, third
Indications of uantity e.g. lots of, many of, a few, some, every, all

3) Epithets (E) describe the quality of a “Thing”. Epithets mainly
consist of adjectives. For example, young, clean, blue, happy, interesting.

4) Classifiers (C) establish the “Thing” as a member of a class.

Adjectives e.g. Chinese, Thai, Viethamese, public,
inancial
Classifiers
Nouns e.g. car park, home party
(functioning as Classifiers)

Nominal groups can also have a post-modifier. The post- modifier is
namely words that come after the head word. According to Foley (2011), there
are several types of post-modifier. One is the preposition phrase [pp+ng]. For
instance, the little dog [in her room] “in” is preposition, “her room” is a nominal
group. Other post-modifier can be finite and non-finite relative clauses. For

example, “The man who is speaking now [finite relative clause] is the president.

The man speaking now [non-finite relative clause] is the president.” (2011: 9)
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To make it clear, Table 1 provides an overview of constituents of

nominal groups.

Table 1 Constituents of nominal groups

Nominal Groups (Ngs)

Single noun Noun with modifier
Pre-modifier Head Post- modifier
Article Preposition
Deitic Demonstrative phrase
Possessive (pp+ng)

Cardinal number
A Noun/ Finite relative
Numerative Ordinal number
Pronoun clause
Indication of quantity

Epithet Adjective Non-Finite
Adjective Relative clause
Nouns (reduced relative
Classifier (functioning as classifiers) clause)

Modified from Foley (2011)

Methodology

Data collection

Both reading and writing data are involved in the study. The reading
texts are chosen from textbooks for Grade three in a semester: Senior English
for China Student's Book 3. The researcher marks reading texts chosen from
Book 3 as “RT”. And “a” and “b” are assigned to the reading texts chosen from

the beginning and final phase. There are four texts selected from each phase.
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The texts chosen from a phase are coded from 1 to 4.

As for the writing data (Table 2), it is collected in the form of students’
journals and guided writing in terms of Grade Three. “WT” refers to English
writing from Grade Three, “JT” stands for journal writing and “GT” refers to
guided writing. Both journals and guided writing are selected from two phrases:
(1) the beginning “a” and (2) the final “b”. There are 18 weeks in one semester.

Each student should write fifteen journals in a semester. As for the beginning

phase, the 3rd journal is picked up. In the final phase, the 15t journal is

chosen. The rationale for selecting the 3™ ang 150 journal is because the 3rd

journal has been written in the fourth week when students have finished their

reading in the beginning phase, and the 15th journal is the last journal of the
semester. Some responses to reading in certain phases might be exhibited in
chosen journals.

There are ten classes in Grade Three. The researcher randomly
selects two students’ writing from both phases in each class. Accordingly, there
are 40 journals and 40 pieces of guided writing (2 students x 10 classes x 2
entries = 40 entries). Totally, 20 students are coded by numerical order.

In journals, students can write whatever they like. In order to meet the
requirements of the National College Entrance Examination (NCEE), students in
Grade Three in senior high school are required to write about 100 words in their

journal.
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Table 2 Writing Data Selection

Writing Data (80 entries)
The beginning phase (40 entries) The final phase (40 entries)
WT(1-20)a WT(1-20)b
Journal Journal
Guided writing Guided writing
(the 3™ journal) (the 151 journal)

JT(1-20) a GT(1-20) a JT(1-20)b GT(1-20)b
20 entries 20 entries 20 entries 20 entries

Method of Analysis
This research has employed a qualitative method based on
quantitative analysis. Constituents of nominal groups (Table 1) are applied to

the data analysis. The framework of data analysis is as follows (Table 3):

Table 3 Categorization of nominal groups

Single Noun & Noun with Pre-modifier
N1 Single Noun A Noun /Pronoun e.g.you, it, he
N2 D+H e.g. a gift, my friends
N3 N+H €.g. some games
N4 E+H e.g. new e-mail
N5 C+H e.g. strawberry smoothie
N6 D+N+H e.g. the first alley
N7 D+E+H e.g. a big seal
N8 D+C+H e.g. Clash’s music video
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Single Noun & Noun with Pre-modifier
N9 with Pre-modifier | N+E+H e.g. many big leaves
N10 N+C+H e.g. many water activities
N11 E+C+H e.g. pink nail polish
N12 D+N+E+H e.g. these three remote controls
N13 D+N+C+H e.g. the first pine tree
N14 D+E+C+H e.g. the big sun glasses
N15 N+E+C+H e.g. two closed circuit cameras
N16 D+N+E+C+H e.g. this first little baby boy (Foley 2011:
Noun with post-modifier
N17 | with Post-modifier | preposition phrase e.g. the colour [of the word]
[pp+ng]
N18 relative clause e.g. My friend who stands next to Max
call me.
N19 reduced relative e.g. You just press the Talk button,
clause located at the middle top.

(D means Deictic, N is Numerative, E stands for Epithet, C represents Classifier

and H is instead of the head noun.)

Modified from Foley (2011)

The categories of Ngs are from N1 to N19. The input of Ngs is

considered as a variety of categories used in English reading texts. And the

output of Ngs is considered as similar categories or complexity of nominal

groups that appear in reading texts used in students’ writing in terms of the

beginning and final phase of a semester.
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In the process of data analysis, for the convenience of data analysis,
firstly, the researcher has typed both reading and writing texts into the
computer. Secondly, the researcher applies manual analysis to identify
categories of English nominal groups in each text in terms of the first framework
(Table 3) presented above. There are eight reading texts chosen from English
textbook and 80 writing entries collected from Grade Three. Thirdly, the
researcher compares nominal groups between reading and writing in terms of
two phases. In addition, an electronic Microsoft program Excel is employed to
provide statistic analysis in terms of Ngs in both reading and writing texts by

histogram for showing the variation of Ngs.

Findings
This section presents the findings obtained from the eight reading
texts and 80 writing texts in Grade Three about the similarities of nominal

groups, namely categories and complexity.

Reading
Table 4 The application of Ngs in Senior English for China Student's Book 3 for

Grade Three in the beginning phase

N1 [ N2 [ N3 [ N4 | N5|N6|N7|N8|NI INTOINTTINT12[N13[N14[N15[N16|{N17|N18|N19
RTa1 + |+ |+ |+ + + + | + | +
RTa2 + |+ [+ ]+ + | + + + + |+ |+
RTa3 | + | + |+ |+ |+ |+ |+ |+ + + | + + |+ |+
RTa4 | + |+ |+ |+ |+ ]|+ ]|+ ]|+ + |+ |+ |+ |+ + +

(“+” means the category of nominal group is used in the text)
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In the beginning phase, there are seventeen categories of Ngs. One-

element and two-element pre-modifiers are used frequently. As for the post-

modifier, N17 is used more often than N18 and N19. Ngs with both pre-modifier

and post-modifier can be found in the chosen texts. Embedded Ngs are used

in RTa1, RTa2 and RTa3. And expanded Ngs can be found in RTa3 and RTa4.

Table 5 The application of Ngs in Book 3 for Grade Three in the final phase

N1

N2

N3

N4

N5

N6

N7

N8

N9

N10

N11

N12

N13

N14

N15

N16

N17

N18

N19

RTb1

+

+

+

+

+

+

+

+

+

+

+

+

+

+

RTb2

+

+

+

+

+

+

+

+

+

+

+

+

RTb3

+

+

+

+

+

+

+

+

+

+

+

+

RTb4

+

+

+

+

+

+

+

+

+

+

+

+

In the final phase, eighteen categories of Ngs are used. Although two-

element pre-modifiers still take the great proportion of the pre-modifier used in

these texts, three-element pre-modifiers increase. N18 and N19 as the post-

modifiers are used more. Ngs with both pre-modifier and post-modifier can be

found in the texts. Embedded Ngs can be found in RTb1, RTb2 and RTb3. And

expanded Ngs are used in RTb1, RTb2 and RTb4.

Writing

Participant 1 (S1)

Table 6 Nominal groups’ output of S1

N1

N2

N3

N4

N5

N6

N7

N8

N9

N10

N11

N12

N13

N14

N156

N16

N17

N18

N19

JT1a

+

+

+

+

+

GTla

+

+

+

+

JT1b

4

GT1b
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Eleven categories of Ngs can be found in both the beginning and final
phase. One-element or two-element pre- modifiers dominate the writing entries.
Ngs with both pre-modifier and post-modifier can be found in the phases.

Expanded N4 is used in the final.

Participant 2 (S2)
Table 7 Nominal groups’ output of S2

N1 [ N2 [ N3 | N4 | N5 | N6 | N7 [ N8 [N [NTOIN1T|N12|N13|N14[N15[N16|N17|N18|N19
JToa | + | + | + + | + + + +
GT2a + | + + | + + +
JT2b | + | + | + | + + |+ |+ + + |+
GT2b | + | + | + | + + +

Nine categories of Ngs are used in writing in the beginning phase,
whereas ten categories of Ngs can be found in the final phase. Moreover,

various epithets can be found in the final.

Participant 3 (S3)
Table 8 Nominal groups’ output of S3

N1 [ N2 [ N3 [ N4 | N5|N6|N7|N8|NIINTOINTTINT12[N13[N14[N15[N16{N17|N18|N19
JT3a | + | + | + | + + |+ |+ ++ |+
GT3a + | + + I
JT3b | + |+ |+ |+ |+ + |+ + |+ ++ |+
GT3b | + | + + +

There are ten categories of Ngs used in writing texts in the beginning
phase and twelve categories of Ngs can be found in the final phase. Expanded
N4 can be found in the final phase. Moreover, various epithets in Ngs can be

found in both of the phases.



Table 9 Nominal groups’ output of S4

Participant 4 (S4)
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N1 [ N2 | N3 [ N4 |N5[N6|N7|N8|NI|NTO|NTT|N12[N13|N14[N15|N16|N17|N18|N19
JT4a + |+ |+ [+ |+ ]+ |+ + | + +
GT4a + |+ |+ |+ |+ +
JT4b + |+ |+ |+ + |+ |+ + + | +
GTdb | + | + | + | + + +

There are ten categories of Ngs used in writing in the beginning

phase, whereas eleven categories of Ngs can be found in the final. Embedded

N17 can be found in the beginning. And expanded N7 and N8 can be found in

the final.

Participant 5 (S5)

Table 10 Nominal groups’ output of S5

N1

N2

N3

N4

N5

N6

N7

N8

N9

N10

N11

N12

N13

N14

N15

N16

N17

N18

N19

JTba

+

+

+

+

+

+

+

GTb5a

+

+

+

+

JTob

+

+

+

+

+

+

+

+

GT5b

+

+

+

+

+

+

+

There are ten categories of Ngs used in writing in the beginning phase

and twelve categories of Ngs can be found in the final phase. Moreover, a

variety of numeratives are used in the beginning. As for the final, various

epithets are used.
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Participant 6 (S6)

Table 11 Nominal groups’ output of S6

N1

N2

N3

N4

N5

N6

N7

N8

N9

N10

N11

N12

N13

N14

N15

N16

N17

N18

N19

JT6a

+

+

+

+

+

+

+

GT6a

+

+

+

+

+

JTeb

+

+

+

+

+

+

GTéb

4

+

4

+

+

+

There are twelve categories of Ngs used in writing in the beginning

phase, whereas eleven categories of Ngs can be found in the final. Expanded

N7 can be found in the beginning phase. Various epithets are used in both

phases.

Participant 7 (S7)

Table 12 Nominal groups’ output of S7

N1

N2

N3

N4

N5

N6

N7

N8

N9

N10

N11

N12

N13

N14

N15

N16

N17

N18

N19

JT7a

+

+

+

+

+

+

+

GT7a

+

+

+

+

JT7b

+

+

+

+

+

GT7b

+

+

+

+

+

+

There are nine categories of Ngs used in writing in the beginning

phase and ten categories of Ngs can be found in the final. Embedded N17 is

used in the final phase. And expanded N7 can be found in the beginning,

expanded N11 is used in the final.



Participant 8 (S8)

Table 13 Nominal groups’ output of S8
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N1

N2

N3

N4

N5

N6

N7

N8

N9

N10

N11

N12

N13

N14

N15

N16

N17

N18

N19

JT8a

+

+

+

+

+

+

+

GT8a

+

+

+

+

+

JT8b

+

+

+

+

+

+

GT8b

+

4

+

4

+

There are ten categories of Ngs used in writing in the beginning

phase, whereas eleven categories of Ngs can be found in the final. Moreover, a

variety of epithets are used in the phases.

Participant 9 (S9)

Table 14 Nominal groups’ output of S9

N1

N2

N3

N4

N5

N6

N7

N8

N9

N10

N11

N12

N13

N14

N15

N16

N17

N18

N19

JT9a

+

+

+

+

+

+

+

+

GT9a

+

+

+

+

JT9b

+

+

+

+

+

+

+

GT9b

+

+

+

+

+

+

+

+

Eleven categories of Ngs used in writing in the beginning phase and

thirteen categories of Ngs can be found in the final. However, there are limited

epithets.

Participant 10 (S10)

Table 15 Nominal groups’ output of S10

N1

N2

N3

N4

N5

N6

N7

N8

N9

N10

N11

N12

N13

N14

N15

N16

N17

N18

N19

JT10a

+

+

+

+

+

+

GT10a

+

+

JT10b

+

GT10b
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Ten categories of Ngs used in writing in the beginning phase,
whereas eleven categories of Ngs can be found in the final. Although Ngs used
in writing are simple, Ngs with both pre-modifier and post-modifier can be

found in both phases.

Participant 11 (S11)
Table 16 Nominal groups’ output of S11

NT | N2 | N3|N4|N5|N6|N7|N8|N9INTOINTT[NT12[N13[N14[N15[N16|N17|N18|N19
JTMa | + | + | + | + + + + +
GTa | + | + | + + +
JTb | + | + | + | + | + |+ |+ + + + |+
GT11b | + | + + + +

There are nine categories of Ngs used in writing in the beginning
phase and twelve categories of Ngs can be found in the final phase. Ngs with
both pre-modifier and post-modifier can be found in the two phases. Moreover,

various epithets can be found in both of the phases.

Participant 12 (S12)
Table 17 Nominal groups’ output of S12

NT | N2 | N3 [ N4 |[N5|N6|N7[N8|NI|NTO[NTT[N12|N13|N14[N15|N16|N17|N18[N19
JT2a | + | + |+ |+ | + |+ |+ + +
GT12a + |+ + |+ +
JT12b | + | + | + + |+ + |+ + + |+
GTi2b | + | + | + | + + + |+

There are nine categories of Ngs used in writing in the beginning
phase, whereas eleven categories of Ngs can be found in the final. Embedded
N17 can be found in GT12a. Moreover, a variety of numeratives are used in the

final. However, limited epithets can be found in the two phases.



Participant 13 (S13)

Table 18 Nominal groups’ output of S13
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N1

N2

N3

N4

N5

N6

N7

N8

N9

N10

N11

N12

N13

N14

N15

N16

N17

N18

N19

JT13a

+

+

+

+

+

+

GT13a

+

+

+

+

JT13b

+

+

+

+

GT13b

+

4

+

4

phase. Limited epithets can be found.

Nine categories of Ngs are used in both the beginning and final

Participant 14 (S14)

Table 19 Nominal groups’ output of S14

N1

N2

N3

N4

N5

N6

N7

N8

N9

N10

N11

N12

N13

N14

N15

N16

N17

N18

N19

JT14a

+

+

+

+

+

+

+

GT14a

+

+

+

+

JT14b

+

+

+

+

+

+

GT14b

+

+

+

+

+

There are nine categories of Ngs in the beginning phase and eight

categories in the final phase. One-element or two- element pre-modifiers

dominate Ngs in the entries. Expanded N4 can be found in the final.

Participant 15 (S15)

Table 20 Nominal groups’ output of S15

N1

N2

N3

N4

N5

N6

N7

N8

N9

N10

N11

N12

N13

N14

N15

N16

N17

N18

N19

JT15a

+

+

+

+

+

+

+

GT15a

+

+

JT16b

GT15b
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There are eight categories of Ngs used in writing in the beginning
phase, whereas nine categories of Ngs can be found in the final phase.

Moreover, limited epithets can be used.

Participant 16 (S16)
Table 21 Nominal groups’ output of S16

N1 | N2 [ N3 | N4 |N5|N6|[N7|N8|NO[NIO[NT1|N12|N13|N14[N15|N16|N17[N18|N19
JTiéa | + | + | + | + | + + | + + +
GT16a + | + +
JT1eb | + | + | + + + |+ |+ |+ + +
GTeb | + | + | + | + + |+ + |+

There are nine categories of Ngs used in writing in the beginning,
whereas twelve categories of Ngs can be found in the final. Various
numeratives can be found in the beginning. And expanded N5 can be found in

the final.

Participant 17 (S17)
Table 22 Nominal groups’ output of S17

NT | N2 | N3 [ N4 |[N5|N6|N7[N8|N9|NTO[NTT[N12|N13|N14[N15|N16|N17|N18[N19
JTM7a | + | + | + + |+ + + + |+
GT17a + |+ +
JTM7b | + | + | + + + |+ + + |+
GM7b | + | + | + | + +

There are nine categories of Ngs used in writing in the beginning
phase and ten categories of Ngs can be found in the final. Expanded N4 is

used in the final.




Participant 18 (S18)

Table 23 Nominal groups’ output of S18
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N1

N2

N3

N4

N5

N6

N7

N8

N9

N10

N11

N12

N13

N14

N15

N16

N17

N18

N19

JT18a

+

+

+

+

+

+

+

GT18a

+

+

+

JT18b

+

+

+

+

+

+

GT18b

+

+

4

+

+

There are eight categories of Ngs used in writing in the beginning

phase, whereas ten categories of Ngs can be found in the final. And expanded

N7 is used in the final phase.

Participant 19 (S19)

Table 24 Nominal groups’ output of S19

N1

N2

N3

N4

N5

N6

N7

N8

N9

N10

N11

N12

N13

N14

N15

N16

N17

N18

N19

JT19a

+

+

+

+

+

+

+

+

+

GT19a

+

+

+

+

JT19b

+

+

+

+

+

GT19

+

+

+

+

+

+

There are ten categories of Ngs used in writing in the beginning phase

and eleven categories of Ngs can be found in the final. Embedded N17 can be

found in the final phase. Moreover, a variety of epithets are used in the two

phases.
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Participant 20 (S20)

Table 25 Nominal groups’ output of S20

NT [ N2 [ N3 [ N4 | N5 | N6 | N7 [ N8 [ N9 [NTO|NTT|NT2|N13|N14[N15[N16|N17|N18|N19
JT20a | + |+ |+ |+ |+ |+ |+ |+ + +
GT20a o+ + o+ + o+
JT20b | + | + | + + + o+ + + o+ |+
GT20b | + | + | + | + + +

There are eleven categories of Ngs used in writing in the beginning

phase and twelve categories of Ngs can be found in the final. Embedded N17

can be found in the beginning phase. And expanded N7 and N14 can be

found in the final.

Comparison of Ngs between reading and writing

In order to make the comparison possible and feasible, two formulas

are involved:

(1) The percentage of Ngs in reading

the number of reading texts which involve the certain category of Ngs in a certain phase

X 100%
the total number of texts in the certain phase
(2) The percentage of Ngs in writing
the number of writing texts which involve the certain category of Ngs in a certain phase X 100%
0

20 students
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s in reading and writing in senior middle school level

100°
ou
I ®RTa
I | | WTa
40 o I BRTL
\ I N H ” ‘ WTb
| ELHNIRI

Nl N2 N3 N4 N5 N6 N7 N8 NO NIONI1INI2NI3INI4NI5N16 N17 N18§N19

Figure 1 The comparison of Ngs between reading and writing in terms of senior

middle school level

RTa stands for English reading texts for Grade Three chosen from
the beginning phase. English writing entries collected from the beginning
phase are indicated by WTa. RTb stands for English reading texts chosen
from the final phase. English writing entries collected from the final phase are

indicated by WTb.

As can be seen from Figure 1, seventeen categories of Ngs can be
found in the reading texts for Grade Three in the beginning phase. In writing
entries, there are fourteen categories of Ngs used in the beginning. N9
(N+E+H) and N16 (D+N+E+C+H) cannot be found in both reading and writing.
All the fourteen categories of Ngs in writing overlap with the Ngs in reading.

Although N12 (D+N+E+H), N13 (D+N+C+H) and N15 (N+E+C+H)
appeared in reading are not used in students’ writing and N14 (D+E+C+H) in
students’ writing is much less than that in reading, some similarities of Ngs
between reading and writing exist in the beginning phase. There are the same
percentages of N1 (single noun), N2 (D+H), N3 (N+H), N6 (D+N+H), N7

(D+E+H) and N17 (pp+ng) in both reading and writing. The percentages of N4
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(E+H) and N5 (C+H) in reading and writing are much close. The two Ngs in
writing achieve the percentages less than 25% lower than in reading. The
percentages of N8 (D+C+H), N10 (N+C+H) and N19 (Non-Finite relative
clause) in writing are close to their percentages in reading. It shows that
upwards of 50 percent students can use N8, N10 and N19 in their writing. N11
(E+C+H) and N18 (Finite relative clause) in students’ writing are nearly half of
the percentages in reading. Generally, the more Ngs are exposed in the
reading texts, the more responses students can give in their writing.

According to the analysis, N6, N10 and N19 used more in the
beginning reading are also used more in the beginning writing. Embedded N17
appeared in reading (RTa1 and RTa2) also can be found in writing (WT4a,
WT12a and WT20a) in this phase. Ngs with both pre-modifier and post-modifier
can be found not only in reading but also in writing. Reading texts involve a
variety of epithets, such as adjectives, present participles and superlatives of
adjectives. Especially, the superlatives of adjectives as epithets present in
RTa1, RTa3 and RTa4. In students’ writing of the beginning phase, superlative
adjectives acted as epithets also can be found in WT1a, WT5a, WT6a, WT8a,
WT14a, WT18a and WT19a. The present participle as epithet used in RTa1 can
be found in WT6a.

As for the final phase, seventeen categories of Ngs can be found in
the reading texts for Grade Three in the final phase. In writing entries of Grade
Three students, there are sixteen categories of Ngs used in the final. The
sixteen categories of Ngs used in writing overlap with the Ngs in reading. As
same as the beginning phase, N16 (D+N+E+C+H) cannot be found in both

reading and writing.
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Some similarities of Ngs between reading and writing exist in the final
phase. There are the same percentages of N1 (single noun), N2 (D+H), N3
(N+H), N4 (E+H) and N17 (pp+ng) in both reading and writing. The
percentages of N6 (D+N+H), N7 (D+E+H) and N18 (Finite relative clause) in
writing are close to reading. The three categories in writing get the percentages
less than 15% lower than reading. N10 arrives the percentage 20% lower than
reading. The percentages of N5 (C+H) and N8 (D+C+H) in writing are not far
less than the percentages in reading. It shows that more than 50 percent
students use N5 and N8 in their writing. N11 (E+C+H) in writing is more than
half of the percentage in reading.

Moreover, other similarities of Ngs between reading and writing can
be found in terms of the previous analysis. N9 and N15 appear in students’
writing. N11 and N18 increased in reading also increases in writing in terms of
previous analysis. And Embedded N17 used in reading (RTb1, RTb2 and
RTb3) also can be found in students’ writing (WT7b and WT19b) in the phase.
Ngs with both pre-modifier and post-modifier can be found not only in reading
but also in writing. Various epithets can be found in both reading and writing.
For example, present participles as epithets used in RTb1, RTb2 and RTb3 can
be found in students’ writing WT1b and WT4b; superlative adjectives as
epithets used in RTb1 also appear in WT4b, WT8b, WT16b and WT18b.
Gerunds as classifiers applied in RTb3 are used in WT3b and WT20b. Some

expanded forms of Ngs used in reading also can be found in students’ writing.
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Discussion

With regard to similarities, the categories of Ngs used in writing
overlap with the Ngs in reading; N6 (D+N+H), N10 (N+C+H) and N19 (Non-
Finite relative clause) used more in the beginning reading are also used more in
the beginning writing; N9 (N+E+H) only appeared in the final reading also
present in the final writing only; and N11 (E+C+H), N15 (N+E+C+H) and N18
(Finite relative clause) increased in the final reading also increase in the final
writing. Similar embedded forms, expanded forms and components of Ngs also
can be found in both reading and writing. The similarities discussed above
might be because of the impact of reading on writing.

As for differences between reading and writing, possible reasons
involve genre, curriculum requirements, English proficiency and writer’s choice.

Firstly, certain categories of Ngs dominate in different genres.
Accordingly, differences on categories of Ngs appear. For instance, in the final
phase, N9 in writing is used more than reading.

Secondly, curriculum requirements as the guideline for EFL teaching
in senior middle school might influence students’ writing. In accordance with
the curriculum requirements of senior middle school, complex Ngs are not
required in writing. Therefore in the beginning phase, N12 (D+N+E+H), N13
(D+N+C+H) and N15 (N+E+C+H) appeared in reading are not used in
students’ writing. N14 (D+E+C+H) in students’ writing is much less than
reading. In the final phase, N12 (D+N+E+H) appeared in reading is not used in
students’ writing; N14 (D+E+C+H), N15 (N+E+C+H) and N19 (Non-Finite

relative clause) in writing are much less than reading.



MFU CONNEXION, 3(1) || page 167

Thirdly, English proficiency of students might be one of the reasons for
limited Ngs in students’ writing.

Writer's choice might be the fourth reason for the differences.

Conclusion

The results show that reading texts in textbook might have its potential
effects in Grade Three students’ writing output. Generally, the more Ngs are
exposed in the reading texts, the more responses students can give in their
writing. Accordingly, providing writing tasks connected to reading texts might
stimulate the development of students’ writing, even deepening the

understanding of lexical-grammar facet in both reading and writing.
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Abstract

The documentary movie ‘Citizen Juling' featured political, cultural,
historical and ethnic conflicts amongst people in the South of Thailand, the
conflicts also facing those in the North of Thailand. The story, narrated
according to local political situations, attempted to present varied views of
different groups of people towards conflicts having arisen from historical,
religious, ethnic and cultural issues prevalent in ASEAN member countries. This
article was based on a cultural study devoted to understanding ‘strangers in
our land’, a phenomenon of change encountered by the ASEAN countries in

their course towards an ASEAN community.
Keywords: Citizen Juling / ASEAN citizen / Pluralism
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