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Chapter I
INTRODUCTION

1.1 Background of the Study

The past decade of Thailand’s education has seen a growing number of
international schools, foreign collegé}and universities, and some
undergraduate and pest-graduate pro raﬁ.&hat use English as a language of
instruction (erlyaehltra 2002)4h an attempt to accommodate globalization

and mternatlonallz/atlon :

prominent role’am

1glish literacy has gained an increasingly

'al stud ts. The striving to become internationalized

is becoming mere i g because it Is believed to lead to a knowledge-

based society where £nglish is-used as a de facto language for access to

knowledge sources ( r, 2008)‘5]hose who have a good command of
English, especiallyacademic ‘Englf§h Which is.an advanced form of English
used widely in form settmgs havéégeater advantage of benefiting from the
wide access to mformatlonﬂﬁd ear@better professional and educational
statuses and opportumﬁe% |n’souety" En'gl'sh Iang}Jage literacy is regarded as

an mstrumeﬁT '.i; i 9pat|onal success. As

Scarcella (2003' 7) stressed, “[w]ithout knowled@e of academic English,
individuals may be excluded from participation in educated society and
prevented fromgransforming it

However, inthe current situation, most users of English as a foreign
language. are.struggling.with using,the language.for general Communication, so
they are notaccustomed to using*English as'a language offinsteuction in
academic contexts. This has become an issue of concern as academic
language is not acquired during the early years of second-language acquisition,
whereas the use of English across the curriculum in tertiary education requires
advanced academic skills for content comprehension. Not only does the
problem stem from the cognitive factor, but it is also closely related to some
students’ affects, such as motivation and persistence, to name a few. English-

language learners in general regard English as too challenging to acquire and



tend to react negatively to learning it. Students bring to their English-language
classroom certain beliefs rooted in their past experience, and such beliefs can
be influential to their present study. Some negative beliefs lead to doubts and
consequently lower their confidence in learning. This perception has
potentially minimized the opportunity to learn effectively. The students’
beliefs about themselves, their mogiyation, their confidence and their anxiety
in learning affect their academic de%)@ment, hindering their performance.
Beliefs are very-nfiuential,in adéden‘r'rq's,uccess, as Pajares and Schunk
(2002) put, “manysstudenis have diffieulty insschool not because they are
incapable of pegiormi

stiecesstully but because they are incapable of

believing that t  rf rm successfully”, “Therefore, in order to handle a

4 "4
challenging taskstudenis will need both cognitive and affective strength as

their instruments. J/Thg'a e'Cthje stbgrfgth may even be primary because if
students are affectively, (ep;e{rled, tﬁﬁy are ready to make cognitive progress
even in the face of difficulty. - iféij_,_

According to thejﬂi_ridry of @éﬁ beﬁavior, people will have an

incentive to act if they.believe that their aetion will produce desired effects.

Such belief lsé personal efficacy and itis-a ma}gréasis of action. It is the
belief of pers"oﬁ_al efficacy that guides people’s Iiﬁﬁgnd leads them to
accomplishmem-fI Self-efficacy is defined as “...béliefs in one’s capabilities to
organize and executé'the courses of aetion required. to produce given
attainments®«(Bandura 1997..3).

In academic performarice, self-efficacy has influenced motivation and it
is evident in'students’ effort, persistenceand chaices of activities (Zimmerman
and Cleary, 2006). That is, when students believe that they are proficient to
perform a task, they will become more engaged, make a greater effort, be more
persistent in a difficult task and be willing to choose a more challenging task.
A number of previous studies also report that self-efficacious students
demonstrate lower anxiety levels, are flexible in the use of strategies and are
self-regulated (Pintrich and DeGroot, 1990; Zimmerman, Bandura and
Martinez-Pons, 1992).



Self-efficacy research shows that students’ self-efficacy is a strong
predictor of achievement (Hsieh and Schallert, 2008) and, in particular, self-
efficacy in learning a foreign language is significantly associated with
language proficiency (Pajares 1996b; Pintrich and De Groot, 1990; Pajares
and Schunk, 2001; Mills,Pajares and Herron, 2006). Students with high self-
efficacy tend to believe that they: wi}l be successful in tasks and they take
mistakes as a usual part of Iearning.l/f_ﬁ',gjf’students will be willing to be
engaged in challenging tasks as they believeThat the tasks will help them learn
more. On the conirary; Students wha have low.self-efficacy tend to believe in
their low abilitya‘lﬁ//y will choose to perform less challenging tasks to

avoid making mista Iara)du'r'a,-_ 1993). It can be said that when students

begin their studywi s'elf—eﬂi,éacy, they tend to be motivated and, as a

result, they are li 'moje sé{fffegulated and successful in their

- J
academic study." In €ontrast, _s,tude;ftg with low self-efficacy start off their
study with low confidence and tendfjp__do poorly, which will lead them back to

a cycle of low confidencé; low motivatioh and low performance, respectively.

Self-efficacy belief, therefore, deserves attention as one of the internal factors

that play an mﬁ)ortant role in students’ academic éocess.
;j '_"s')l
1.2 Statement of the Problems

LA

Research onsacademic reading/has found that Thai students in general
face difficulty in dealing with vocabulary, grammatical Structure, and
organization and length of reading passages. The last problem, in particular,
usually causes'decreasejin’students’ motivation and develops a negative
attitude toward the text they are reading. In addition, despite their knowledge
of effective reading strategies, low English-proficiency readers or learners do
not know how to apply those strategies to enhance their comprehension
(Aegpongpaow, 2008).

Reading proficiency and reading self-efficacy are both associated with
academic English literacy. As Guthrie and Davis (2003) point out, struggling
readers tend to be unmotivated, avoid academic tasks due to the lack of



strategies and have low self-efficacy. Therefore, reading proficiency, reading
self-efficacy and academic literacy are important components for academic
accomplishment. In conclusion, in order for students to acquire knowledge
and effectively use English in academic and professional communication
nowadays, they need to develop their academic English literacy. To achieve
this, reading proficiency and readi‘pg self-efficacy will serve as their
foundation. /,//

Based on thes association  of reédﬁsglj-efﬁcacy with reading
proficiency, this.stueyproposes Academic Liieracy-based Intervention, a

reading instructi

hataims to improve students®.academic literacy and
reading self-effi |l fl ‘structlon may increase Thai students’ reading
self-efficacy by P ber readlng materials and tasks, providing
appropriate strategi ols ;o d.é?|'VVlth difficulties while performing tasks,
encouraging social prgt:ibn eiéﬁ;,ir]geraction to help students construct
meanings, guiding'st entg t_d-becdfgp aware of their past achievement in
reading, providing a suppcrttve and _pﬁnswe atmosphere to facilitate
reading, and promotlng mdwlduahzw»éasessment that focuses on self-

assessment. ‘_'Ehe instruction will potentially mueﬁse the level of reading self-

efficacy, WhldﬁNlII improve reading proﬂmencyj‘f'{he students accordingly.

|
U o

1.3 Research Questions
This study attempted to answer the following research questions:
1. To what extent dogs the Academic Literacy-Based Intervention
maprove Thai university students’ English reaching proficiency?
1.1 To what extent does the Academic Literacy-Based
Intervention improve the English reading proficiency of
students with a high level of English reading proficiency?
1.2 To what extent does the Academic Literacy-Based Intervention
improve the English reading proficiency of students with a low

level of English reading proficiency?



2. To what extent does the Academic Literacy-Based Intervention
improve Thai university students’ reading self-efficacy?

2.1 To what extent does the Academic Literacy-Based
Intervention improve the reading self-efficacy of students
with a high level of English reading proficiency?

2.2 To what e the Academic Literacy-Based

Int‘% ?eadmg self-efficacy of students
veU)f dlng proficiency?

3. Isth I , of Thai university students’

an ing self-efficacy?
r Ctlon ct of English reading
» M . .

- l\rn '

profi |em;'y a’ed reading self- icacy in the group of Thai
i unlversmy,sjﬁ_ﬁengs’_ vith-a low level of English reading

. .—-x'\rnflmpnr‘\/') 4‘!:
re a significant di eﬁ‘éngllsh reading

profielency of the students who recelvngcademlc Literacy-Based

LRI e e

194 Obijectives of the Study

AR BRI e

Intervention on Thai university students’ English reading

proficiency.
1.1To investigate the effects of the Academic Literacy-Based
Intervention on the English reading proficiency of students

with a high level of English reading proficiency; and



1.2 To investigate the effects of the Academic Literacy-Based
Intervention on the English reading proficiency of students
with a low level of English reading proficiency.
2. To investigate the effects of the Academic Literacy-Based Intervention

on Thai university students’ reading self-efficacy.

21 To mvestlgatet s of Academic Literacy-Based
Interventmg\on %elf -efficacy of students with a high
level o'f-E\ng.\:ls“h re_a“;iln ncy; and

he e ectsﬁﬂmdmnc Literacy-Based
re ;'dlng self-efficacy of students with a

with a lgt!-ieféei of @ reading proficiency; and

3.2 To mvesngatggn |9tem.effect of English reading
&oflmenc and readi students

h alow level of E ficiency.

Jteracy-Based Intervention

?ﬁiiﬁe? T T 1 i
FATRTIE AN INGIAY

1. The post-test mean scores of Thai university students’ English reading

4. Toco are the effects of the Academic

proficiency are significantly higher than the pre-test mean scores at
0.05 level after the Academic Literacy-Based Intervention.

2. The post-test mean scores of Thai university students’ reading self-
efficacy are significantly higher than the pre-test means scores at 0.05

level after the Academic Literacy-Based Intervention.



3. There is an interaction effect of English reading proficiency and
reading self-efficacy at a significant level of 0.05.

4. The post-test mean scores of the English reading proficiency of the
students having received the Academic Literacy-Based Intervention
are significantly higher than the post-test mean scores of those
having received Acadefpr\/i,c Reading instruction

1.6 Scope of the Study : 'f:"

—

1. PopulaUa;f . 7 -
jon.in thisstudy includes about 1,012 undergraduate

joring students of Mag Fah Luang University.

\% -
Dependent variables are scores of Enghsh reading proficiency and

‘v_f'

scor€§ of reading self-efficacy

1.7 Limitatiohs

Data from students’ self-reports. The data from ong.of the research
instrUments, namely, the Reading Self-Efficacy Inventory, Were self-reports.
Reading self-efficacy is commonly examined using a questionnaire as an
instrument. It should be noted that although the students’ perception of their
reading self-efficacy may appear in the data, it does not completely correspond
to their actual reading habit.

Other methods of English-language instruction. While being engaged
in this experiment, some students are also taking another general English course

required by the university. The course aims to improve their general



communication skills, viz., listening, speaking, reading and writing. Therefore,
the students are exposed to another type of input which may affect their reading
skill.

1.8 Delimitations

This study aims at developing '[hai undergraduate English-language
students’ academic English literacy and'pefaﬂi)g self-efficacy. The academic
literacy in this study ref_e_rs {0 acaderrljc Iité-raffiﬁ'zhe context of English as a
foreign language. The reading.self-efficacy in-this study is particularly specified as

the students’ reading;e(

though the course in

Ccacy for English-language learning only. Even

 piopo d instructional model is experimented is

Academic Reading a this si'u%ly investigates only the effects of the

model on reading-relat pects; a}'spegtswelated to.writing will not be discussed.

}f.I
j,!‘a‘-:-u di
+ o
_,“:’J'-- yi_:'
as,e,q.:_tnterven@g:,(AL’l) is an EFL reading instruction

1.9 Definition of

1. Academic Literacy-

that emphasizes Ianguage_,(;’T_gnitive;ﬁqi'ocultural and strategic dimensions of
e A Y-

academic readifng:” It is an integrative model of Lgagi_gg self-efficacy and

academic Eng‘;ﬁ?h literacy. The instruction invol\/e'é%e use of content reading
materials, practice of vocabulary strategies, reading strategies, self-regulatory
strategies and an imcerporated practice of interpretive, critical and responsive

reading.

2. Academic Reading (AR) is an EFL reading,instruction that emphasizes on
vocabulary and'reading strategies and summary-writing skills.“The instruction
involves the use of general reading materials and a practice of reading skills

and strategies.

3. English Reading Proficiency is the ability to comprehend academic English
texts in global reading skills (skills needed in comprehending main ideas of a
text) and micro-skills (skills needed to locate and interpret details in the text).
In this study, English reading proficiency involves the ability to perform some

tasks, namely, distinguishing main ideas from supporting details,



understanding opinions and attitudes, and being able to distinguish these from
facts. The English reading proficiency can be measured using scores of the
International English Language Testing System’s (IELTS) Academic Reading
Module.

4. Reading Self-Efficacy refers to students’ belief about their capability of
interpreting and comprehending rda)di g texts. Reading self-efficacy
determines the perseverance and m‘l t@in persistent reading and in
overcoming reading;difficuIties.JReading—E-efﬁcacy can be measured using
the scores of the'REAding

if-efficacy Inventory.

5. Undergraduate Sitidents are n,od-Eninsh-majofing students who participate

in English-mediu 'on_'atMae Fah Luang University and are enrolled
in the Academi€ Reading ,r)d'VVri:Sl'ng; course.
4

6. Students with lish Beadfl}?lg Proficiency Level are students whose

pre-test scores on: S’ gggdemii'gj ‘p;aading madule are at or above +1 SD in

\

the normal distribution QKTS'G'Ores. ek

———————

7. Students with Low ErrgJiéfi:-Read.iﬁé-‘P#bﬁciencyLevel are students whose

A ) .
pre-test scorgs-cnlELTS” academic reading-modiles are at or below -1 SD in

the normal dTSthﬁlbution of scores.
Ly
1.10 Significance of the,Study
1. For theoretieal implications,.the Academic Literacy-Based Intervention
framework and the instructional model proposed in this study will have an
impact on future résearch'in reading and literagy. English-language teachers
and researchers can further their research by replicating the model in other
settings in order to confirm the validation of the framework and the model.
It is expected that the findings of this study will add another key influential
variable, which is reading self-efficacy, to second-language reading and

literacy development.
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2. For pedagogical implications, this study will not only benefit English-
language teachers and learners at the University under study, but it will also
contribute to English-language teachers and students in other EFL/ESL/EIL
contexts, both in and outside Thailand, as it suggests an instructional approach
that enhances students’ reading self-efficacy, motivation and engagement in
English reading. It will also provipl&teachers with some guidelines to develop
their students’ academic English Iitééﬂand reading proficiency in both

general and academic-areas. —

igat effects of Academic Literacy-Based

fudents” English reading proficiency and reading

Chapter 1 presents the Skﬁgf@undﬁ?g‘d‘?tates the relevant problems.
Moreover, the research’qu tioplsjfobjet';ﬂygs and hypotheses are elaborated here.
This chapter also clarifies théscape, Ilm—_ﬁgITQ{_a;ns and delimitation of the study,
provides definitions of term_sku@ in th@ﬁ_y@nd discusses the significance of the
study. b | £

e —— o

Chapter 2 re{%ri?;vys the literature related to acadenii-;“znglish literacy, reading
self-efficacy and Lil‘.e'racy-Based intervention. U

Chapter 3 describestthe research methodology, which consists of research
design, population and samples, research-framewarks, research instruments,
instructional instrument, instruments validation, data collection.and analyses.

Chapter 4 presentsthe findings'in response to the researchrquestions. It also
presents quantitative and qualitative analyses of the data.

Chapter 5 discusses the findings and significant implications for teachers of

English-language reading, as well as recommendations for future research.



Chapter 11
Literature Review

This chapter outlines and elaborates on the two main concepts that underlie
the framework of this study. The first main component of the research framework is
literacy in second/foreign language learning, and the other is the role of reading self-
efficacy in literacy development. Both thporetlcal cornerstones and empirical
evidence of the two concepts will be explored/ﬁartmg with the different aspects of
literacy in second/foreign language Iearmng foﬂ/ wed by the components of and
concepts related to the se __,_atﬁcacy pri C|ple which underplns the main focus of this

study. Finally, the |mppaf(/

i self-efficacy to foreign language literacy will be

described.

2.1 Academic Englis

adis ssién ofacademic English literacy, it may be
.f)a-l d

he eflnjt-lon otd)teracy, especially in second-language

A

learning settings. According to some ELT_,[w_egQ?ychers (Gee, 1990; Kern, 2000;

In order to initi

worthwhile to first revie

Barton, 2007; Cloud, Genesee, ,arﬁHamayﬁZQO%, the definition of literacy is not
S -

limited to language fbgus and literacy means more than thfe ability to read and write.

As Kern (2000) puts.i jf wewmg literacy as only reading arld' writing seems to be too
narrow and traditional, and it does not reflect'every aspect of actual communication.

EE N 11 LE 11

This is because treating ‘‘reading”, “writing?, s‘speaking”, and “listening” as separate
skills may notbe applicable to authentic communication. ESL/EFL classes that
overemphasize reading and writing as skills regard literacy as an end product, and
such treatmeéntleadsitotharmative standardsi Moreover; such practicestend to
disregard contextual differences between producing and using a text as well as the
different purposes, functions, and social values of literacy across cultural contexts.
Kern (ibid), however, has presented a broader and more dynamic notion of
literacy that stresses the holistic practice of listening, speaking, reading, and writing
by using reading and writing as tools for thinking and learning, so that students can
expand their understanding of themselves and of the world. Thus, in literacy

instruction based on the Kern’s view, the instructor emphasizes not only the processes
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of decoding and encoding, but also the importance of linguistic forms in the context
of students’ active, imaginative, and critical involvement with their own and others’
texts. The main focus is for the learner to perceive the “illocutionary force, cultural
association and contextual meanings of words and texts” (Kern, 2000: 40).

This view of literacy is, therefore, particularly pertinent to the foreign
language learning context. According to this view, literacy consists of three main
dimensions that reflect students’ adequacy apd teachers’ needs in communicative
language programs. First, the linguistic dmensfps of literacy involve the ability to
recognize lexical and morphelegical elements;as wellas the knowledge of the
conventions that deterrmifié h ;w -emenks are combined and arranged to make

sentences (viz., syntax). itionally, Ii&erate persons need to understand and identify

sentence elements that'are gep ent on én,e another, and-the relationship between

sentences. For example;'in 1ng aﬁ_Er;ilsh sentence, an English-literate person is

able to recognize the refgren ade by the pronoun it in the sentence: “The cat fell

off the roof because it Was lanted™ (p 25)”AI50 literacy involves the understanding
of the structure of sentences aragréphs an(:[:larger units of writing.

Literacy also has cogmtweﬂmensneﬂs‘whlch involve the thinking process.
The cognitive dlmenslons stress the sngnlflcéncé of eXIStII}g knowledge (schemata)
which assists readers greetabhs-h—and—(ﬁ—tmeﬁeiﬂﬂﬁﬁshfp.afnong juxtaposed words,
sentences, and paragraphs even without explicit cohesian, as in the sentences: “A
cigarette was carelessly discarded. The fire destroyed hundreds of acres of prime
timberland” (Kefng20Q0; 29).

Existingsknowledge in the view of cognitivedimensions of literacy involves
two types of knowledge: declarative and procedural'knowledge. While the former
concerns the *what?”’knowledge consisting of facts; cancepts, ideas, and definition,
the latter refers to knowing “how” to do things. Both declarative and procedural types
of knowledge are necessary in decoding a text, especially a domain-specific one.

The schema in culture-based concepts is also an essential factor for literacy as
it helps readers understand culturally different information presented in texts. The
schema allows us to infer and elaborate on ambiguous messages. In contrast, the
culture-specific nature of schemata can potentially lead to difficulties when we read

and write texts in a non-native language. The schemata in culture also leads readers
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and writers to metacognitive processes of reading and writing, both of which consist
of setting goals and purposes in reading and writing, planning, monitoring, and
revising based on one’s specific culture. It can be noted that these processes are not
universal; rather, they are a matter of socialization.

The cognitive dimensions have an implication to literacy education in that
teachers need to teach their students beyond the recognition and gist, and guide them
toward the “careful identification, struCtu!iyf restructuring, and evaluation of explicit
textual elements in an effort to infer implicti ;__,Qr.rcal and ideational patterns”
(Widdowson, 1978; Swaffa#Arens and'Byriies L99-1- Kramsch, 1993).

The last dlmens@;ﬁ

writing are not merely sk

icy,have a soeiocultural focus. Reading and

actlce ut they are tied in social “discourses”. For

this reason, they depe actncga (Gee, 1996). Therefore, we can learn

about the language, cu ocretles-'through literacy practice. Moreover,
literacy acquisition incogporate ocwthza on Into practices, beliefs, values, attitudes,
and ways of thinking, in forei Ianguage’s'otletles In this sociocultural view,
I|th:cJent|ty bﬁ@ collqctlon of social practices, it needs

£, -rd'-'uu

to be developed through a varlef)k&'éexpenﬂ&eeé in various contexts and with various

because literacy is not a mo

text genres. Addltlonally, smce’hteracy is hbt oﬁ'IS/ apass ﬁ/e acceptance of particular

discourse conventlo‘n ----- i ————— of how language
should be used for dlffe{ent social purposes, students neled to be encouraged to engage
actively and critically?ﬁ the texts and discourse conventions.

In conelusion; these thregydimensions afiliteracyiarevinterdependent,
overlapping, and.complementing each other. Thesg interrelated dimensions are

summarized.in Figure 2.1,



Sociocultural

o Collective determination of language use and literacy practices
Interweaving of literacy practices with other social practices
o Apprenticeship into ways of being (social acculturation, acquiring discourses,
joining the literacy club)
e Social and political consciousness: problematizing textual and social realities
e Awareness of dynamism of culture and of one’s own cultural constructedness

Linguistic

conventions
e Awareness of interdep

levels (orthograph

paragraph, text)

medium and mode of e
e Familiarity with genr

e Awareness of relationships be
oral and written language (in u'ding
awareness of distinction between ..

e Lexical, morphological, syntactic
semantic, pragmatic knowledge

o Familiarity with writing systeém and
graphic and organizational .

epcies/at allx
exigbnsgnience;’

id

g

f/ "4 . Cognitive/metacognitive

. ~»Ejy';isting knowledge (schemata)-
allewing a person to establish
relationship among pieces of
information and to predict, infer, and
synthesize meaning.
0 Declarative knowledge: the

‘what” — facts, ideas, stories

v embedded in cultural contexts
O Procedural knowledge: the
4 ‘how’ — strategies for reading,
i) writing, and understanding, also

Hids o embedded in cultural contexts.

&

| # Ability to formulate and discern goals

- ~.and purposes—including planning,
~monitoring, and revising—in line with

T _cultural norms.
“e Ability to create and transform
knowledge.

X}

TP

Figure 2.1: Summary of the Three Dimensions of Literacy (Kern, 2000: 38)

Emphasizing the same @ssociation, Scarcélla (2003) haspresented a

framework for Academic English literacy for K-12. Generally, the framework

consists.of.three dimensions, linguistics,,cognitives,and.sociolagical/psychological

dimensians, which-are consistentto‘the theoretical‘model‘ef academie-literacy

proposed by Kern (2000). In Scarcella’s framework, the linguistic dimension

14

encompasses critical features of communicative competence, which are phonological,

lexical, grammatical, sociolinguistic, and discourse components. The cognitive

dimension involves knowledge, higher order thinking, and strategic and

metalinguistic awareness components. Lastly, the sociological/psychological

dimensions refer to some attributes like social and cultural norms, values, beliefs,

attitudes, motivations, interests, behavior, practices, and habits.
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Colombi and Schleppergrell (2002) have revealed two foci of literacy, which
include literacy as a social activity and literacy as a linguistic activity. The former
focus views literacy as socialization of individuals in their different discourse
contexts. Construction of meanings varies depending on particular social and cultural
contexts. In this view, a variety of social contexts are placed in the foreground, with
language in the background. Meanwhile, literacy as a linguistic activity considers
language as a main tool used in various socr)/c/ontexts

Johns (1997) describes that literacy is dejﬁoped by exposure in a variety of
contexts so that learners leafi-io-recognize different types of genres in each context.
It also requires individu@er stion 4nd mediation o interpret texts, and the

knowledge of forms to'ser i, purpoges in developing literacy. Gee (2002) has

proposed a sociocultu f IitéracyMich emphasizes discourse, situated

meaning, and identity. stﬁesses'the reading that gets beyond literal

meanings or grammar and voca. ulary to\ ards the understanding of specific culture
and meaning of the text Al 4

Even though Ilteracy nvolvé‘s a vasﬂ’!'ta.rlety of social activities in everyday
life, the term literacy focused i ir ﬂqt&study wﬂhﬁnly be used in reference to literacy in
schools and classroom Iearnmg "that IS, academ'i'c‘llteracy y, At schools, students must
develop some Ilterateﬁans—that—efraBEJtheﬁrtﬁﬁueeeed—ﬁil§arnlng To restate, in
becoming academlcally literate, students require more than literacy in the traditional
sense, but, as Hedgcock and Ferris (2009: 5) indicate, the “[I]earners must also
develop new behaviorsianad-attitudes while«cultivating sacial attiance”.

Cloud, Genesee'and Hamayan (2009) describe that in order for English
language learners (ELLSs) to develop their literacy:skills necessary.for. learning in
mainstream prograims, apart fromiknowledge of'the learners” home language and
English language, the learners’ background knowledge that includes content
knowledge gained from prior schooling, knowledge of mainstream culture,
knowledge of the world and life experiences, and the learners’ interest and
engagement in reading, are also crucial components. Learners should be able to read
and write something meaningful and interesting and relate what they read and write

about to their lives and to the world around them.
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Academic English has been extensively defined by researchers and ELT
scholars. Scarcella (2003) defines academic English as “a variety or a register of
English used in professional books and characterized by the specific linguistic
features associated with academic disciplines” (p. 9). Academic English tasks include
different genres, such as some university tasks like reading abstracts, getting down the
key ideas from lectures, and writing critique, summaries, annotated bibliographies and
reports. The sub-registers of academic Eﬁgli)h are associated with many diverse
disciplines such as science, econemics, and"n'far_/fgmatics (Johns, 1997). Academic
language is, then, discipline-specific. —

Chamot (2005) defin -;a emicit language as the language used during
teaching and learning. ]{i anguage&in content textbooks and the language of

literature. It is also thelangtiage o 2d to bo;nmunicate new concepts. And lastly, it is
the language of literac - -
TESOL (n.d.) defines'a dér@f‘c lal gdage as the “‘language used in the learning

of academic subject mattegin a formal schféél ing context; aspects of language strongly

#
"

are associated with literacy and vgcgdémic é"é@g_vement, including specific academic
terms or technical language, ana'."s}éééch reﬁ'_sieé related to each field of study” (para.
1). Onasimilar note.,lthe Anfierican Educ%a‘:ﬁ{a’r‘l;él’—'Researcp Association—AERA—
states that competeﬁfﬁfn—aeademiﬁEﬁgﬁs-h—is—deﬁﬁed%:‘-ﬁe ability to read, write,
and engage in substantrve conversations about math, science, history, and other school
subjects” (2004: 2). AﬂEkademic language also includes skills related to the mastery of
academic English,dnclodingisummarizing <analyzing; extracting and interpreting
meaning, evaluating evidence, composing, and editing, Academic English relies on a
broad knowledge of wards, concepts, language.structures,.and.interpretation
strategies.

In sum, academic English can be defined as the type of English used in any
given academic discipline. It is the language used in academic contexts and requires

advanced or higher-order thinking skills such as analyzing, reasoning, and evaluating.
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2.2 Challenges of Academic English for EFL Learners
2.2.1 Linguistic Challenges

Acquisition of academic language may not be simple even for native speakers
of the language. Snow and Uccelli (2009:118) have synthesized some work on
academic language and constructed an inventory of features that constitutes
challenges of academic language. T | nges include both linguistic and
pragmatic features. In terms “‘ academic language is more

complicated than the coIIo mterpersonal stance,

information load, organ' 0|ces representational
ary knowledge, and

in Table 2.1.

Linguistic categories

1. Interpersonal stance stanced (Scheleppegrell, 2001)
pegrell, 2001)

e

2. Information

portion of dbhtent words per total

@ & words)
A48 RSN N
3. Organlzgflon of Constituency (Ha‘u‘day, 1994 cﬂeﬁ_'y*u Snow

PRDANN I RNVINE AR B0

(embedding, one element is a structural part of

another)
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Table 2.1 : Linguistic features and core domains of cognitive accomplishments
involved in academic language performance (Snow
and Uccelli, 2009: 119) (Continued)

Linguistic categories Academic language features

Explicit awareness of organized discourse

(centr
2

of textual metadiscourse markers)

Wi

OHOWOU

ophoric reference)

| — -
Siepwise log argumentation/unfolding,
fidiily "' cted
ll/] 1 uc o

4. Lexical choice igh lexical d

f s y (Chate and Danielewicz,
3, 40 ﬁ ' .

5. Representational

congruence .-

Compat/incongruent gﬂnmar (clause

| ‘o n:ﬁ)l ' %Y 0 'n;hiz ion, e.g., “The
ﬂ u EJ ’g ﬂ € dﬂi} aﬂagrln fﬁtﬁ.due to rising
v temperatures” (Halliday, 1993 citedsin Snow

o W AT S dpboeeliasorsd V] )7 6 2

6. Genre mastery School-based genres (e.g. lab reports,
persuasive essay).

Discipline-specific specialized genres

7. Reasoning strategies  Specific reasoning moves valued at school
(Reznitskaya et al., 2001)

Discipline-specific reasoning moves




Table 2.1 : Linguistic features and core domains of cognitive accomplishments
involved in academic language performance (Snow
and Uccelli, 2009: 119) (Continued)

Linguistic categories Academic language features
8. Disciplinary Abstract groupings and relations
knowledge Disciplinary taxonomies and salient relations
9. .M d
9. Epistemology - Knov structe
‘-\\\ -

assumption

As for academn( .

reviewed some literat n

19

Mathematics

1) Text/Talk ""r‘ ¢ Conceptually
features ik _ ‘ packed
ﬂje words with independentéand e High density of
EI Q'qﬁ unique words with
ﬂ ﬁ 3% gJ ﬂ j QT;] ﬂ ‘j specific meanings
Y technical languages descriptions of » Great deal of
AR YERA N AN ot
meanings causes and effects with precise
Requires multiple e Verb plus meanings
readings infinitive (refused o Requires multiple
to obey, offered readings

to write)
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Table 2.2 Features of English used in Science, Social Studies, and Mathematics
(adapted from Cloud, Genesee and Hamayan, 2009) (Continued)

Features of Language

Sciences Social Studies Mathematics

e Requires a reading e Time references; e Requires a reading
rate adjustment temporal phrase rate adjustment
because text must K \' ,/\l -person because text must
read more slo e\ % that refer be read more
than naturali-h.. 9 to%" slowly than natural
IanguW e Uses numerous

e Uses /i symbols; many

symb al charts and graphs

2) Major text Cause and effect;

structures/ comparisons;

features of logical or

talk chronological
chronologlcaI/ sequence
v SRR

3) Subject e.g. mﬂﬁnlvore e.g. continent*-'r-'I e.g. divisor,

matter vertebrde Aava landform S denominator,

matter- ﬂ M%J Sanm EJ V] gr\wsﬂwﬁ ﬂ i integer, quotient,

specific q"thorax molecule, materlal c&fﬁcient

R 1§47 30 ST L e

patriotism, rebe protractor, place

amphibian boycott, taxes, value, proper/
delegates improper fraction
4) Words e.g. cell, space, e.g. party; capital; e.g. table, column,
used in cycle, crust, matter, assembly; press variable, carry,
new ways front (weather), (as noun); lobby irrational/rational,
property mean, factor, term,

expression, odd
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Table 2.2 Features of English used in Science, Social Studies, and Mathematics
(adapted from Cloud, Genesee and Hamayan, 2009) (Continued)

Features of Language

Sciences Social Studies Mathematics
5) Phrases/ e.g. food chain, e.g. at the same time; e.g. least common
lexical water cycle, cloud ad the right to; become  multiple, standard

bundles formation; \&‘J ; one of the deviation, square

(words that  the nature 0 rlght to; as root, a quarter of,

oftenco-  inthe fm dresu@ctthat divided by vs.

divided into, as much

occeur;
common as, common factor,
sequences the size of the,
of words) greater than or equal
to, not more than
6) Common If....then, if and only
transitional if, because, that is,
words; for example, such
logical that, but
connectors = consequently, either
1
7) Common Name; cIaSS|fy/ Explain; describe; Following directions
communicativ ﬁ in a sequence, show,
functions ﬁcﬁﬁg’;lm% ﬁ ﬂ EF“] ﬂ ‘j tell, ask and answer
report describe; & compare; answer factual questlons
9 0 713 ) AR
hypothesize; defend justify, hypothe5|ze

conjecture
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Table 2.2 Features of English used in Science, Social Studies, and Mathematics

(adapted from Cloud, Genesee and Hamayan, 2009) (Continued)

Features of Language

Sciences

Social Studies Mathematics

8) Helpful
reading/
writing
skills
and

strategies

Visualize what is
read; find
information; use of
text features Qo!d,
italics); distinguish
between mai

Use the resources in  Adjust reading rate,
textbégks (mdex reread difficult text,
table of/ confirmation
glossary, eic); ifrf'ja_ checks/summarize as

~the main idea and..... you go, take notes

supporting details; . while reading, use

" / Jpresent an oral graphs, number lines,

“feport: Write a cause-  and charts to

2 asnd e—‘ll‘eg;t @ssay; use  complement the

note faklng understanding of text
strategy‘!s Use

graphleé@amzeqs to

proto, -ose); Wnte —recordaf,orhatlon

summarles record—*

observaﬁnnq yse

g conductiré‘sea'rch

graphicQrganizers to

i .
record information;
use diagrams o

process text

prepare-reporis————— jj‘
summarize; e
paraphrase; use

graphs; fimaps, and
charts

Scarcella'(2002) has given abroad view ofiteracy-extendingfrom decoding

to higher-order thinking and embracing oral communication skills, as well as reading

and writing abilities. The skills involved in literacy are conceptualizing, inferring,

inventing, and testing. She has termed academic English literacy as advanced English

literacy, which refers to “knowledge of the multiple, interrelated competencies related

to reading, writing, speaking and listening” (2002: 210). Advanced literacy requires

several types of knowledge, including grammar, vocabulary, pragmatics,

metalinguistic, and strategies. Scarcella (ibid) has pointed out further that the
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linguistic and metacognitive competencies associated with advanced literacy enable

learners to do the following:

Summarize texts, using linguistic cues to interpret and infer the
writer’s intention and messages;

Analyze texts, assessing the writer’s use of language for rhetorical and
aesthetic purposes, and to express perspective, mood, etc.;

Extract meaning and NH’%}) from texts, and relate them to other

ideas and mfo@on

Evaluate e

other ideas a

Evaluate

effects;

and make necessar
_rr", _P_'/_

puncthtlon and capltallﬁatlon

S into more concise and
=

more eﬁyctive ones, a us devj_cjes to combine sentences into

coherent and.cohesive texts; , ,

@%%Ja@vaﬂe@j %'ﬁew% fed fext That is well developed

supported with e\B/Jdence and detalls

ARTR ﬁ“ﬂdﬁmﬁﬂ@’}%‘ﬁﬂ“ﬁwm words

may have quite specialized meaning, for example, that share equally
among them means to divide a whole into equal parts; and

Extract precise information from a written text and devise an
appropriate strategy for solving problems based on the information
provided in the text.

(Wong, Fillmore, and Snow, 1999)
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To conclude, the linguistic challenges of academic English involve its
complex language structure, cognitive processing, and demands of knowledge of and
competency in language and strategies.

2.2.2 Pragmatic Challenges

Snow and Uccelli (2009) have explained further, that the pragmatics-based

organizing discourse, represe tin es resentlng the self and the

1‘\. matic challenges of

audience. Figure 2.2 d

academic language in

ﬂUEl’J'VIEWI?WEI']ﬂ‘i
ammmm UNIINYAY
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REPRESENTING THE SELF AND THE AUDIENCE /4/

Acknowledging status of intangible
Non-interactive academic audience

And its level of expertise

Displaying one’s knowledge/

extending someone’s knowledge.

Emphasizing co-membership with

an expert academic audience

Presenting a neutral, dispassionate stance

on one’s message
Selecting an authoritative voice

Explicitly acknowledging and clarifying
when necessary the epistemological status

of one’s claims

REPRESENTING THE MESSAGE

Sefécias

Represenﬁngabstrac 2l

B ——
—

theoretlcal CGf‘ISU‘UCtS _j_"‘ TN

b complicated inter-relationships,

of the approval academic genre

_jponditionals, hypotheticals,

q_gounterfactuals, and other

challenging cognitive schemas

expliitly acknowledging'sources

of information/evidence

"]

o
LY

ORGANIZING DISCOURSE
Using discourse markers to
emphasize the integration of
information, the causal, temporal, or
inferential relations being

emphasized

- E-Expressing metatextual

_-.'~—1!elationships precisely

Using reference terms that are

approved within the discourse

community

Figure 2.2 Pragmatic Challenges within a Communicative Event (Snow and Uccelli, 2009)

T4


isd
Typewritten Text
25
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2.3 English Literacy Instruction

Reading is seen as a “series of literacy events or literacy acts” (Hudson, 2007:
9) because besides its encoding and decoding processes for comprehension, reading is
also linked to other purposes. That is to say, reading involves the processes of
creating meanings from arbitrary shapes, symbols, letters or words; interpreting
different meanings of words in different sentences; and bringing prior knowledge to
the text so as to understand the types of pés’fgjb/[.e interpretations and evaluate the
outcomes. In addition, when'eemprehensiofr@fhe text is disrupted by the lapse of

. : 2 o . : .
attention or processing, slf_l_l_lg_d readers employ.a number of repair strategies so as to

maintain efficient readin Teadin always oecurs with purposes that are beyond

comprehension. Readerswa o comprenend texts so as to pursue further acts based

on what they read, such agfalki ‘”‘rrl‘d_'wﬁitihg about them, or summarizing or

synthesizing them, so-as to/prese t_,th‘éiri@’e@ (Hudson, 2007).
Hudson (2007) potes th one’bftﬁéassumptionsofreading is that reading is

L

“meaning based, ... purpose and compreheﬂjldn driven”. Therefore, “second

language reading methods, aterlals and mstﬁ;iﬁtlon should focus on contexts and

S

purposes and deal with Ianguage specn‘lc p‘mﬁ[ems as they emerge from context”

(2007: 28). ) i
—

With respect,,t_g literacy instruction, Manyack (ZOCU)' has suggested a

framework for effectlvﬂg.iullteracy instruction. This frame\i\!ork consists of four
complementary elementsi (1) explicit code and comprehension instruction; (2)
language-rich instruction; (3) socioculturally informed instruction; and (4) additive
literacy instruction. The explicit code and comprehension instruction focuses on an
explicitinstruction of phorentic awareness, @andydecodingrand comprehension
processes. The language-rich instruction aims to develop oral proficiency and
academic vocabulary. This is to increase students’ engagement and provide
opportunity for teachers to help students with their acquisition. The socioculturally
informed instruction is based on the fact that people have diverse cultural experiences,
and that literacy is context-dependent. In this instruction, teachers should recognize
these experiences and incorporate or integrate them in classroom activities by
connecting literacy activities to students’ out-of-class lives. Lastly, additive literacy

instruction centers on developing two languages—the native language and a foreign
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language—simultaneously. This instruction considers biliteracy as the ultimate goal,
and hence students’ native language should be encouraged in the process of acquiring
a foreign language.

Kern (2000) has commented that traditional literacy teaching usually
presented a linear sequence of reading, talking, and writing, and the problem is that
students get little help in the critical thinking process that involves reading and
writing. He suggests non-linear Iiteracy-ﬁla,s? instruction in which its components
are overlapping and yet complementary. /. ,,:_"___,

In addition, New Lendon-Group(cited-in Ké&n, 2000) proposes literacy-based

instruction which consists?eu

learners’ literacy needs.” The four.companents are situated practice, overt instruction,

«curricLla compenents for addressing a full range of

critical framing, and transfarm a.('plr%;\ptice. (Situated practice focuses on immersion in

language use by encour@ging situdents-to express their thoughts, opinions, and feelings
towards the text, using their pasi -éJorﬁmu 'c'étion skills. Overt instruction focuses on
explicit instruction of IeX| Wtaetrc and’ discourse relationships, and text genres.
This component also entails scaff‘dldmg pf'é:ess Critical framing includes the
cognitive and social dimensions e%teracy:&{f’raws upon the relationship between
language use and SOCJa| contexts. TTansforlﬁed“practlce offers students an opportunity
to transform the texl'?d—r&efe&te—ﬂ—rn—a—new—fﬁfm—swdéhfﬁ may write an analytical
essay about the text they have read so as to reflect their understanding.

In short, as a crucial part of literacy development, reading instruction should
involve more thandeaching stuglents toccomprehend texts.<1t should also encompass
cognitive, sociogultural'and affective recognition so as to make reading become a

meaningful and.purposeful activity.

2.4 Multiple-Strategy Instruction

Previous research has shown that multiple-strategy Instruction helps improve
readers’ comprehension. This study briefly reviews some vocabulary and reading
strategies that facilitate reading and support literacy.

Reciprocal Teaching (Palincsar and Brown, 1984). Reciprocal Teaching has
been attested as improving students reading ability. The four processes of reading

activities, predicting, clarifying, questioning and summarizing, assist students to
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construct meaning, monitoring their comprehension and ensure understanding of what
they read.

Question-Answer-Response—QAR. (Raphael and Au, 2005). In this strategy,
students practice making and answering four types of questions which are (1)
questions that have directly available information; (2) questions that require searching
and synthesizing information; (3) questions that require inferred information; and (4)
questions that require information based on/r aders’ own knowledge. The first two
types of questions activate a low level of thlnﬁ{f( vhile the last two involve a high
level of thinking. - - —
ading}-CSR. (Klingner and VVaughn, 1998) This

-|procal eaching and cooperative learning. Students

Collaborative Strategie

strategy is a combination g

perform tasks on the b | awork and each of them is assigned a

responsibility. Studen ar four sﬂﬂategles Preview, Click and Clunk, Get the

Gist and Wrap Up. Preview d in thespre -reading stage before students read the
entire passage in order to help ctlvate stud’ents background knowledge. It can be
done by brainstorming and edlcﬂn‘g Cllc]{md Clunk is used during reading to help
students learn to monitor their reaekmg Cllﬁlﬂe‘fers to comprehension while Clunk is
the communication break dowin: Thls proce!ss h'el‘ps stud?:ts become aware of what
tugents identify and state the

most important ideas |rrthe|r own words. This will help"them ensure that they

they understand an X

understand what they have read. Wrap up is used after readlng the whole passage.
Students learnto wrapp by, formipg questions and answering-about what they have
learned. Grabe,(2009) Commentedthat CSR can be used with'both L1 and L2
students, but.it is especially effective for use with’struggling readers.

Discourse-structure awarenessand comprehension'stratégy instruction.
(Grabe, 2009). This strategy training include identifying main ideas, establishing the
text’s purpose, summarizing, predicting, forming questions about sections of a text,
generating discussions about text understanding, and connecting information. This
can be done by using visual representation such as concept maps, graphic organizers,
among others. These strategies improve awareness of text structure and text

comprehension.
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In summary, most strategies that facilitate comprehension center around some
general skills that involve predicting, clarifying, summarizing, forming questions,

using prior knowledge, monitoring and evaluating.

2.5 Levels of Reading Proficiency

Readers with different levels of proficiency may perform tasks differently and
this may result in different readlng 4! It should be worthwhile to examine

characteristics of good and po erstand how good readers read,

and support poor readerslm their re rmance.

Cook (1989) su c gmt% of good and poor readers in

each stage of reading a

Table 2.3 MetacognitiVe i | d Poor Readers (Adapted from
Cook, 198 | "‘
Reading :
Sequence | \ Poor Readers
Before o Activate | o Start reading without
Reading knowled_ge;, _f' 1 J ‘ ~ preparation
Q{}Jnderstand tméﬁ:nhout knowing why
ithout considering
. hé&b to approach the
materlal
During | U AH elasdy distracted

Reading . e Anticipate and predict ¢ Read to getidene

AT Vieliobaebt] | Vo e o

when lack of when lack of
understanding occurs understanding occurs

e  Use contextual analysis ~ * DO not recognize important
to understand new vocabulary

terms « Do not see any organization




Table 2.3 Metacognitive Behaviors of Good and Poor Readers (Adapted from
Cook, 1989) (Continued)

Reading Good Readers Poor Readers

Sequence

e Use text structure to e Add on rather than

assist comprehensi integrate new
ize ' w/ information

not realize they do not

Werstand

After . ‘“ p redding and thinking
Reading “reac ‘ ss is a result of
. Fm SUCCesS IS @ Iuc@
result ef effort
ﬂ U%QI%EJVI‘JW AT
ideas

AR e 1111791278

information from

outside sources
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Pang (2008) has studied characteristics of good and poor readers, synthesizing
theories and research and has found three interrelated dimensions: (1) language
knowledge and processing ability; (2) cognitive ability; and (3) metacognitive
strategic competence. In the first aspect, good readers have automatic and rapid word
recognition, automatic syntactic parsing and semantic proposition formation,
reasonable size of vocabulary and awareness of text types and discourse organization.
They also have a good store of cognitive s"t_ra}egies and are ready to gain proper access
to a variety of purposeful strategies as well 'és,gqunior knowledge. Good readers are
competent in monitoring-their-comprehension-and i—n—evaluating and regulating
strategy use to maximiz@-co - preh%nsion.

In addition, Schramm (20086) has\found that good readers develop clear goals

for their reading and butld i"ollﬁrsh-ip begween their goals and author’s goal. While
reading, good readers r ce;np';ehension, evaluate problems and take action
to solve problems. An g iﬁ:efg,;nt ( Ja?acteristic between good readers and poor
readers with regard to Way of Op'mg Withj:imblems while comprehending a text is
that good readers do not pay ttgr_)t__'rzjh {o C&ﬁgrehension problem unless the problem
hinders their reading goal. In C(;I’-H:E&St Iesé;iégc'éssful readers are concerned about
comprehension probl_,elms that"r‘ﬁa'j}"ﬁbt be réig’c’éﬁ“fo their Z(raading goal, and they opt
for quasi-solution tﬁ:aaanay-prevem—ﬂﬁem—frem—aemevmgﬁglr reading goal.

Grabe (2009) terms the word “strategic readers’ as successful readers. In his
description, strategic rEéders do not mean only readers who possess knowledge of
strategies, but theysals@have, metalinguistic:awareness'whichs-the control over their
use of strategies:; This awareness allows them to understand and clarify some
foundational.knowledge of reading such as phonoiogy,.orthography, word meanings,
word uses, syntacticinformationJdiscourse and ambiguity.of meaning.’ Therefore,
these readers know how to use strategies variably according to contexts. Strategic
readers also read actively and extensively. They have high motivation and
engagement in reading. They read to satisfy their purposes, needs and interests. The
difference between good and poor readers are that good readers use strategies more
effectively than poor readers; they also have metacognitive awareness; they use a
combination of strategies variably and automatically rather than repeat individual

strategies excessively. This information is supported by Alsheikh’s (2011) study of
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advanced proficient readers, which has found that the high proficient readers exhibit
high awareness of reading strategies and use a wider range of reading strategies than
less proficient readers who mainly rely on translation.

In conclusion, a good reader is a strategic reader. The differences between
good and poor readers are that good readers have both knowledge and control over
strategies. They also read with goals, and they know what kind of problems they

should pay attention to and they seek soluitj,o)v/to those problems.

2.6 Readlng-Prof|C|encyAssessmenL el

Grabe (2009) CW reading-proficiency assessment, also known as
standardized testing, is@Wwayto.determine students’ overall reading ability based on

particular constructs o

e 1eSLine _Qe_f tE; decide if students are prepared for

educational advancem sides, some kesearch studies have used standardized test

= o .
to measure student level udent |.nstru&;t|onal outcomes. An effective

Y :JJ_
standardized test should inglude the followingeading constructs:
+ “f !
Al‘).l'-- “"ﬁg

|

1) fluency and reading speed
# ) anndes

ek
. | — = el
2) automaticity and rapid-werd recagnition

- aed—

3) search proggsses s Y

a) vocabula‘@mﬁmm——mﬁﬁf@ge
5) text-structuﬁi awareness and discourse organEation
6) main-ideas comprehension

7) recall of relevant detils

8) inferences about text information

9) strategic-proeessing-abilities

10)‘'summarization abilities

11) synthesis skills

12) evaluation and critical reading

Among other standardized tests, the International English Language Testing
System (IELTS) is one of the tests that has evidence-based constructs of students’
reading abilities. IELTS assess two main reading skills, global skills which include

skills needed in comprehending main ideas of a text and micro skills which involve
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skills needed to locate and interpret details in the text. The passages used in the test
materials range from the descriptive and factual to the discursive and analytical. The
reading constructs include in the test are reading for gist, reading for main ideas,
reading for details, skimming, understanding logical argument, recognizing writers’
opinion, attitudes and purposes. The test is prepared for students entering
undergraduate or postgraduate courses or seeking professional registration (British
Council et al, 2011). Grabe (2009) comn{igm d that IELTS is developed on the basis
of construct assumption and the gatherings’ _@priate evidence.

—

—— J —
2.7 Reading Motivation "

As mentioned eaFie/

characteristics; that is it

demlc iteracy has some major challenges in its own
: _ oth cognltlve and affective factors to develop
gfie and Guthrie (1995) divide L1 reading motivation

Which éutalls subcategories as follows:

&l

such demanding literacys

into three main categories ea

..-‘..'44 d

Table 2.4 L1 Reading Moti atlon (ngfryd and Guthrie, 1995)

‘‘‘‘‘

Categories of Motlvatloﬁf _ut;tategorles of Motivation
Competence and Reading Effieae?'f- < ‘L-Readlng efficacy
‘_;. 2._Reading-challenge
'j_ 3. Reading Work avoidance
Achievement Value anrf| Goal Intrinsic Mﬁtivation
4., Reading curiesity
5. Reading involvement
6. Importance of reading
Extrinsic Motivatior
7. Competition in reading
8 Reading recognition
9. Reading for grades
Social Aspects of Reading 10. Social reasons for reading

11. Reading compliance
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The first category of motivation in Table 2.4 concerns beliefs of readers
about their reading ability. The reading challenge refers to satisfaction with the
ability to comprehend complicated texts and reading work avoidance means aspects
of reading the informer dislikes. The second category involves two main
subcategories, intrinsic and extrinsic motivation. The former includes desire and
enjoyment of reading; the latter is associated with readers’ attempt to outperform
others in reading and to gain tanglbk The last category focuses on
reading to achieve social goa{ mgs with others.

Mori (2002) haptlvai

using the same categori in Wi hrie (ibid)’s L1 reading

English as a foreign language
motivation with slight motivation in reading in

English may be divid , Intrinsic Value of

Reading in English, A ngush Extrinsic Utility Value
of Reading in English, a ading in English
Grabe (2009) has iés of motivation and related concepts

theory, the social-cognitive thedTy,—_ée .:::.—--"'." and the self-determination theory.

Meanwhile, other relﬁed concept?nfclude%uﬁ'on, self-efficacy, interest, locus

the concept of readlngljelf-effmac . L'j

ﬂUEJ’MEJWﬁWEJ’]ﬂ'ﬁ
QW']@\?H‘?EU%JW]’W]EI’]@EI
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2.8 Self-Efficacy as a Motivational Factor of Learning

Self-efficacy has been introduced to the educational context as a key
contribution to academic success. Self-efficacy is regarded as a reinforcement of self-
beliefs in human functioning. The concept of ‘self’ as a human agency has been
introduced by Bandura (1986), whose exploration is beyond the domain of
behaviorism, which focuses on learning tfgrough imitation and modeling. In his Social
Cognitive theory, Bandura (ibid) broaden:s‘-@é /scope of learning theories by adding
elements absent in behaviorism, which incltd€.obseryational learning, enactive
learning, and vicarious relf_lT_g_r,c_ement L4 —

The Social Cogniti ry emphasizes the crltlcal role of self-beliefs in

human cognition, motivati

'd behavior. This theary views individuals as being

proactive and self-regulating rather than é_s‘#eactive and controlled either by

environmental or by bidlogical ges‘ (Pa—"élres 2005). Human action is based on the

interplay of three reciprecal €a atlons mternal personal factors, behaviors, and
j,u-u d‘
internial personaf factors are in the forms of cognitive,

¥l

affective, and biological events (Bandura I%G}, The interaction of these three

external environment. T

causations are illustrated in the triadic reCIWCﬁh_ty model (Figure 2.3).
Py Sl S

Personal Factors< » Environmental Factors

Figure : 2.3 Relationship between the Three Reciprocal Causation of Human
Behavior (Bandura 1986)

The interplay shown in the above figure has been exemplified by Pajares
(2005) to the effect that people improve their skills, emotional, cognitive, or
motivational processes to foster their well-being. For example, in schools, teachers

work to improve their students’ emotional states and to correct their faulty self-beliefs
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and habits of thinking (personal factors), improve students” academic skills and self-
regulatory practices (behaviour), and alter the school and classroom structures that
may work to undermine student success (environmental factors) (Pajares, ibid).
Bandura (1997) hypothesized that people’s sense of self-efficacy is
constructed from four principle sources: (i) enactive mastery experiences which are
indicators of capabilities; (ii) vicarious experiences; (iii) verbal persuasion and social
influence; and (iv) physiological and affectnﬁ states. Enactive mastery experiences
involve success that people experience by ovem§_mmg obstacles through perseverant
efforts. Vicarious experience-is-an experience from peer observation, which is
mediated through mode@ain -ents.k People appraise their own capabilities on the

basis of the attainments of

ers./Obsenving others, especially those who are similar
Ly’

they themselves have the capabili |es4o perform activities successfully as well.

to oneself, perform sueces an'. raisé; e,f.ficacy peliefs of the observers, so that

Therefore, modeling is an effective toolf promotmgasense of efficacy. However,

if the models are percelve as |ffef|cent frdm‘the observers, those models do not tend
to be influential to self-effic Yy be‘héfs Ve!'bal ersuasion is another source of
sustained self-efficacy. While strugglmg V\ﬂfﬁ*d' fficulties, if a person receives or
establishes falth—rather than dotibts—in hié/’he'i' capabulltfes s/he is likely to sustain
his/her seIf—efﬂcacY‘béheH&verbal—persua&ren—has—aninﬁlrect impact on personal
efficacy, it can boost aperson ’s efforts on tasks, and such efforts are a key factor of
success. Lastly, phy5|olog|cal and affective states involve somatic and emotional
indicators, suclrasifatigue,wingedness; aches,jpains,jand mood-states, all of which
could be a persen’s reaction to stress and could be perceived as linked with inefficacy.
Thus, another,device to.enhance self-efficacy is to-reduce stress levels and these
negativephysiological and emotional reactions.

Based on all these four hypothesized sources of self-efficacy, some
researchers have explored different ways in which these sources affect academic and
self-regulatory efficacy beliefs of students. In a study conducted on students entering
a middle school, it was found that mastery experience proved to be not only the
strongest predictor of academic and self-regulatory efficacy beliefs (Usher and
Pajares, 2005), but also the most influential source of self-efficacy (Zimmerman and
Cleary, 2006).
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2.9 Self-Efficacy and Some Related Motivational Concepts Contributing to
Learning
Self-efficacy has reciprocal relationships to some key motivation constructs
that contribute to success and failure in learning. The main constructs that are related

to this study include outcome expectancy, self-regulation, and causal attribution.

2.9.1 Self-Efficacy and Outcomc; Expectancy

The self-efficacy belief of a persoh\'élé)as an important role in the outcome
expectation of a task. When people have avh’ig@\?ﬁ;eption of their capability of
performing a task, they w-i_!_l_l/_alue the thcome Righty, Yvhich will increase their
motivation in being mow éngag d in the task. Therefore, self-efficacy beliefs

[ ",;,the higher the self-efficacy, the higher the
" a'gh_'ou.f.cta;me expectation, in turn, leads to
agks, End—s'on'sequently pbrings about success.

h b, P -
of self-efficacy can cause some doubts in
SEAS &

élxifjé‘étatiqnf which, inturn, could result in low
Y ..‘T J-h
motivation, low engagement; and possibie failtge (Pajares, 1996a).

Although outcome expectancy and perfermance are mutually associated, they
S Y s S
are not the same corncept. As Bandura (1997) describes, i some situations,
N —
“outcome” may be rt_]jﬁ“:taken for “performance”. In fact, _p'gjformance §

conventionally defineqt giis an accomplishment, while an Eutcome is the consequence
of the performance. For example, the letter,grades of A, B, C, D, and F reflect
different levelswof perfarmance; meanwhile, these grades may bring different kinds of
outcomes whichiare categorized into three forms: physical effects, social reactions,
and self=satisfactiorry Students:who receive the"Agrade)are admirad byitheir peers
and teachers, which makes them feel self-satisfied.” These Tesults of performance are
considered as “outcome”.

Even though outcome expectation and self-efficacy are interrelated, they are
not always consistent. A high sense of self-efficacy may not always result in a
positive outcome. A student who knows that math skills are essential to the Graduate
Record Examination (GRE), which will assure a place in a graduate school and
subsequently career success in the future, may not take the GRE and go to graduate

school because s/he is not confident in his/her math skills. This is to say that the
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positive outcome expectation may not alter self-efficacy and human’s behavior in all
circumstances (Bandura, 1984, 1986 cited in Pajares, 1996b).

2.9.2 Self-Efficacy and Self-Regulation

Self-efficacy is found to be reciprocally related to several dimensions of self-
regulation. According to Zimmerman and Cleary (2006), self-regulation has been
defined from a Social Cognitive perspectlve as “self-generated thoughts, feelings and
actions that are planned and cyclically adapt(d;gased on performance feedback to
attain self-set goals” (200(%. 56). Self- rggulatlorfﬁgs Qeen subcategorized into three
cyclical phases: forethought,’pe_zrfqrmanfe control,-and self-reflection. And self-

efficacy influences eve?e(e phasel In the forethought phase, which consists of
i b}

goal-setting, strategic p anc sources of self-motivation, a self-efficacious

person will set challenging and sp cn‘rc goals select technique-specific strategies,
perceive the task as valuable, an form pdyltwe outcome expectation. In the
performance control phase awh h en‘talls self control and self-observation processes,
those who have high self-efficacy tepd to Hjmotlvated to monitor themselves and
their self-monitoring is always eﬁeetlve Laeilya in the self-reflection phase, which
consists of self-evaluation andattrvlbutlon emplrl.qal research has found that students

who have high self- eﬂilcacy always set high performanceﬁtandards and are more

easily dissatisfied thafflow self-efficacious students (Zlmmérman and Bandura,

1994). However, it hasialso been found that such self-evaluation is a good
mechanism for increasing a'sense of self-efficacy. If highly efficacious students learn
to attribute thelr dissatisfying outcame to controllable factors and maintain their belief
in future improvement, they will figure out their weaknesses and lgarn to improve

themselves i future tasks based on their weaknesses (Zimmerman'and Cleary, 2006).

2.9.3 Self-Efficacy and Causal Attribution

Causal attribution refers to a students’ perception of what causes their success
and failure. Students’ causal attribution has an effect on their expectation of future
performance. Causal attribution varies from effort, ability, teachers, tasks’ difficulty
to luck (Weiner, 1986). Students’ motivation and self-efficacy will be increased if
they attribute their poor performance to internal, controllable factors such as efforts

and strategy use. On the other hand, if their attribution is to some uncontrollable
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factors, like luck or ability, their motivation and self-efficacy toward future
performance will be decreased (Zimmerman and Cleary, 2006). Research has found
that students with low self-efficacy usually attribute their failure to uncontrollable
factors, so they usually regard themselves as helpless and unable to find a way to
make adaptive changes. They may make an ineffective self-adjustment based on the
uncontrollable causes (Silver, Mitchell and Gist, 1995 cited in Zimmerman and
Cleary, 2006). Conversely, students who! m /}(e a causal attribution to strategy use or
efforts often succeed in enhancing their efflcaef(Eantrlch and Schunk, 2002, Schunk
and Rice, 1991, Hsieh and-Sehakiert, 2008).

2.10 Self-Efficacy anglﬁeaff mic Achievement
The positive rel lp betwee self-efflcacy and academic achievement has

s emprrlcal studies. PRintrich and De Groot (1990)

been found in a number of pr.
found a strong, positive relati p betwgen self-efficacy, intrinsic motivation,
cognitive engagement, and per rmah‘ce nf‘smence and English classes. Linnenbrink
and Pintrich (2003) foun

to success, it leads to more ng@gement in t&s}@whlch results in more effective

h even» though(};lf efficacy may not directly contribute

performance. For Thai students, 1_Lwas foupﬁ_ﬂ_p{_ Thai university students with

higher academic acrj’@vement perceived a stronger sense gf .academic self-efficacy

than those with mod’e;étg and lower academic achievemg;‘tDulapiradit, 2004).

Apart from being related to various academic putsuits, self-efficacy has also
been addressed as a prominent promotion ofiboth first and foreign language learning.
For example, in firstlanguage reading, 'self-efficacious readers.believe in their
capability of accessing the appropriate schema. In.addition, self-efficacy in reading
helps themadjust their Stance toward the text, recognize the purpose for the reading,
which will enable them to decode, comprehend, and use appropriate strategies to
compensate the missing information, and negotiate the text they read (Johnson,
Freedman, and Thomas, 2008).

In some studies, particularly those pertaining to foreign language proficiency,
self-efficacy is regarded as one of the variables that enhances foreign language
learning. The study conducted by Mills, Pajares, and Herron (2006), which examined
the relationship between self-efficacy beliefs, anxiety, and French proficiency in
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reading and listening of undergraduate students in French courses, found that
students’ reading self-efficacy in French was positively related to reading proficiency.
The finding reflects that students who perceived themselves to be good readers
become proficient in reading, and when students believe that they are proficient, their
anxiety is reduced. Therefore, students with a stronger sense of efficacy to read in
French tend to experience lower anxious expectations and attain higher levels of
French reading proficiency. The study hd's_jpd/i/cated that a focus on the development
of students’ reading efficacy.beliefs would beb_gﬁeﬁcial to students’ reading
proficiency. However, a-stuey-of-correlation betwée—n—self-efficacy and foreign
language learning anxieﬁo’(;du ed byk(;ubukgu (2008) has found no significant
relationship between the twe aspects:

Hsieh and Schal S.ha'\r/,e-foi_;{ng that levels of self-efficacy affect the

rt (200
patterns of attribution imforeig nguagé—learning. Students with high self-efficacy
mostly attribute their failar

i l
b ek ot
them to exert greater effori in‘future tasksi ‘Moreover, Nevill (2008) states that

e'lagk of Jff'ort, a realization that could motivate

reading self-efficacy is a sig fipa@t{bredié@;of regulation of cognition and reading

achievement in intermediate elémentary level

To conclude, .rfsearch'ﬁ'a’s"gﬁbwn thﬁ’f’%"éffﬁ‘efficacy“(.is a prominent factor that
contributes to acadewwg learning. Students with
high self-efficacy are likely to have better control'over their learning, know how to
overcome obstacles, aﬁ‘él persevere with their tasks untiINTFley fulfill their goals.
Academic Englishareading/proficiencyais; by naturey challenging for ESL students and
requires a long-term, contintal practice in the process. Having high self-efficacy
could be one.of.the keys to.maintain students’ persistence.in their.tasks and learning
of ways to overcome obstacles; in orderto successfully pursue thisichallenging task.
The main area that this study attempts to explore is the contribution of self-efficacy to
advanced foreign language learning.

In order to understand the operation of self-efficacy in the academic learning
process, it is worth looking at Schunk’s (2003) work, which points out that students
begin their learning activity with their goals and a sense of self-efficacy for learning,
which motivates them to learn and increase their performance. During their self-

reflection, students evaluate their progress by comparing their performance to their
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goals. If they evaluate themselves as making progress, they maintain their self-
efficacy and sustain their motivation. As a result, they want to keep pursuing their

goals, adjust them, or set new ones. Figure 2.4 portrays this operation.

Self-efficacy

motivation ... > Task engagement  ________ » Self-efficacy
For learning ' r’//

Goals Self- evaluatldﬁ' Achievement

Cy'and Academic Learning (Schunk, 2003)

dffers‘-a‘*;counter effect view, stating that effective
-effrca%/ because it will make students

overconfident and invest'less e ort *Effee‘ﬁve learning occurs when students are

j,u-u d

efficacious about overco robl,ems but )stlll have some doubts about success. In

this way, they will find app prrate strategregtf)/pope with problems, and that leads to

success. However, a number of stquents SLfﬁ."er from low self-efficacy in literacy

skills and they may 1 nQI be able to evaluate thelr progress gf'r success on their own. As

a result, they need tadépend on their teacher’s feedback abdut their progress. In this
respect, Schunk (|b|d)Q,as proposed that there are three y_grlables that influence self-
efficacy in literacy skillsy¥'modeling, goal-setting, and self-evaluation.

Modeling. Modeling isian impartantipart of-abseryational learning because
models can show observers the actions that lead to success and those that lead to
failure’, Observersiiho perceivethemselves as similar/tothe'mocgdlsiiend to be
motivated to perform should that behavior lead to success, or to avoid the same
behavior as the models’ should it bring failure. Modeling raises efficacy because it
motivates learners to believe that they can succeed if they follow the same action as
that performed by their models, especially when the learners encounter difficulties
and have some doubts about how well they can perform tasks.

Goal-setting. Goals are an influential part of motivation and effort in learning.
Once a specific goal is set, it is easy for learners to compare their performance to the
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goal and to evaluate their progress. An explicit goal helps students identify their
success and failure more clearly. Thus, clearly set goals can enhance motivation and
promote learners’ efficacy.

Self-evaluation. Self-evaluation raises self-efficacy because it makes students
aware of their capabilities and progress in their learning. Even if students evaluate
themselves as low performers, their self-efficacy is not diminished. Having evaluated
themselves as such, they realize tha\t\hH ing may not be satisfying and that they
should exert more perswtence@hﬂ effort, &r more effective strategies, or seek

help from teachers and pear.sﬁ

2.11 Strategies thatw -Efficacy \

Since self-efficac ‘ u on to academlc achievement, research

According to McCru ,,anp P tngy 2005), explicit reading strategy
instruction has increase : / interest in the use of reading
strategies. This study corges ; 2) ';Y q iver’s (2007), which indicates
a positive relationship betw nig?lf:;'eﬁfflca‘c@ v
proficiency. In contrast to the‘s:e i@es G _Harris and Mason (2005) have
found no influence ofﬁelf-regulgtgd stra(tegy deve_m?on self-efficacy for writing,

either with or Wlthoweerwppo ;JT
Self-efficacy carlyye promoted i , espggially by teachers who are

aware of its significance@rlg.the applicationUSiegle (2000), for example, proposes

w14 x UL L

descriptions are'listed in Table 2.5.

’QW’]ﬂﬁﬂ'ﬁm UANINYA Y

of language learning strategies, and




Table 2.5 Strategies that Promotes Self-Efficacy (Siegle, 2000)

Self-Efficacy Strategies

Strategies Descriptions

1. Provide specific rather than ¢ Include recognition of talent and

general compliments

the development of the skill in

2. Help students understand

He g;s attribute their
<

abilities are not inna? =sucw skills they are

develop
\\\'"

d their failures due to

3. Help students practice J& ‘*.. dents to use effort as
effort explanations#for poog™ +, | explanation fo failure, and the
performance | ave developed as an

[Or success.

unsolicited help. Sidder
believe the advice cﬂ]elp ifféreriﬂstudents before
signals low ability. ¢ ., and after visiting the needy student.

AUV EJ’/]E@'W chrpmbhreas.Frst,te

teacher beglns with a posbve
QAR IO ST
student’s work. Second, without
focusing on the student's ability,
a question provides information
about what additional avenues the

student may want to explore.
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Table 2.5 Strategies that Promotes Self-Efficacy (Siegle, 2000) (Continued)

Self-Efficacy Strategies

Strategies Descriptions

Third, the statements place

responsibility for learning onto the

"/ . The teacher might also
al invitation for help,
_’

you doing’>”

5. Promote recognition of pregress | Be v lesson by listing the

during a lesson d nts have mastered

AL

ses, physically place a

lesson. Draw the
n to the objectives
on. As the lesson

each skill as the teacher

ents ﬁ small, achievable

6. Help students set gqq‘s

goals Is that can be accomplished

AU 3 ﬂ s

dlfflcult and larger, Ionger -term

ARIANN TR NPT TIETEY

7. Help students document their e Have students make individual
growth. charts, journals, portfolios, simple
monthly calendars.




Table 2.5 Strategies that Promote Self-Efficacy (Siegle, 2000) (Continued)

Self-Efficacy Strategies

Strategies Descriptions

8. Use peer models, small groups, e Ask open-ended questions that allow
cross-age tutoring, involving for a variety of responses.

’ velop a hand signal system with
| ? The teacher might have

the show thumbs up for a

former students

wer that they are

would like to

‘%-\~ ow that they do not

t D u\l alone. When they

' ' L orrect, allow them to
sult othe
swer.

.= » Acknawledge all who contribute to

' —1=w=;: estion ‘ Even students
v, x)

D ed ving an incorrect
‘ answer at the

f ke wﬂnﬁfﬁ Fiaka oo

slate boards or sheets of paper and

AR1aN N304 ikl HElokort

teacher. There is something less

students to develop a

art of a lesson have

intimidating about writing an answer

that can easily be erased.
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Table 2.5 Strategies that Promote Self-Efficacy (Siegle, 2000) (Continued)

Self-Efficacy Strategies

Strategies Descriptions

9. Help students serve as their own e Videotape some students while they
model— self-modeling. are working and later allow him to
\ Vi w themselves being successful.
* Phe )ﬁﬁ;aph students’ projects.
JBefore bgg}ﬂnmg a new task, review
the projectwith the students. Have

o them share what steps they may take
‘ // // ~and how they see the final project.

In literacy devel t, "(J:Cafbe‘édim) has found that struggling readers
always have a strong beliefithat they-are i-ﬁé&p&'ble of learning, which results in

# “of

reading avoidance. Likewis soméitéaché]:éf_m_ight feel that these students are

“unreachable”. In coping with 's*tudients strif_&%g with reading, he provided some
self-efficacy prompts, a research-based ratig'f.ié‘l'é“"for exemFIary words and phrases
that can be used to vince-students-that-they-have-the-a Eijty to succeed in
performing tasks. TheeleT1 exemplary verbal feedback profnpts, which are aligned with
Bandura’s (1997) four“"r;rincipal sources of self-efficacy, include clues, cues, hints, or
reminders that facilitate the-aceurrence;of a-pasticutar behawiorthat makes students
aware of their progress.~These ‘exemplary words‘and phrases can be used to convince
students that they have the ability to succeed in agiven task. These‘prompts are
categorized ‘according to Bandura’s41997) framework of self-efficécy. They should
be used as a complementary and mutual reinforcement. The prompts are shown in

Table 2.6



Table 2.6: Exemplary Self-Efficacy Verbal Prompts (McCabe, 2006)

Teacher feedback
Self-efficacy Category Words and Phrases Examples
Enactive mastery “You were able to...” “You were able to
Experiences sound out all the parts

(accomplishment) of that long word.”

,,//’/ “You got all the sounds

~= . in the word correct.”

sound out long words.”

Vicarious experiences atch/me (Osc asl “Watch me (Oscar) as |

thm just as I (Oscar)
did.”

ﬂumwﬂmwmm

“Did youssee what | o “Did you se&yvhat I

YRS TED15A] s bionc

the same thing, justas 1 the same thing, just as I
(Oscar) did.” (Oscar) did.”
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Table 2.6 Exemplary Self-Efficacy Verbal Prompts (McCabe, 2006)

(Continued)
Teacher feedback
Self-Efficacy Words and Phrases Examples
Categories

| “Notice how I am

/e (Oscar is) dividing the

[ :& word into parts. You
——

have the ability to do

ihis, just as | have
(Oscar has).”

‘Listen while I (Oscar)
nalso  tell(s) you what I am
""o.\\' hinking as I read. You
can also do this, just as |

(Oscar) can.”

Y7

0 remember what

m what | am (Oscar 1s)
+#about to do. Yourwill do. You will also be

AU ¢ TS El*’luﬂo‘ia te same

same thlag a thlng o/

m (Oscar is) about to
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Table 2.6 Exemplary Self-Efficacy Verbal Prompts (McCabe, 2006)

(Continued)
Teacher feedback
Self-Efficacy Words and Phrases Examples
Categories

Verbal persuasion “BecH u...” “You were able to
(attribution) r/», divide the word into

parts because you

\remembered the rule.”

“You remembered the

~rule and that helped you
to divide the word into

parts.”

“As a result of studying

the rule, you were able

to divide the word into

parts.”

‘‘Because you studied,

r f' were able to divide

@e word into parts.”

“Remembering helped  “Remembering the rule

ﬂuﬂﬁ mqmwm@ o i

word into parts

TR E T TR

you SO
long word.”




50

Table 2.6 Exemplary Self-Efficacy Verbal Prompts (McCabe, 2006)

(Continued)

Teacher feedback

Self-Efficacy

Categories

Words and Phrases

Examples

“Did ){ou realize you

smiled {géwurself’?’

# ./ Dojyou know you d|d
dget’)”

““Did you realize you
smiled to yourself after
you sounded out that
long word?”

“Do you know you did
not fidget so much when
you sounded out that

long word?”

“*HOW-GId you feel “How did you feel when
..-‘..':‘4 d
j} \ you were able to sound
- jﬂ
woih " out that long word?”

In addition, the problem of students re5|stance tofeadlng and lack of

motivation, despite teathers attempts to develop their cogp]tlve abilities, has led to a
literacy framework th@ybays more attention'tothe affectlve domain of reading.
Johnson, Freedman and Themas (2008) havge developed a literacy framework
consisting of four elements of reading self-efficacy,-which was elaborated on
Bandura’s four key processes that promote self-efficacy. The four elements consist of
Confidence Independeiice, Metacagnitian, and Stamina, abbreviailedias C-1-M-S.
Confidence is not a cognitive skill, but it is rather an affective element that can
influence cognitive abilities. It is the students’ strength or belief about their reading
capability. Confidence can be measured in terms of success and failure. For
example, students who have confidence in reading tend to be sure that they will be
able to understand the materials that they read, and that they will fail if they do not
exhibit an appropriate performance. Two examples below illustrate the success and

failure of the students.
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e If | read about these different weather patterns, 1’m pretty sure I’ll be
able to figure these materials out; and
e I’m pretty confident | will fail this class if | don’t write a decent paper.
(Johnson, Freedman, and Thomas, 2008: 9)

Independence is the ability to apply a specific literacy strategy after
determining the literacy demands, Withou} the aid of another. For example,
e This is a great book on weafse’)t I need to look up what it has on
tornadoes in.the index. ___-
(Johnson,f'r_g_edman and Thomas; 2008 9)

Encouraging stude(

through a scaffolding

Ecome independent instheir reading can be done

! e ‘. hey are learning to negotiate difficult texts or
perform writing in diffi 4 Tﬁen_,_;eachers can gradually release
responsibilities and let st ofkﬁpn tb?lf‘ own initiatives.
Metacognition 1S the'st dentsf" awéfmess of what s/he knows and does not
know, including what is needed to, find out.jfor example
e This pie chart on»’Weather wilrL-a‘Jfbw me to learn what I need to know,
but I need to firstleain how tﬁ*eada pie chart.
(Johnsd
Metacognltlve/awareness helps students solve probléms that they are
encountering in readmg‘and writing. It makes them aware of the problems and react

logically to them.

Staminaais the [&arner’s perséverance and ability to pace themselves when a
task becomes difficult or lasts.longer than expectéd. Stamina.is qonsidered as an
aspect of time-on-task, and it consists 0f'the learnei”sperseverance and his/her ability
to stick with a task when faced with the task’s difficulties. For example,

e | will check out the hurricane information across these texts to make
sure that what | have is complete and accurate, even though it may take
longer than | wanted.

(Johnson, Freedman, and Thomas, 2008: 10)
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Stamina is critical to self-efficacy in reading. A number of students are not
able to complete extended literacy tasks because they do not have adequate stamina,
even though they are capable of success.

Consistent with Bandura’s (1997) sources of self-efficacy, Pajares (2005)
points out some implications of self-efficacy for teachers and parents. Self-efficacy
can be created and nurtured so that students increase their efforts in an academic
pursuit when a difficulty arises. Because "rr_ra)tery experience is the most influential
source of self-efficacy, teachers should help stgg_’g:ts to increase their competence
through their actual success-ii-performiag challengiﬁg academic tasks. The challenge
of tasks has to be at an zﬁ&mﬁ'ae levelk that “energizes”—not “paralyzes”(p.344) —

students, so that when'they.sticeeed in th&>se given tasks, they can feel self-rewarding.

Another critical issue flf.‘i.gacyiis,}hat self-efficacy does not provide
comprehensive skills f : o1=e a;urately, it provides efforts and persistence,
which are keys to success. The fgrgzgf teaébé:rs have to keep in mind and point out to
students that self-efficaby iSn abdqt “Iealjri‘irrg to succeed” but it is about “learning
es 'vrrpdﬁ"éuccé::e'é"TigZOOS: 345). What students need in

it e o .. ..
order to succeed is to adjust their-perspectives on failure. This is where vicarious

how to persevere when one

experience from modeling-is hefpfui Studéﬁgﬁéﬁ obser\je and compare themselves
with their peers andj%rrﬁe—adjnst—ﬂaeif—aeﬁeﬁs—aeeefqu}zf However, model
selection is very important. Pajares (ibid) refers to two types of models which
provide different expeﬁ;ances to students. First, coping models are those who, when
pointed out, admitdheiperrors.oSecond; masteny, models,arejthose who are strict to
infallibility. The,formermodels will' make Studentsunderstand that mistakes are
unavoidable.and that they can.use.mistakes as information to improve themselves. On
the other hand, thedlatter madels maketstudents feel that mistakes’are'unacceptable.
Therefore, selecting appropriate models to build students’ self-efficacy is of immense
importance. Apart from models, teachers should also create an individualized and
cooperative learning environment that allows students to select the peers whom they
can observe and with whom they can compare their abilities. At the same time,
students are supposed to be encouraged to learn to set their benchmarks at their own
standards, rather than comparing with classmates’. If students feel self-doubtful or

anxious about their performance, teachers should encourage them to talk about these



53

feelings and not to ignored such feelings. This is because students can develop a
sense of confidence when they understand and can benefit from these feelings, which

can help them focus their attention on their performance.
2.12 Reading Self-Efficacy

Similar to general academic achievement, self-efficacy influences students’
approach in reading. Such influence.is a pr})minent factor in overall academic
achievement. Self-efficacy inreading Is peépj’}s assessment of their capability to
read well” (Guthrie, Wigfi_eld, and Pereﬂceviéh,’f/OOA:- 80). Wigfield and Tonk (2004)
state that students who have.high (eadinF self-effieacy will choose to read long and
difficult texts. They haw'p’e'r/' tence injreading evenwhen encountering
complications. In conﬁ)a{:j(r)t? wiﬂs low reading self-efficacy do not believe in

their reading capability. #hey/usually-find reading dificult for them and, as a

consequence, try to avoid geadin wh?ne\{ﬁr possible. They are inclined to quit
reading upon encountering dift _ylg:\@{ordsf}r_}st‘?ad of seeking help. Students who
have low reading self-effiCacy may.not Iac;giﬁgading comprehension skills. But in
fact, it is the lack of self-efficacy that hinders arundermines the students” skills,
inasmuch as they may give up_yyﬁ@confr;@:_f_g.ngal_ong, complicated, and cognitively

challenging texts. Séli—efficacy also inflluencesintrinsigr§aping motivation. Students

with high self-efficé'cy' believe in their control of the t(:xt;&n%j, therefore, tend to

choose to read with curiosity and become more engaged.in reading.
2.13 Sources pfrReading Self-Efficacy:

Based on the work of Bandura (1977, 1997 cited by Wigfield and Tonk,
2004), Wigfield-ane, Tonks,(2004)and,GuthriexWigfield sand-Perencevich (2004)
have described three'factors that have @ strong influence on‘children’s-reading self-
efficacy. First, students will develop their reading self-efficacy when they achieve
success themselves; therefore, their early reading experience in schools is
fundamental to their reading self-efficacy. Moreover, when students observe a peer of
theirs perform a reading task successfully, especially if the peer is cognitively or
academically similar to them, they tend to be convinced that they can do it well, too.
Lastly, students develop their self-efficacy in reading when they are adequately

encouraged and supported. For this reason, positive feedback from their parents and
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teachers about their reading performance is essential. Furthermore, strategy
instruction helps students develop their reading self-efficacy too, because reading
strategies provide essential tools for students to cope with a variety of texts and make
them become competent readers (Guthrie, Wigfield, and Perencevich, 2004).

2.14 Chapter Summary

This chapter reviewed two key.concepts of the study, academic literacy and
reading self-efficacy. The term l’a( ) } d as more inclusive than separate
reading and writing skills. It@both Ia& and social concerns. Academic
literacy is the use of dISWIfIC ngu@propnate fashion. Academic

literacy is challenging for

academic languages in t iSCi ted in this chapter. Also, as

about reading instruction i I J,muyl e;strat Vi struction, characteristics of
good and poor readers Ig-proficient t. Furthermore, as
becoming academically | is fnﬂ ' per instruction and
motivational enhancement W_Etg'p - selfsefficacy is one of the key
motivational factors that is fouh?eﬁfcajl Cademic achievement. This chapter also
summarizes some m Jvatlonal concept§ relatlggj‘eﬁ acy. Furthermore, some
strategies that enhari ew of esearch regarding

reading self-efficacy are presentec

ﬂUEJ’J‘V]EJ‘V]’ﬁWEJ’]ﬂi
ama\mmw’mmaa



CHAPTER Il

RESEARCH METHODOLOGY

This chapter describes the research design, population and sampling
method, research and instructional instruments, data collection method, and data

analysis procedure. ‘
7.
3.1 Research Design /4/

This study has a pretest-posttest, non=randomized, 2x2 factorial
design. The factorial i:@?as opted for the studybecause there was more
than one independent variable i this study, and because the variables varied in

& _l‘sévéra}l hypotheses to test simultaneously

two levels. Moreover
uge bw_'ntfé'saction between two or more variables
agland A'./Iielgae"‘l= 1989).  The two independent
variables were reading instetiction models;whlph were Academic Literacy-Based
Intervention (ALI) and Acad |cRead|ng~_@'3) and Engllsh reading proficiency,
which was classified into high aﬁd_lﬂw levé]s:.

T
3.2 Researeh ContekE - Z Ay =~ P

—

This stUdy was conducted at an English- medufm instruction

and it revealed a difference
(Hatch and Farhady, 198

university in Thallandjt this university, all'students were required to take four
English courses, which censisted of three general English courses focusing on
four communication skt ls and ene academic English course fo¢using on reading

and writing.
3.3 Papulation and'Sample

The population of this study was 1,012 undergraduate students from
Schools of Management, Law, Science, Information Technology, Liberal Arts,
Agriculture and Agro-Industry, Cosmetic Science, Health Science, Nursing, and
Anti-Aging and Regenerative Medicine. The participants include first- to fourth-
year students most of whom have studied two general English courses required by
the university, namely, Intensive English (course code 1006120) and English for

communication (course code 1006217). Some, due to their high entry scores in
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English, were exempted from the first general English course and thus had
studied one general English course, namely, English for Communication.

The students who participated in this study were intact groups. They were
enrolled in Academic Reading and Writing (course code 1006218) in the second
semester of academic year 2010. The course’s principal emphases were on
reading strategies and reading skill practice such as finding main ideas, using
contextual clues and graphic orga \!'f inferences, and summary
writing. The students Were f} %ns by the university
C|pate in this study. Of
p (ALI), and the other

29 students were assi 1p. t of the students who

registration systems. 50 students-we re sklect

these, 30 students were

participated in ALI

Table 3.1 illust _ 0 ‘ﬁeaudents in each group.
The students in ALI wer, - ), Tourism Management
(40% or 12), Public Healt al Management of
Agricultural Packaging (6.7% or ;g : students in AR were studying Computer

J_,a-,.

Science (20.7% or 6), Busmess'@hmese (" b or 4), Tourism Management
13.8% or 4), Public Health (13:8% or 4), Ay dicine (10.4% or 3),
( ), ,.Hl ( 4), ﬁ ( )
Law (10.4% or 3),

»,__- ....... vianagement=(6:9%-0f 2), Business

i .

Administration (3.4% g 1), Soff 4°‘/ﬂjr 1) and Information
Technology (3.4% or

ﬂUEJ’J‘V]EJ‘V]’ﬁWEJ’]ﬂi
ama\mmw’mmaa




Table 3.1 Programs of Study of the Students in ALI and AR

Major ALI AR

Programs N Percentage N Percentage

Applied Thai

Medicine 104

Aviation 6.9
Business

Management

Business 3.4
Administration

Tourism 13.8

Business Chinese I/ /& \\\\\Q 13.8

Management

Law 10.4

Public Health 13.8

Software

Engineering

3.4

Technological
Management of

Agricultural

Packaging ﬂUEI’JﬂElVI‘JWH’]ﬂ‘E

Computer 20.7

Information

Technology

Total 30 100 29 100

57
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Table 3.2 describes students’ year of study. The students in ALI were in
year 2(80% or 24), year 3 (13.4% or 4) and year 4 (6.6% or 2). The students in
AR were ranging from year 1 (27.5% or 8), year 2(41.4% or 12), year 3 (20.7% or
6) and year 4 (10.4% or 3).

Table 3.2 Years of Study of the Students in ALI and AR

S -

Years of
Study
Percentage
1 27.5
2 414
3 20.7
4 10.4
Total 30 100

Since the ALI and AR grggpg,we e arranged by the university’s
-l (w‘a‘: -
registration system, bath groups were tesw of their ability. The
pre-test mean score nglish readl e determined using
there @s no significant
difference, t(57) = .20, p#0.05 between thegwo groups’ pre-test mean scores of

et s 5 T A e

proficiency of ALl and AR groups vyere comparable

rable 35 Kcampheioh b Sl Rk AN A B

independent samples t-t tht Ta

Scores
Group n Mean SD t df Sig
ALl 30 8.67 4.68

AR 29 8.37 3.74 0.20 57 0.84
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3.4 Research Procedure

Prior to the experiment, the students in each group were given the IELTS’
Academic Reading Module pre-test and were classified into high and low levels
of English reading proficiency based on the test results. The students who scored
lower than -1SD were classified into the low reading proficiency group, and those
who scored higher than +1SD were classified into the high reading proficiency
group. The control group participq&\ |M ademic Reading (AR), which
was the reading instruction r%edby th i y, whereas the two treatment

groups—the high and IOV\hmmllﬂ groupe—ﬁaeelved Academic Literacy-
Based Intervention (ALI). uction ¢ Wt groups were
videotaped during we B \ u \ead&"he AL treatment, both

of IELTS’ Academic

Reading Module to re- ﬁ(}gro@mency Only the
treatment groups were R\e‘iding Self-efficacy
Inventory. The results of the g Module post-test of the
control and treatment groups ere:bﬁhiﬁ ed;'so we: the results of the pre-test

and post-test of reading self- efffc@fron;%atment group. Ten students
were purposively sarﬂ)led from“tﬁe-ALlfg;E‘E‘frOﬁ the high English reading

proficiency group and-the-other-5-from-thelow-English-p ] of ciency group. These
?he Semi-Struct
The discussion was au otaped Figure 3.1 |Ilustrates the research procedure.

ﬂummm‘swmm
qmmmm UANINYA Y

us Group Discussion.

students participated 1



60

N=1,012

! !

Control Group
Academic Reading
(AR)
N=29

Undergraduate students enrolled in ‘Academic Reading and Writing’ course }

Treatment Group
Academic Literacy-Based
Intervention
(ALI)

English Reading Proficie

~F ' AR
(English Reading Proficie e o 10 weeks

4

English Reading Proficiency }

Post-test

—gutnns
£ Eﬂmm A1 N6

Semi-Structured
Student Focus Group

Discussion
(N=10)

Figure 3.1 Research Procedure
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3.5 Research Instruments

This study employed four research instruments: (i) the Academic Reading
Module of the International English Language Testing System (IELTS); (ii) the
Reading Self-efficacy Inventory; (iii) the Reading Self-Efficacy Classroom
Observation Record; and (iv) the Semi-Structured Students Focus Group

Discussion Protocol. The details of each instrument were described as follows.
3.5.1 The Academic Readlng/@gd.ule of the International
English Language Testlng System (IEJ_TS) — »
The IELTS’ Academic Reading Module.was used to measure the

English reading proficim{

was confidential and n

g students in this study.. Because the actual test
efor general use according to the Cambridge
i"r‘nsén ié’.rsion of the test was used in this study.
However, the specimen t S repgred&nd certified by the Cambridge ESOL
the ?:ctuaﬁest»both In terms of contents and

¥

L J J’j-h
The IELTS’ Acad mlguReadmg Mbﬁl{r!e consisted of 3 reading passages,

totaling 40 task items. The passages used mfthe.tﬁst were extracts of such

constructs.

authentic texts as m_gﬁzmes journals, books and new&paﬁgrs These extracts

were related to the at{demlc reading topics of “‘Spider S|Ik~c)uts weight of
bridges’, ‘Revolution m*Mapplng and “Hypnotism’. The task types consisted of
multiple choices, informatien matching, inférmation identifying, identification of
writers’ views and/or. claims; and summary and/or table completion. The total
word counts for the passages were 557, 726 and 668 words, respegctively. The test
time was 1 gur.|Eachnquestion was worth ene mark (British Council;-IDP &
Cambridge ESOL 2010).

3.5.2 Reading Self-Efficacy Inventory.
3.5.2.1 The Construction and Characteristics of the
Reading Self-Efficacy Inventory
The Reading Self-efficacy Inventory was used to elicit the
students’ belief about their reading capability. The Inventory was developed

based on Bandura’s Guides for constructing self-efficacy scales (2006); the
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French self-efficacy instruments (Mills, Pajares and Herrons, 2007); the reader
self-perception scale —RSPS (Henk and Melnick, 1995); the academic self-
efficacy scales (Tewtong, 2000; Dulayapiradit, 2004) and the reading self-
efficacy scales (Wigfield and Guthrie, 1995; Worakitsawat, 2007). The
Inventory, consisting of 24 items, was a self-report based on a 10-point interval
scale. The Inventory was constructed based on the Reading Self-efficacy
Framework, which consisted of six compém/apts. Each component was elaborated

into 4 items. The detail of each component’aﬁd_/fuem is presented in Table 3.4

below. $ o >

g—

Table 3.4 Con the i‘eading Self-Efficacy Inventory

- )

r
Compor@k--‘fﬁ, . 4 Number,of ftems Items
1 agridlsiand-—— 4 1,7,13, 19

2. E AW 2,8, 14, 20
74
3. ff:-./ 4 3,9,15,21
i el
4. Awareness of Success and Faituie == 4 4,10, 16, 22
ATl T :"’. o
5. Supportive and Reiponsive'"d”'" G £ 6,11, 17, 23
Atmosphere |+ — A
p ;j '_"s')l
6. Individualized Assessment 4 5,12,18, 24
Total 24

The Reading Self-efficacy Inventory was presented to the students in both
Thai and English because.there.were hoth Thai-and international sttdents at this
institution. " The students were‘requiredto self-evaluate their confidenee in their
capabilities of performing different reading tasks. The main directions on the
scales asked, ‘How confident are you that you can perform each of the following
reading tasks?” The scale ranged from 0 to 10. The students put a mark on the

number (0-10) according to their level of confidence in completing the reading
tasks. (Appendix C)
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The degree of confidence in the Inventory was converted into the different
levels of reading self-efficacy. The scores were interpreted as shown in Table
3.5.

Table 3.5 Interpretation of Scores from the Reading Self-Efficacy

Inventory

Ranges of Degree of Confldeniel Levels of Reading Self-Efficacy

7.00-10 N \ i[/// High reading self-efficacy
4.00-6. 92 . te reading self-efficacy

T
1.00- E___,..—' Eﬁw reading self-efficacy
- ' ' ‘Nﬂ@mg self-efficacy

with the Self-Efficacy Fra
0 (Questionable) to -1 (Incongrueﬁf),: Them_’ evaluation form contained

".-'_r',/‘

scales ranged from 1 (Congruent),

some spaces for the e’_ﬁperts to provide addltlonal c_m&? J The evaluation was
items that scored
red bet\y}en 0.50-1 were

_'.1

between 0.00-0.50 we@modified; th
reserved for use.

ﬂ Tﬂe%}/}% ﬁé %‘ﬁgw WM ﬁentory based on

experts’ suggestions was made most}y ona reverse scale, as advised by Expert C,

who neted tma ?tf d ﬂ @%:lslysothat
analysﬂfm:z@sﬁ)u not be confusing. c:i;ldzﬂ erts Aand B

commented on rephrasing some items, especially in Thai, so as to minimize the
difficulty for the students to understand and the resulting chance of

misunderstanding (See Table 3.6).



Table 3.6 The Revision of the Reading Self-Efficacy Inventory based on
Experts’ Evaluation

Reading Self-
Efficacy Original Statement Revised Statement
Constructs
Supportive
and
1 - g . ' ‘i - g
Responsive eific feedbacks) . (specific feedbacks) a1
Atmosphere 019138 vze s uange
fmsetuldeenad
FEANTNIN
| am confident that the
| eacher’s specific
feedbacks help me
. improve my reading
fo— siitls effectively.
%_ 5 Isieffectively
12!Diu a1l Wfamﬂ?ﬂmﬁﬂum@mi
Individualized
Assessment d’wl,wrau AuiLAULe

AUE NEN TN Tt

reading outéome with  «  my own reading

o W6 ) 3 Y171 YiEaa Y
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Table 3.6 The Revision of the Reading Self-Efficacy Inventory based on
Experts’ Evaluation (Continued)

Reading Self-
Efficacy Original Statement Revised Statement
Constructs

Proper and 13.

13 ma‘lmumuwmaiwmu
relevant ‘
. / ‘]JT/]ﬂ’J”IiJﬂTkﬂf‘)\iﬂf]‘H ﬂuf’)']uﬂﬂ'lﬂ
materials and o’

maiuuazuu%aw:

tasks
avulannuuaziale
nuaazaIuueaTeeneula
reading assignments, | read
with enthusiasm and feel
onfident that I will
refiend th e story 66 hend the story
ogctly.
Individualized 18. .‘;‘l?ﬁﬂmu"lﬂﬂﬂ'l?llllﬂﬁ 18. #ujdnewlafsiiu
Assessment s
ﬂ oulag 138U Az w ﬂ an1se1uved
UL US DY AuedsenINdaduas o
197 ANt NN
am compared to my peers. compare my own

reading progress

between the past and
present.
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3.5.2.3 The Pilot Study of the Reading Self-Efficacy Inventory

After the experts’ validation, the Reading Self-efficacy Inventory
was pilot-administered in August 2010 at the university under study to 399
students, 41 of which also participated in the ALI piloted lesson. Cronbach’s
alpha coefficient of the overall Inventory was calculated and the reliability value
of the overall Inventory was 0.89. The internal consistency of each item in the
Inventory and each component was also c'a_k: lated by means of Cronbach’s alpha
coefficients. The inter-item reliability valug< that all of the items

positively correlated with.each-component at-a IovT/‘,,moderate and high levels, as
_— -

shown in Table 3.7. /

Table 3.7 Inter-lte

jelatlon f the Reading Self-Efficacy Inventory
f N

Compone ReﬁTnllty Meaning
1. Properand el 05 Positively/ moderately
606 correlated
Materials and Tasks k.4
2. Strategies A Positively/highl
0 %k | yrmignly
u__ i:—’:" correlated

3. Social Interaction and. -~ 051;(;"“- Positively/ moderately
Collaboration’ OO S, [ gorrelated

4, Awarenessﬁr;t Success Positively/ moderately

. . 0.579 . correlated
and Failure = —

5. Supportive and Positively/ low
Responsive 0.393 cofrelated
Atmosphere

6% Individualized Pasitively/imoderately

0.650 correlated
Assessment

The Index of Discrimination (ID) of the Inventory was analyzed in
order to reassure the ability to discriminate the students with high and low levels
of self-efficacy in reading. The sample of students representing the high and low
groups of reading self-efficacy was selected from the 299 students who

participated in the pilot study. The students whose scores from the Inventory
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were below 2 SD (-2SD) in the normal distribution of scores represented the low
reading self-efficacy, and those whose scores were higher than 2 SD (+2SD)
represented the high reading self-efficacy. The mean scores of the two groups
were compared using independent t-test. Only the items that had t-test value of
higher than 1.7 at the significant value equals or lower than 0.05 (p < 0.05) were

reserved for use. Other items were revised

3524 RedeS|g in Self-Efficacy Inventory
3.5 2 |S|on esponse Format
m th p||5@wed that in some cases,

the level of confidence n

were unclear, which ma

Instructions: Pleas Ie” yourself fre ) 10 according to how
confldentyEEEa ‘u can perform each of the
Ijollowmg acaden‘flé g ist 29 tasks.

A

;
Amugii ﬂm‘ﬁagﬂmmm 1ﬁﬂUﬂ?1NNu1%1uﬂ1iﬂ1u
IS a r J dv
wdanguFAnmsimuiilungdnssimie i
L v/
0o 1 ﬂuEI J4HE|5E| j\ewﬂ Iis 9 10
Thishileay “al athunans lanniiga
¢ o
2SO QN ESNI Q00 AND nnl
NW I6INT1d PRIBE T
9 Yo Degrees of Confidence
(0-10)

Statements

1. suveveusesnduauluasiianuneivesiudinu
I enjoy reading a story/passage that I’m interested
in, and that is relevant to myself.
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Revised

Instructions: Please rate yourself from 0 to 10 according to how
confident you are that you can perform each of the
following academic English reading tasks. Mark X

on the scales.

Amuzdi - Tlsanunseaniang wranzuuy 09910 muszauanusivlaly
2 )
' iungAnssuaelilil
PRGN
oy Confidence
VAN
Statements

o L
1. AUFDUDIUITOINAU
tagiinnuneveaiud
I enjoy reading a
story/passage that I’'m

interested in, and that is
relevant to myself.

4 Some items in the inventory thﬁhad low discriminating

power were reﬁed by ré‘:vﬂrding and re-phirasing, as shown in the following

oxampe. 1oy £ 3 YTEY 72 T 179

laboLi

qr ginal Statemént ¥ Revised Sta
1. furousuesinuauloasi 1. Glumiémnﬂﬂiza suadamwaulaluGes
ANuREITeiUSITY fisTaowonoiaideausinm
| enjoy reading a story/passage ferdeaiusuedials
that I’m interested in, and that is I try to motivate myself in reading by
relevant to myself. finding a connection between the text

and my background knowledge.
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Table 3.8 Revision of the Content of Reading Self-Efficacy Inventory
(Continued)

Original Statement Revised Statement

a [ A = 1Y 198 =) A A v
2. ANUIANNIIAKITOANUATIA IV 2. au"lugaﬂmsaw5aaﬁﬂﬂqaa1ummz

911 UnageA NN N0 luNseu

UYDINU \\\§‘ ’l// : ’t feel stressed or anxious

ding.
Tension and stress ha

on my reading ablllt .

3. sudhanwdiSwazaalfudianly 2 swhaawdurainnmselueda

e

1 S A 1 ' Q - - o 1
maoluedalinadaaadtdodni, . uiduonGoulsulgamse il

| am aware that my past st
and failure have an impact c

current reading.

Self-Efficacy Classroom Observation Record

S— D S e R e

behaviors and act|V|t|es occurring during the classes. Part 11 was areflection on

the P apor dctrting t Rbal SalfErficacy FAmork. (i was an

observatqon checklist that summarized overall evidence of classroom activities

and students’/teacher’s behaviors that promoted reading self-efficacy.
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The observation checklist (Part 111) was developed based on the
six main constructs of the Reading Self-Efficacy Framework used in this study.
The six constructs included (i) proper and relevant materials and tasks; (ii)
supportive and responsive atmosphere; (iii) awareness of success and failure; (iv)
social interaction and collaboration; (v) strategies; and (vi) individualized
assessment. Each construct consisted of evidence or proof of observable
classroom incidents. An open-ended spa&?ys provided for notes of other
related behaviors observed during the clasé‘ ;_‘Appendix D)

3.5.3.2 Th&Valldlty of'the Reamﬁg-Self Efficacy Classroom

Observation Record ; g
hgs€0

ents an constructs of the Classroom Observation

Record were evaluate erts m the field of English language teaching,

educational research, mgunsfrcs The revision of the observation

record based on the recomm tlons' by fxperts D and E concerned the

inthe TabFéB 9
,ul.l Jf/a
Table 3.9 Some R ur]dant Items—-ang Revision of the Reading Self-

§

redundancy of items, as show

Efficacy Classmom Obz;ervatlon Record

lu__
-

Orlglﬁnal Statement | Beyﬁgd Statement
|
1.3 Students f’o’d d the materials N
’1 "Deleted
interesting ahd challenging. —

1.6 Students‘ showed-interest in the

content by participating.in

the reading activities Reserved
activelys

4.27 Students were encouraged to Students were
think about their past encouraged to reflect
successful experiences. on the cause of their

past achievement

(success/failure).

4.3 Students were encouraged to
_ i Deleted
reflect on their past achievement
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Table 3.9 Some Redundant Items and Revision of the Reading Self-
Efficacy Classroom Observation Record (Continued)

Original Statement Revised Statement
4.5 Students attributed their
) Reserved
success and failure on effort
and persistence.

4.6 Students were encouraged to /. ~ Deleted

of effort. - .

5.10 Students showed " // N\ N * Students showed
willingnes willingness and
class activitig siasm to

5.11 Students wereTeluctant | ~ Y

participate in class agtvities.

— e e
St ) T
A 7T

L |
In addition, ;{T’:’ES!:TT:_:.:_::_::,-_:_T-_'E_:_:ﬁ 0 “i‘. as possibly not

referring to explicit arﬂg ervable Jggested that the items be re-

written using words that showed explicit behaviors, as déemonstrated in Table

= AU ANYNTNYINS

Table 3.10 Revision of Inexpligit and Unobservable Behaviors

i - . e “Ta
J

15 Studeﬂts found connection between the 1.5 Students were able to make a

text and their background knowledge. connection between the text and

their background knowledge.
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Expert D commented that some items were negative evidence and could be a
problem for analysis. The scores based on such evidence had to be deducted or
neglected. Therefore, in order to make it practical for analysis, the items that

showed negative evidence were rephrased as in Table 3.11.

Table 3.11 Revision of Negative Evidence in the Reading Self-Efficacy

Original Statement "/ Revised Statement

Classroom Observiﬂwl}ecord

1.3 Most of the students ity @ L did not have difficulty

with the materials. f il —Gi ith the materials.

s were left behind.

Limited evidence

ARAGNT TN Wﬂ V12) Y Boerce

3/3 Clear evidence
2. Strategies 0/5 No evidence
(5 incidents) 1-2/5 Limited evidence
3-4/5 Some evidence

5/5 Clear evidence
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Table 3.12 Reading Self-Efficacy Classroom Observation Record :
Evidence Identification (Continued)

Categories Evidence counts Meaning
0/5 No evidence
3. Social Interaction and 1-2/5 Limited evidence

Collaboration
(5 incidents)

3-4/5 Some evidence
: Clear evidence

4. Awareness of No evidence

and Failure/ [ \t Limited evidence

(3 incidents) Some evidence

Clear evidence

5. Supportive No evidence

Responsive Limited evidence
Atmosphere Some evidence

(12 incidents Clear evidence

Individualized No evidence

assessment S AR Some evidence

3.5.3.3 J?:i Pilot Study oE’he Reading Self-Efficacy

Classroom Oﬂ'ﬁi Ra:% S Qﬂ i W ’] ﬂ ‘j

After the experts” validation, the glservatlon Record was

g Wi w13/ i (S

Business Chinese, Cosmetic Science and Tourism Management programs during
the pilot study of the ALI. The Observation Record was conducted based on the
videotaped lesson.
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3.2.3.4 Redesigning the Reading Self-Efficacy Classroom

Observation Record
After the pilot study, the Observation Record was modified
mainly in terms of observable behaviors. Some items were deleted; and some

were revised as shown in Table 3.13.

Table 3.13 Revision of the Reading Sglf-Efficacy Classroom Observation

Record based on the P

\'%\\\ﬂ P

Part 1 Peoper-and Relevani-Maierials and Tasks

Original Statemenit” | .. Revised Statement

1.1 The reading materialsiwe

to students’ backg

1.2 The difficulty ofithe

relevant to students’

/ \\\ Deleted
e, 2

Deleted
background.

1.3 Students found the ma

1.4 Students did ,rﬂhave d| |cu y K

=,
1.5 Students were zﬁe to

connection betweierghe text

and theﬁ

1.6 Students Omowed mterest in the

TSI AN AN saa Y
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Table 3.13 Revision of the Reading Self-Efficacy Classroom Observation
Record based on the Pilot Study (Continued)

Part 2 Strategies

Revised

. Students set a specific and achievable
2.1 Students set a reading goal.

’ » tudents made explicit and doable
2.2 Students made a pl .
. . plans fortheir reading tasks.
reading tasks. {, NN

2.3 Teacher helped student

goals.

Revised
2.4 Teacher provided multiple strate

instruction to students B

a YD <
75 swdems@mmwﬁﬂ%% e

on task dlf?ll culties ¢ Students were able te_identify
ammﬂm 3 YA e R i ek ey
encountered while reading.
(observed from the students’
accomplishment plan)
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Table 3.13 Revision of the Reading Self-Efficacy Classroom Observation
Record based on the Pilot Study (Continued)

Part 3 Social Interaction and Collaboration

Original Statement Revised Statement

During class activities, _ Revised

3.1 students performed readin class activities,

with their peer group. hared some ideas about the

th their peer group.

3.2 students were selected.i Revised

reading are selected to model
3.3 students were praise heir =7 Reserved
effort.

3.4 students were seated Revised

peers. elped each other interpret the
3.5 students workedvindi AR Deleted
3.6 students got help f “Reéserved

U

Fﬂ
ﬂuﬂ’mﬂﬂﬂ\lﬂ']ﬂ‘ﬁ
’QW']Mﬂ?ﬂJ UAIINYAY




77

Table 3.13 Revision of the Reading Self-Efficacy Classroom Observation
Record based on the Pilot Study (Continued)

Part 4 Awareness of Success and Failure

Original Statement Revised Statement

4.1 Students made outcome Revised

expectancies tudents determined their outcome

4.2 Students were encou

Revised

think about their past'st ere encouraged to reflect

experiences. of their achievement

re).

4.3 Students were enco

on their past achieve

Deleted
on their failure.

‘\

) | ‘- Revised
4.5 Students attributed their success-anc

: ents attributed their success and
failure on effort and pe .

J Jof effort and persistence.

4.6 Students were enco
attribute their fallﬂ on s
effort.

Deleted

ﬂumwﬂmwmm
QW']Mﬂ‘im UAIINYAY



78

Table 3.13 Revision of the Reading Self-Efficacy Classroom Observation
Record based on the Pilot Study (Continued)

Part 5 Supportive and Responsive Atmosphere

Original Statement Revised Statement
In this class,
5.1 the schedule of class activities was Reserved

announced in the beginning of\Q&

=

class.
5.2 teacher moved arouk&hllef

the students are per

activities

5.5 teacher extended speci

complimentary feedbacks

5.7 teacher acknowledgm students’

) teacher acknowledged students’
questions and commenitses,

: r s and comments.
5.8 students’ re%?%“e I wwg(lm‘ ﬂeﬁzd

3

A ARSI NN TR Y

5.105tude'hts showed willingness to
o ) o Reserved
participate in class activities.

5.11students were reluctant to participate Deleted

in class activities*
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Table 3.13 Revision of the Reading Self-Efficacy Classroom Observation
Record based on the Pilot Study (Continued)

Part 5 Supportive and Responsive Atmosphere

Original Statement Revised Statement
5.12 No students were left behind. Reserved
5.13 some students raised their ha Reserved
answer in group srtuatroh.\r‘ ’

5.14 students spoke outnulﬁbu‘t_ berng / _ Reserved

called upon. —-— b4

5.15 students were Willing Xpress ~
N > v/ \ Deleted

\ R&vised Statement

- Ll
s 1 Deleted
evaluated their own formén%e {z.

pppppp

6.2 Students evaluated theldown - '%’ ‘ o |
— eserve

performance. _£7h0) 0 7 N,
Ve -
6.3 Students’ Q(_eﬁormance was evaluated . 4.

th
by compar wrth their own £
7 Reserved
progress, not Mth other stu J_'J
progress. ¢ a 'Y

T AUEINMEMINES

Data fof the observation chaecklrst were recorded by the researcher and

an int w\mr (FT [ 3. First,
the reeeeqaqcher reco ged in thg? d no&ﬁﬁa mcrdjm:’g)]ccurred in

classroom. Then, the data in the field note were categorized based on reading

self-efficacy framework and recorded in the Reflection Part of the Observation
Record. At this point, the researcher added some comments and took notes of
some observed performances. Next, the researcher summarized the data from the
first two parts (Field Note and Reflection) based on the Observation Checklist.
Finally, the researcher checked on the items that were observed in classrooms and
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counted the number of incidents using the criteria provided in Table 3.12. It is
noted that the incidents were only counted as they occurred during class activities,
regardless of the number of students who performed those behaviors or
participated in those incidents. The Observation Checklist was, then, double

checked by the inter-rater for consistency and reliability.

3.5.4 Semi-Structured Students Focus Group Discussion
Protocol /7
3.5.4.1Fhe Constryctlon ﬁﬁ’d.'—eharacterlstlcs of Semi-

Structured Students Focus«Group Discussion Protocol

The{

reflections on their le

roup discussion revealed students’ reactions and

in jof ces l.n readmg self-efficacy development in

ALI. The Protocol congsiSted of't descu.ptlon of the focus group arrangement,

the number of the group’s parti péfnts', thé,séﬁedule of the group’s discussion, the
Y] ddd

recording of the discussed data, and the guiijed'discussion prompts (See

Appendix E). The discussio |nv0lved terrsfud_ents who participated in ALLI, five
from the high reading proﬁuency_gmup arid;ﬁjfe from the low proficiency group.
The researcher acted as a facititator while leamﬁg'the group discussion.

Ee_dtscus&nn.toak_place_aﬁex_me::adfnts had completed
ALI (week 13). The stadents were purposively selected-ﬁo attend the discussion
and those who part|C|p“ated represented high and low read'ng proficiency. The
discussion was-arranged Inte, twe, sessiens..one, for the five-students from the high
proficiency group, and‘the other forthe five'studentsfrom the fow proficiency
group. Each session lasted about half an hour.

The main focusofithe discussion wasion the istudents’ reading
experience in class. The videotape of ALI activities in class were shown to the
group, and each student was invited to reflect on his or her learning experience
based on the guided questions. There were 10 guided questions for discussion
based on the videotaped classroom activities. The students’ discussion was
audiotaped, transcribed, and categorized based on the constructs of the reading

self-efficacy framework.
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3.5.4.2 The Validity of the Semi-Structured Students Focus

Group Discussion Protocol
The Semi-Structured Students Focus Group Discussion

Protocol was evaluated for its contents and constructs by three experts in the
fields of English language teaching and English linguistics. Expert G suggested

some additions to the guided questions, as shown in Table 3.14.

Table 3.14 Revision of the Semi w udents Focus Group
Discussion b Xperts ion
Video '
Self-efficacy msM Orig ' " ed . Revised Guided
Constructs \\\ Questions

Do you find the

1.Proper ,__ b0

materials Instruetion” - \ \ ocabulary

and tasks  (Prefixgs- ‘-5_:"! o \ exercise

2. Strategies  suffixes and é«ﬂﬁ oty (Vocabulary Log
compare/ ol and Word Analysis)

contrast; helpful? How?

\J

Mm
ﬂummf ’%’Wﬂﬁm

i’)”luﬂ’t’)usll”lﬂﬂ”lﬂ!!,ﬁum’l

awwmmm \Wibh RN
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Table 3.14 Revision of the Semi-Structured Students Focus Group
Discussion based on Experts’ Evaluation (Continued)

Video Clips of
Self-efficacy instructional Original Guided Revised Guided
Constructs sequence/ Questions Questions
activities
1.Proper Overt Do you think that Do you find the
materials Instruction’ -- ici structure and
and tasks (Prefixes- organization
2. Strategies i ' - ___ explanation and

cabulary as Well exercises
\\\\ (Compare/Contrast
‘ ind
Exemplification)
helpful? How?
ong Do you find the
\ exercise on graphic
organizers
ou (Concept Map,
77777 L__Annolighting a text
’J d Key Concept
ynthesis) helpful?

AN TUNM NN Y
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Table 3.14 Revision of the Semi-Structured Students Focus Group
Discussion based on Experts’ Evaluation (Continued)

Video Clips of
Self-efficacy instructional Original Guided Revised Guided
Constructs sequence/ Questions Questions
activities

3.Social Overt (Addition) Did you

Interaction S ‘ find your friends
and ‘Recipi : helpful? Did you

collaboration Tea dsand. " have any problem

=

\v orking in groups?

4. Supportive
and
Responsive

Loty

atmosphere —
-‘
,V'

your tension in

UV UT oy gliv)

MIANIAUNAVDY MIANMIA NGV
of Success actic ¢ o Q/
B | slgid Bl SRRV B i
a [o]]]
q Y 1 9 1 '
dumarlumseu dumanlumse e
e liinAne IdndnieuIms
1% 1 Y 1 sldd? A ]
WuINse1u e o liavunse ly

v
wu'ldednals a8a'ls




Table 3.14 Revision of the Semi-Structured Students Focus Group

Discussion based on Experts’ Evaluation (Continued)

Video Clips of
Self-efficacy instructional Original Guided Revised Guided
Constructs sequence/ Questions Questions
activities

Do you think
finding the causes
of success and
failure in reading
helped you

improve your

reading skill?
: How?
6. Transforme * Sinfne 1ndselows Tndnunldse Toad

Individualized Practice & n5e Iy oe1alson

Assessment Evaluation msinlszidiunams

f)'mﬁ'aﬂﬂmmuaxms

ae

<3 vAa
= nudeyasiams
“ Y

T omvesauedl’
m voyalszIanmseu @ nfSvuivunazinm
ﬂ ‘a (V) WAUINT IUMT0IU

| [ =
wssunenuazAny

ARAINTUNRIINY1A Y

84
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Table 3.14 Revision of the Semi-Structured Students Focus Group
Discussion based on Experts’ Evaluation (Continued)

Video Clips of
Self-efficacy instructional Original Guided Revised Guided
Constructs sequence/ Questions Questions
activities

learn Did you

learn from self-
evaluation

and keeping
record of your
own reading

to observe your

progress? How?

Experts H and I ested a cha on rephrasing some guided

questions as follows.

F

Original Si -—---—--‘+-11-:,' el Statements

- E4
.-Tf'-;ﬁ 2o WINInANYIL
i

A 7
1. mﬂmumatsmmz “i 3

ﬂ’313Ji’cTﬂ’r)&lNlliﬂﬂmmi?mm”iJﬂ’Jm mmsaﬂamﬂmmumimuammmuu%
i ﬁﬂﬁw@a %%ms WIATN S twiudadortion
“lﬂmﬂuamwm% Youiflesla

Bt G REEL T i Tabr]
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Original Statements Revised Statements
When you first saw the passage, When you first saw the passage,
what did you feel about it? How how did you feel about it? How
confident were you that you would confident were you that you
comprehend the passage? would comprehend the passage?
10. nésnsvumeuiings inAnun ol ﬂﬂ'u v 10. wdsnsuumBeuiings inAnun §dn
wnaulunsemasade i K/&}ﬂmmuma'Zd“lumsmumma“lﬂ
After completing this unit, you feel , Aﬁ:e‘r'_?:gmpletmg this unit, do
more confident in vour‘ﬂ'JTre,/ you feel'more confident in your

reading. f future reading?

3543 The PMA _Se‘mi-itryctured Students Focus Group

e AN
DISCUSS Pro col il

Jj..-- p( ,-

Computer Engineering and Cosmem Smerwprograms at the end of the pilot
study of the ALI mstrgctlon Ten sfudents Were selected 11rom the ALI pilot
group. The duratlon of the gro L e}; The pilot study of
the Group Dlscussmn Was conducted in English becausa"fhere were some students
from China and Myanmar part|C|pat|ng in the dlscussmn However, the
researcher repéatedi the questions irni Thailand allowed the T hai-Students to
respond in Thaig The students were engaged in the discussion In both Thai and

English:

35.4.4 Redesigning the Semi-Structured Students Focus Group
Discussion Protocol
After the pilot study, some questions with unclear statements
barring some students’ correct understanding were revised. Examples of the

revision are presented below (Table 3.15).
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Table 3.15 Revision of Semi-Structured Students Focus Group
Discussion Protocol based on the Pilot Study

Original Statement Revised Statement

A g A A~ U H o 2 A g A A ' H

1. oI 0aNIL0IUATIUINUNANYT 1 LUBIUULIDINICDIUATILIN
s 9 =2 1 1 dy d‘ =t @ =2 a 9 =2 1 1 dy
Nﬂ’JﬂJZﬁﬂE]EJNUliﬁﬂl,u@!iﬂﬁllﬁ“’ll ﬂﬁﬂ‘HnJﬂ’ﬂiJiﬁﬂﬂﬁlNUliﬁfJ!uﬂ

anuiulai ] AW/ Lsamawummuu“lmm a0

furfieieqld __.ammm“lﬂﬂmumim”lﬂmnuaﬂ

= Yo 8 o = Y = a
!“INENVli ﬂl'ﬂuﬂﬁﬂHW uﬂﬁﬂ'lv_-l@'\ﬂuﬂﬂlwtl\ﬂﬁ N1Ine

W?J;WW? el i pk

ﬂﬁ“‘iﬂﬂiﬂiullﬁ”ﬂﬂ1ﬂ61uli’ﬂﬁuu1ﬂ

q Wﬂﬂ@ﬂﬁfﬂﬂ%??%ﬁ’l %

connection between your
y Did you try to think about

background knowledge and how the story could be

the passage helps you
passag Py related to yourselves?

become more enthusiastic If yes, how did that thought

and motivate you to begin
y g help you become more

reading thi ? . . . .
eading this passage interested in reading this

passage?
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Table 3.15 Revision of Semi-Structured Student Focus Group
Discussion Protocol based on the Pilot Study (Continued)

Original Statement Revised Statement

o =K a 1o o A Jq ¥ o =2 a 1o o A /9 9
2. UnAnAa A wuzie1nsd i 7 UnAnaaAuuziensd i

v Y v Fa
Tuvazninenssuiy eane Tuvarzniinenssuiy ieane
w30 'ly wazilsy Tﬂﬂf u\k‘”// w50 1 naziilsy Tewiaenalsi

g
WnANEN — ____u-nnm

while doing

{ \Bﬂ:p;thmkthat the
~_feedbacks you received
247 %

Do you tﬂwk%u i il yo@pply what you have
what you learp.from this learnt in this course to reading

B4 D) YT o

aterials? Why or Wh¥ not? Why or why not’7

awwaﬂmmumwmaa

Moreover, as it turned out, during the pilot study of the Focus

Group Discussion, there were too many questions to cover and the time

allocated for the discussion was not sufficient to elicit detailed responses
from the students. To account for this, another revision was made to the
guided questions, placing some detailed questions in brackets marked **
so that they could be used only to probe for further details but not for the

important inputs. Those questions are shown below.
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3. fAewisudue ndnu ldweewaanse luiusesneuiianuneite
A d1 v o = 9 =1 a 1 3 o 4
wsoiuilsz Tesineanindnymindoaiiedls mIaamutiui i

o = 9= A Ay ' A 2 2 A '
uﬂﬂﬂH15ﬁﬂﬂizﬁ'ﬂiaiullag'ﬂﬂ']ﬂﬂ']uliaﬂull']ﬂeﬂuﬂi@llil

L]

Did you try to think about how the story could be related to
yourselves? Why/Why not?

(If yes, how d|d thought help you become more

assage?) **

= o 9 U
ﬁ“lumimmmmﬂiﬂumimu
e ——

N £ A 1 o Y
13 i]iﬂﬂ"llu‘lfiif]llu’JW%‘I’IﬂﬁﬁHﬂii‘l

ation explanation
ontras@m Exemplification)

helpful? How?)**

AUEINYNINEING

(Do you find tge exercise on graphlc organlzers --Concept

ARSI S BTV

@ £ ' o ' { a & 1 o
6. tinAnpiidnedielsnumsineunazuanasuanudaamusumueiu
" W A a (R Y 9 dy d' A ﬁ)dd? A =1
nquiuieus uazaageliidrluilesesne s laaaunse 1y I

= 1 dgl A 9 1
anunsen lumsennniunietiosatediels mszesls

How did you feel when you read with your friends and

exchanged your ideas together?
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(Do you think it helped you understand the passage better?) **
(Did you feel that it increased or decreased your tension in
reading? Why?) **

(Did you find your friends helpful? Did you have any problem

working in groups?) **

3.6. The Development of the Acagle ic Literacy-Based Intervention
(ALI) //

3.6.1 ALI Theoretlcal Franywork”{——*

The framework c:?’eml Literacy-Based Intervention (ALI) derives
from the models of Re e Efflca and Academic English Literacy. The

ALI framework consi

) gtr_ucgs‘,Language Caognitive, Socio-

11_1e .'ﬁ:struction that develops academic

&l

approprlate balance. The Lan age constwuet mvolves general literacy of L1 and

‘;J_(

Cognitive construct involves kn'omdﬁdge of_égemflc contents and domains and

socio-cultural knowledge. Thisdricludes usmﬂ‘ra'terlals z}nd contents that are
A .

proper to learners’ levels-c a comfortable level. In

other words, it is an Ef{é{npt to make a connection betwe:é;ﬁ' the text and the
students’ schema. ThéSocio-Affective construct refers to creating supportive and
responsive learning environments where-learners;feel cemfartable to learn. In
this construct, the teacher provides'specific'encouraging'or complimentary
feedbacks that emphasize efforts and persistence, et ability. The‘Socio-
AffectiVe construchalse includés sogialinteractioncbetween peers, peer
observation, peer model, peer coaching, and peer tutoring. Peer support helps
students feel less anxious, increasing confidence when they observe an
achievement of their equal peers. Finally, the Strategic construct involves the use
of strategies, especially self-regulatory strategies, to raise the awareness of

valuing past accomplishment, outcome expectation, and causal attributions.
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The integration of the two frameworks has become an overarching theme
for the instructional model presented in this study. In short, the characteristics of
classroom instruction that addresses the concepts of reading self-efficacy and
academic English literacy development involves the collaborative efforts of peer
group, awareness of previous success, value of efforts and persistence, and self-
regulatory practice for life-long learning. Figure 3.2 illustrates the characteristics
of the ALI framework.

4

AULINENINYINT
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Reading Self-Efficacy

Framework - /] Framework

Proper and Relevant Materials
Strategies

Social Interaction and Collaboratio
Awareness of Success and Failure
Supportive and Responsive Atmosp
Individualized Assessment

" o d P8G9\ mgeDimension

ociocultural Dimension

ffective/Psychological Dimension

/

Ijl

Il

il

Language
Construct

Figure 3.2 ALI Theoretical Framework
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The ALI concept was developed based on the literacy theory and social

cognitive learning theory. Self-efficacy is described in the social cognitive theory as a
construct of a personal factor that influences achievement behaviors, while the literacy
theory offers broadened notions of literacy for second- and foreign-language teaching
that extend beyond the ability to produce and interpret texts, but involve “a critical
awareness of the relationships between texts, discourse conventions and social and
cultural contexts” (Kern, 2000: 6).

The development of the AL framev{/qr} involves the review of the two related
theories and research on self-efficacy and sec'oﬁ_d/{gnd foreign-language literacy. Each
concept was then synthesized.into-the reading seif-éfﬁcacy framework and the

academic English Iiterac;?a’faw K thatlunderlies the ALI framework. In sum, the
ALLI framework is integrated ‘two syr&hesized frameworks of academic English

literacy and reading sel#=efticac

{ fTh"‘g, derivqtion of each framework will be described

—

as follows. -
3.6.1.1 Aca E glis_hf'Lité«ﬁacy Framework

) v L

The framework of acad icil?;nglish';fpﬁracy Is grounded on an integration of
different perspectives of acad mig’)']é-hglish. -E}E{f}the characteristic foci of academic

language literacy and content Ii'g_e@_c_-y_;rare on. @g_gage elements, genres, convention

and rhetoric, and schq_rf@ta (Gunning, 2003). L1 knowlegg§_ and affective, social and
strategic variance of ré;fiilng also provide some compone?igﬁr L2 literacy (Bernhardt,
2005). Meanwhile, Kern(2000) stresses that literacy development requires more than
linguistics components. Séciocultural, cognitive, and psychological aspects of literacy
for L1 and L2 cantexts also deserve consideration.: Johns (1997)-also describes that
literacy is developed by exposure in ayariety of contexts so that leagners learn to
recognize,different types of genres’in each context. It also requirestindividuals’
interactioniand mediation to interpret texts, and knowledge of forms to serve their
purposes of developing literacy. Lastly, Gee (2002) proposes a sociocultural view of
literacy which emphasizes discourse, situated meanings, and identity. The model
stresses the reading that gets beyond literal meanings or grammar and vocabulary,

towards the understanding of some specific culture and meaning of the text.
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The academic English literacy framework presented in this study is,
therefore, a multidimensional framework comprising four main dimensions: language,
cognitive, sociocultural and affective/psychological dimensions. The language
dimension entails knowledge and general literacy in L1 and L2. The cognitive
dimension includes learners’ schemata, thinking, and the use of strategies. The
sociocultural dimension refers to contextualized discourses, a variety of genres,

interaction of learners and texts, social practices, and cultural background of language

¥

} §
AULINENINYINT
ARIAINTUNRIINYINY




Compensatory Model of L2
Reading
1. L1 literacy

(/4.

2. L2 knowledge
3. Affective, social and strategic
variance
(Bernhardt 2005)

Dimensions of Literacy for EFL
Context
1. Linguistic dimension

2. Cognitive dimension
3. Sociocultural dimension
(Kern 2000)

A 4

A framework for Investigating
Academic English for K-12
1. Linguistic dimension

2. Cognitive dimension
3. Sociological/Psychological
dimension
(Scarcella 2003)

Figure 3.3

Academic Englishfﬂﬁﬁacy for
e EEL LeBrnerSmms

Ized discourses, a variety
interaction of learners and
exts)'sagial and cultural background,
paticular conventions‘and norms,:
beliefs, values-and behaviours of
languagersers). - -l
4. Affective/Psychotogical dimension
(attitudes,-interests and motivation)

/v\‘__;l _.f

L7
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Characteristics of Academic

Language Literacy and Content

Literacy

1. Specialized vocabulary of particular
disciplines

2. High-level general vocabulary

3. Formal use of language

A

A Discourse-based, Situated and
=~Sociocultural View of Literacy =
1. Discourse model
2= Situated meaning
3. sldentity
Gee (2002)

Academic English Literacy Framework

4. Highly structured organization
5. General literacy and content-specific
literacy skills
6. Prior knowledge of content
(Gunning 2003)

Advanced English Literacy
Grammatical
Vocabulary

Pragmatics
Metalinguistics
Strategies

Scarcella (2002)

agrwbdE

Socioliterate Views of Literacy
1. Contextualized discourse

2. Language forms
3. Social mediation

(Johns 1997)
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3.6.1.2 Reading Self-Efficacy Framework

The reading self-efficacy model is synthesized from various models of self-
efficacy in the Social Cognitive Theory (Bandura 1997; Pajares, 2005), which reveals
four sources of self-efficacy: (i) enactive mastery experiences; (ii) vicarious
experiences; (iii) verbal persuasion and allied types of social influence; and (iv)
physiological and affective states. In literacy development, Henk and Melnick (1995),
McCabe and Margolis (2001), Walker (2003) and Schunk (2003) state that an
instruction that will enhance self-efficacy sﬁo{y@offer choices to students, encourage

strategies use, use materials at proper and at stude,/ms’f comfort levels, provide models

— .
evaluation and self-attributigae™1n-addition, Johnson, Freedman and Thomas (2008)
have developed a framevast-lang&‘age reading self-efficacy for adolescents,

consisting of four componeats:

. : o ™
and feedbacks, increase awareness of sucless, decrease anxiety, and foster self-

: ng confidence, reading independence,

metacognition, and readifng n Qrﬁers"’tepce.

Incorporated into ghe afor, menﬂbne“dl_framework, the reading self-efficacy
FLEAS &

ébrfsiéts o{,ijx components: (i) proper and relevant

instruction proposed in this stu
Add b 1Y
materials and tasks; (i) strategies; {iit) social itegaction and collaboration;

o o

(iv) awareness of success and failure; {v) supégrlive/responsive atmosphere; and (vi)
b _.»_':.':_ 2 L |
individualized assessiment.- To elaborate, the reading selfsefficacy instruction will take
s —J
place in a supportive aid responsive classroom atmospherelin which the students are

positively encouraged arng reinforced to be engaged in reqaiing activities. Choices will
be provided for the stud;nts to select the tasks, at their com—fort levels, while the teacher
extends soliciteds@ssistance and pravides specific'complimentaryifeedbacks. The
students will also“practice some reading and self-regulatory strategies so as to be
equippedwithrsomenolsiand be‘confident whenthey encounterdifficulties. Social
interactionsand collaboration take the form of learning from peers, as in‘peer model,
peer observation, and peer tutoring. The students will be encouraged to become aware
of and to recognize their previous achievement as well as to practice setting a proximal
expectation on their outcomes and to make a causal attribution based on their efforts
and persistence, not on ability. Lastly, they will learn to focus on assessing their own
progress by comparing their own performance before and after learning to read,
avoiding peer or social comparison. Figure 3.4 illustrates the characteristics of the

reading self-efficacy framework.



Principle Sources of Self-Efficacy

1.
2.
3.

4.

Enactive mastery experiences (success)
Vicarious experiences (model)

Verbal persuasion and allied

types of social influence (attribution)
Physiological and affective

states (feeling)

(Bandura, 1997; Pajares, 2005)

Framework of L1 Reading Self-Efficacy

for Adolescent

1. Reading Confidence

2. Reading Independence

3. Metacognition

4. Reading Stamina

(Johnson, Freedman and Thomas, 2008)

L1 Readers’ Self-Perception
Scale
Progress
Observational Comparison
Social Feedback
Physiological States
(Henk and Melnick, 1995)

Eall o
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elevant materials and
d at learners’
u.Jo d con

sponsive atmosphere
gement and positive

Figure 3 4 Reading Self-Efficacy Framework
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Classroom Settings that increase
Students’ Confidence and Self-

Beliefs
1. Individualized
2. Lower competitive orientation
3. Cooperative
4. Minimized social comparison
5. Students’ academic progress are
gauged according to individuals’
standard.
(Pajares and Schunk, 2002)
Model of L1 Reading and
Writing Self-Efficacy
1. Modeling
2. Goal-setting
3. Self-evaluation
(Schunk, 2003)

Self-Efficacy for L1 Reading and

Writing

1. Giving students choice

2. Encouraging strategic thinking

3. Providing for self-evaluation

4. Changing the assessment context
(Walker, 2003)
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3.6.2 ALI Instructional Model

The instructional process used to support ALI has been adapted from the
literacy-based instruction concept (New London Group, cited in Kern, 2000). It
consists of four components: situated practice, overt instruction, critical framing, and
transformed practice. In situated practice, which is the first reading-encounter stage,
the students are encouraged to get immersed in the text and to respond spontaneously
to it. This component will activate their background knowledge toward the passage
that they are going to read, and it helps therﬁ*féstﬁblish relevance between the text and
their real lives, so that the reading becomes purposeful for them and they can begin to
learn from known to new information, wiiich Ieads them to become stronger and more
confident readers (Johnsoij@@S 'y

The overt instruction g6mpopent focilses on lexieal, syntactic and discourse

relationships, and text genr | -h.,the_'teei_chér’s direct guidance, individual and peer

!
collaborative practices, the sitident Iearn Il"gujstic and discourse components of the

text overtly. However, t 1l be enoouraged to learn that reading is much more

ug

than grammar, vocabulary, and |terar meamn? ‘it invalves structural and organization
dok

relationships, as well as specific, soclal and cumyal meanings. This awareness helps

- b

them interpret texts meanlngfully an ﬁ find the—felatlonshlp between syntactic and

semantic knowledge. £

The critical framTijg component involves the studentgi&itical and reflective
responses to the text. Tr_Tr_bugh discussions, the students d_EYeIop their reaction to what
they read in order to becc;me active readers. The students ;ilso establish their identity
and role as critical readers while reflecting upon the text. At thisistage, they will be
working mainly with their peer groups, which prevent the students from feeling
insecuresin contributing, theiropinions: T hisis also’an oppertunity-forthem to observe
their peers? thinking process and develop their own way of thinking.

The last component, the transformed practice and evaluation, concerns activities
that involve reformulation and redesign of existing texts. This stage ensures the
students and the teacher that the students do learn all the components of literacy, which
are knowledge, skills, critical thinking, effective communication, and problem
solving—not just comprehending the text literally. In this stage, the students will
evaluate themselves in various formats, including in terms of the process and products

of reading. The instructional model of the ALI framework is illustrated in Figure 3.5.
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Reading Self-Efficacy
Proper and relevant materials and tasks
Strategies
Socialization
Awareness of success and failure
Supportive and responsive atmosphere

\

Academic English literacy
Language dimension
Social dimension
Cognitive dimension
Sociocultural dimension
Affective/Psychological dimension
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Individualized Assessment

)

v

.

Instructional Model of Academic Literacy-based Intervention

/

Teacher’s Roles
Situated Rractice . Demonstrate and model
Language Construct | | e SeisproXimal goal reading and strategies
General literacy in L1 | JT"|"e" \ake acComplishment plan . Help students refine a
and L2 " \akKe outcomelexpectancy ] mastery/proximal goals
%cacess/Assess rior . Help the students
nowledlge - = . bt practice lack-of-effort
Cognitive Construct /It/lake connection fo students’ explanation when they
Content and domain || gXpgfiences—— perform poorly
knowledge o 4 Imimegsetin text \ & . Provide specific rather
_ ?\éspond spbritaneously to ggﬂpﬁﬁ?gstls
EXiF ) A% il i b
Strategic Construct £ o A ' AVOIﬁ t_hedaﬁple arance of
Self-regulatory Overt'lnstrut!{bﬂ unsolicited help
: pl_—~—— = — . Help students document
strategies » | o Focusondexical, syntactic, their arowth
Outcome expectancy discolrse-refationshipsand g
Causal Attribution genre-of.the text A Sl i, Student’s Roles
| *y| * Individual and collaborative /1 1. Make reading
| Y= practices . accomplishment plan.
Socio-Affective Y = ; I (set goal, identify
Construct i Critical Framing " reading activities, assess
Supportive and | e Critical questions and € reading performance)
Responsive Ly responses . Read orally, individually
atmo§phere and with peers
Specific feedbacks Transform Practice and 1 Be reading models for
Evaluation peers
e Reflections and reactions on .+ Identify reading
the-story, reading.geal-and difficulties
] e e IIRTS %4 ik
e Summary writing — teachers y
(Oral and written .
collaborative individual - bReegL%:lto(rm reading
summary) . Make causal attribution
and keep accumulative
v l reading growth

v

Increases in English Reading Proficiency and Reading Self-Efficacy

Figure 3.5: Framework of ALI instructional Model
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3.6.3 ALI Instructional Manual
3.6.3.1 Objectives

After completing AL, the students will be able to do the followings:
1. Read academic articles effectively;
2. Search, evaluate, and select reading texts appropriate for particular
purposes;
3. Take notes in the approgrlate form of graphic organizers based on
the selected text; //
Write a summary based on thﬁietes;

Become_sel-f-effrcauo s readers;

d'geadefs;

© © N o g b~
O
~2
=
=
=]
=

3.6.3.2 Academi Content TQ@
=24
v ‘R stressed the importance of learners’

'n\

Since the reading self- effrcar;y fra
choices and voices, the, students’ mte’rests were explored |nforder to determine the
content topics of the sﬁﬁmﬂﬁmﬁ&t%e materials would
appropriately served the $tudents background knowledge and interests. The list of
topics was given to 426 students in July 2009. The toplcs represented the General
Education coursgs for the stadents undet study.“The'three mostSelected topics chosen
for developing reading texts for this course were Languages and Cultures (28.2%) ,

Psychology(12.4%)-and Science and Technelogy (11:7%). (See Appendix A)

3.6.3.3 Scopes and Sequence

AL consisted of three units. Each unit focused on one academic
content topic according to the students’ interest survey. One unit covered six hours of
in-class learning and six hours of self-access learning. In each class, the literacy and
reading self-efficacy foci were addressed through class activities. A summary of ALI

scopes and sequence is shown in Table 3.16.
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‘\\:\a\czfé’g}e” Efficacy Foci

Weeks
(2
contact Themes Topics Assessment
hours/ Language Foe -affective focus Strategic focus
week
1
2 Psychology | The Impact of Culture | 1.Psychological \ interaction & Accomplishment . Students’ self-
on Psychology terms about tra *c.an ation: peer plan: goal setting evaluation:
and characteristi lel/observation and making a checking from
2.Prefixes and reading plan and the sources
suffixes an outcome . Students’
expectancy engagement
3 Psychology | The Impact of Culture | Compare/Contrast Social interaction & Accomplishment . Students’ self-
on Psychology organization ion: plan: monitoring evaluation:
reading progress checking from
and identifying the sources
difficulties . Students’
engagement
synthesis
4 Psychology | The Impact of Culture Social interaction & 1. Accomplishment . Accomplishment

on Psychology

1. Expressions T a
ik
ScusSi ﬂ

2. MakKing
questions

4. ertlng a critical/

ARIaNT

L 3. Reciprocal “
VI3 N g
in odel/obse
tlcal response

AR IRENA Y

peer
tion

Teachers’ specific

plan: identifying
difficulties, self-
evaluation and
causal attribution

2. Individual reading
project |

plan: self-
evaluation, a
reflection on
past experience
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Table 3.16 Scope and Sequence of ALI (Continued)
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W/
$ acys &Gelf{fficacy Foci

Weeks 'rac an
contact Themes Topics i—1 Assessment
r:/sggli/ Language Focu t&et ocio-affective focus Strategic focus
5 Science and | Modern technology is Scientific an Accomplishment 1. Students’ self-
Technology | changing the way our neuroscie N teraction & plan: goal setting evaluation:
brain works terminology ‘:‘; . collaboration: and making a checking from
Weer modeling/ reading plan and the sources and
observation an outcome sharing
Teachers’ expectancy information
specific 2. Students’
feedbacks engagement
6 Science and | Modern technology is | 1. Passive voice YiRead 1. Social Accomplishment 1. Students’ self-
Technology | changing the way our | 2. Useful “collabora interaction & plan: monitoring evaluation:
brain works expressions for r i collaboration: reading progress checking from
i i peer-modeling/ and identifying the sources and
i difficulties sharing
information
2. Students’
engagement
7 Science and | Modern technology is Modals of & 4| Read between therdines 1. Social 1. Accomplishment Accomplishment
Technology | changing the way our speculati . ‘ i ion & plan: identifying plan: self-
brain works urEJ q V] EJ w i w EJ ’] ;‘Taﬁation: difficulties, self- evaluation, a
LT peer modeling/ evaluation and reflection on past
' ¢ = observation » causal attribution experience;
' ! I, 2. Individual reading
A WTANTIIEU WA YT GEERN & | o
Q eedbacks
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Table 3.16 Scope and Sequence of ALI (Continued)

Weeks
(2hcoounrtsct Themes Topics bcio-Affective Assessment
week Language Focus Strategic Focus
8 Languages English Language Social scien Accomplishment 1.
and and Globalization i teraction & plan: goal setting Accomplishment
Cultures collaboration: and making a plan:
er modeling/ reading plan and
observation an outcome
Teachers’ expectancy
specific
feedbacks
9 Languages English Language Phrases and clauses Social Accomplishment Students’
and and Globalization interaction & plan: monitoring engagement in
Cultures collaboration: reading progress sharing
peer modeling/ and identifying information
i difficulties
] ~ feedbacks
10 Languages English Language Languages fd 1. Social 1. Accomplishment Accomplishment
and and Globalization Discussion question-answer- interaction & plan: monitoring Plan: self-
Cultures =l response (QAR collaboration: reading progress evaluation, a
ﬂ u EJ a %’I 5 w deling/ and identifying reflection on past
vation difficulties experience;
2. Teachers’
¢ specific & 2. Individual
"] a{q AAS7118 |q‘ﬂf]’-'| at Reading Project 111
11 I NI 1 ¢ D toourse Summary,
12 Post-test & Focus group discussion

(0]
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3.6.3.4 ALI Instructional Materials

The following materials were used for ALI:

1. Non-simplified extracts from actual academic textbooks,
websites, and magazines, which were used as the reading
passage of each unit;

2. Power Point slides;

3. Video clips and pictures from the Internet; and

20%
25%
25%

ed by three experts in the field

of English reading instruction. The)'ngi]m ems for.evaluation included the rationale,

B _
theoretical framework,ficopes and sequencesg;n‘cﬁ of the lesson plans

(goal, objectives, conteats and materials ssessment). An
rumentﬂfvere evaluated on a four-

evaluation form was given to the e '
point rating scales, ranging'fram Excellent (4), Good (3), Average (2), to Revision

s, T Y Y A r st n s

between 1.00-2.99were revised based‘on the evaluators suggestlons There was an

S LRI GRS

The validity of the ALI instructional manual is shown in Table 3.17.
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Table 3.17 The Validity of the ALI Instructional Manual

Assessment Issues Means
1. Rationale 3.00
2. Theoretical Framework 3.33

3. Scope and Sequence of the intervention
3.1 Goal 2.66

3.2 Objectives 3.33
3.3 Contents and Mater 3.33
3.4 Evaluation and 2.33
3.5 Sample readi 3.33
manual
3.6 Sample Le 3.33
4. Student’s Accom ‘ ol _
4.1 Part I: Accompli Fﬁ‘a@, v, | 3.33
4.2 Part 11 : Acc Growth Record 3.33

43 Part 11 nciviel Readi GWorkshest 333

='Goed" = ae 1 = Revision Needed
3.90-4.00 :_rg.%@f WA modified

Apart from the goa

aterial was also adjusted

C xample& the reading strategy
“Annolighting the text” inthe.Overt Instructienspart of the instructional material, could

be too difficult ﬂttﬂt&}z’@ t%n&t%ﬁ%eﬂﬂﬂ@nple of this strategy

was replaced, as sHown below.

ama\m‘sm UANAINYAY

based on the comments exper S
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Original Material

Highlighted Text Reader Annotations

"Towards the end of the sixteenth The hero/protagonist:
century, a new tragic pattern began to
emerge, very much richer and deeper than the
old one, sounding intimately the depths of the
human mind and spirit, the moral possibilities
of human behavior, and displaying the extent
to_whlch men’s destinies are interrelated one him/her in a web of
with another.

. . circumstances
According to this scheme, an Idé

would concern the _'.1 | _
man in both EQ{&‘-; o ed by:

and opportunities. He should be-a person

Admirable

High society

Actions affect many
Makes choices that involve

enough placed  that' 9
affect the y e, The
plot should show him engaged.in‘importan
urgent affairs and shouldanvo l’j‘f‘"

immediate community in adffeat'toits’
security that will be regéved,only af the en
of the action through his deé > flefo’s ¢ o

which, hoWevervigtlogisor | P

vicious in themselves, bef £

s rd
which then f
about . This hosti y-ma h
be the mere ieince or $EER, — . o Realizes too late
of the activities of the ' dei i

some [fl&W or failing
the operation of some :
that works against iim. When it is

:lll:. Lcome

=
Own BEERSEE. Of —==_, Destruction or death

to

| that has happened
him, and in the 0

realization, is "
‘o v
Revised Materiﬂ ] IEl ‘ I Tl ﬂ?l‘j w‘ El' ]f j
‘Highlighted Texts Readers’ annotations
¢ Q)
' SY'S o study people’s

The word enneagram

comes from the _ for -
_' and the system describes Nine personalities categorized by

_ of people which are enneagram
the perfectionist, the adventurer, the
independent, the scientist, the team perfectionist
the achiever and the romantic independent
Scientist
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m are those who try for e team member

_ in everything they do. They e peacemaker

WG » o obout FARREREERES -nd  * helper
always want to be “fhelbest.” They d aCh'EVL?F
sometimes Eriticize other people who * romantic.

don’t try hard enough. Often, they feel

there is only BRE right WayOf thinking  The perfectionist

and doing things, but they can be
-| when they are on - or - excellent in everything; want to be

away from their usual tasks. '// “the best”
/// orry about making mistakes
)ﬂt icize others

= there is one right way of thinking or
. things

n be playful on vacation

3.6.5 The Pilot

The ALI pilot stud udents who did not belong

to the sample group of the | rget setting. One unit of the
AL lessons was used in the 0ok place in the Academic
Reading and Writing course, mic year 2010. The pilot study lasted 6

hours.

For an appropriate sequence, the pa Reciprocal Teachlng

e TRV T o
AT TR e

prefixes and suffixes, were added to the Overt Instruction part so as to facilitate the

—

students’ reading comprehension.
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3.6.7 The Characteristics of ALI and AR

Both ALI and AR instructional methods were based on Academic Reading and
Writing course syllabus and objectives. The instruction lasted 10 weeks. The class
met two contact hours per week. Each week, the students were required to spend five
hours on self-study assignments and two hours in the self-access center to complete the
tasks assigned by the teachers.

The ALI instruction was based on thp Academic Literacy-Based Intervention
framework, which emphasized language, co.gf}j'tye, sociocultural and strategic
dimensions of academic reading. It is an integrative'model of reading self-efficacy and
academic English literacy development. The instruction involves the use of content
reading materials, practicg}’:\ro"
strategies and an incorpora

julary strategies, reading strategies, self-regulatory

D 'ctlce of interpretive, critical and responsive reading.

Every lesson followed four
(Kern 2000): Situated Practi
Practice and Evaluation.

| S lrUCtlonal stages of literacy-based instruction
ert Thstril ction, Critical'Framing, and Transformed
lass a ivitiés m“a:hlyinvolved interpretive reading, critical

responses and discussion, a Iecthns on ;the texts. Academic reading materials

from authentic subject-matter xtbooks Wereaaseﬂ in ALl

S

The AR instruction was general readmgt instruction emphasizing vocabulary

¥ oy

and reading strategies a!long with summary—wrltlng skills;, The instruction involves a
—

practice of reading stragﬁgles and comprehension skills at th; interpretive level.

General reading matenals; taken from magazines, newspapgr and English reading
practice books were usegin AR. For the self-study hours—of both classes, the teacher
assigned the students to do homework or;some tasks related;ta the in-class lessons of
each week. For self-access hours, the ALI students conducted three Individual
Reading/Projectsin which theychase toread any passages related £o,the topics of in-
class reading. The students had to complete the Individual Reading Project Worksheet
and submit it to the teacher. The learning experience of this project was then discussed
in Semi-Structured Students Focus Group Discussion. The AR students could choose
to improve any of their general English skills: reading, writing, listening, speaking, and
grammar, and complete Self-Access Learning Worksheet provided by the teacher.

The Self-Access assignments of both ALI and AR were worth 10 marks of the overall
course evaluation. The components of ALI and AR instructions are summarized in
Table 3.18.



109

Table 3.18 The Components of Academic Literacy-based Intervention (ALI)
and Academic Reading (AR)

Components ALI AR
Main Foci Literacy practice, critical and Reading strategies (e.g.,
responsive reading, reading reading for main ideas,

strategies (e.g. collaborative using graphic organizers

strategles g 1 rganizers,
\ & inferences), and summary
tra@msﬂé@ writing.

0 / utln \\R

and context clues, making

Reading Practice nie Interpretive reading
e S
!
‘u;"ﬁ‘
Materials Agad feagln tq( om. General reading texts and
authen subgéc natter . excerpts from magazines,
ks gra PSM féegy, ;7 newspapers, reading
.ahl. 1
Gen rql ﬁlce and Sgcial.  textbooks
Suences ; 7
..-.f__,./ ::, * } A

In-class contact houfs;\, 2 hnurq/wpele‘ 4. 2 hours/week

Self-Study vﬂ 5 hours/week

E

‘(zs.fignments fron&t}eachers) (assignments from
ﬂ : teachers)
Self-Accessl! (2 hours/week) (2 hours/week)

AR1aN ﬂ@@.ﬂ b Bk s

reading at own choices; topics ~ "€ading, writing, listening,
speaking, and grammar at

related to in-class reading students’ own choices

Evaluation Achievement Test and Achievement Test and
Reading Proficiency Test Reading Proficiency Test
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3.7 Data Collection

ALI was implemented at the target university during semester 2 of the academic
year 2010. A total of 59 students participated in the implementation. They were from
various study programs and from year 1 to year 4. These students were enrolled in the
Academic Reading and Writing course (course code 1006218), which was one of their
required English courses at this university in academic year 2010.

The implementation of ALI took plqce for 2 contact hours per week. There
were 2 hours of self-access study, during w.hi'fc)f }he students had to visit the
university’s self-access center and complete the'werk assigned as part of the course.

During the first of the 10-week inip lementation, both ALI and AR students
were given an English re@;p"'
test, and only the ALI studgnts celved the Reading Self-efficacy Inventory. The
IELTS’ Academic ReadingMogdujé

Inventory took 30 minuies t

Giency (IELTS” Academic Reading Module) pre-

‘re te31 took 1 hourand the Reading Self-efficacy

class period was spent on course lntroductlon, Sy

-...'..

The main study and data coTh‘-:f_tlon toﬁ;(blace during week 2 and week 12,

Ll S
with detailed descrlptlons of each week’s activities presented as follows.
—r

Week Zj'he teacher helped the students get‘dcustomed to the

Accomplishment Plan. T:_he students were instructed to setaa reading goal, make
reading plans, and indic;te their reading outcome expectat—ion. Then, they began to
read a passage omthe theme, ‘Psychalogy’! ‘Semeivacabularyland reading strategies—
Reciprocal Teaching and reading with peers—were provided for the students. The
class activitieswvere ideotaped-guring this week:

Week'3: The students worked on the Same topic and they were
encouraged to monitor their reading plans that they had made in the previous week.
They were encouraged to be aware and take advantage of their teachers’ feedbacks
provided during the tasks. The class activities were videotaped during this week.

Week 4: The students worked on the last session of the same passage.
They were encouraged to complete the remaining part of the Accomplishment Plan,
reflecting and identifying their reading difficulties, as well as making a self-evaluation

and a causal attribution. The students were also assigned to do the first individual
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reading project during their self-access hours and complete an individual reading
worksheets. The class activities were videotaped during this week.

Week 5: The students were introduced to a new reading theme, Science
and Technology. They began their reading activities by going through the same cycle
as that during weeks 2-4. They completed their Accomplishment Plan. In this week,
the students were familiarized with the “Word Wall’ strategy for vocabulary learning.

Week 6: The students continued working on the theme of Science and
Technology. During this week, they practié'e,d ‘Collaborative Strategic Reading’ and
‘Paraphrasing’. They were alsg encouraged tb'@model, and observe their peers in

reading activities. They monitored-their réading progjfess and identified reading

difficulties by filling outj_th?"r"geg : plis%ment Plan.
Week 7: This.week’s focus\was on the students’ critical reaction to the

ins‘t,ructéd,a pattern of making speculations.

passage that they read.

Analytical reading, readi e theLImes and making inferences were introduced

; : e j{ 2y
project was assigned. ~— :—

Week 8; Jhe thlrd*theme of reddmg “Langua?e and Culture, was
introduced. The studérﬁ—began—wi{%ﬁe&mg—a—reamﬁg—gea{,xjaklng reading plans, and
indicating reading outcome expectation. The vocabulary strategies, namely,
List/Group/Label, were mtroduced and modeled to the students. The classroom
activities duringthisawveek were wideotaped.

Week'9: The students were introducedto another reading strategy,
Question-Answer-Response.. They.warked mainly if*peer groups, abserving,
modeling,'and helping their peers, with teachers’ continuing.provision of feedbacks.
The students monitored their reading progress and identified their reading difficulties.
The classroom activities during this week were videotaped.

Week 10: In this final part of the third theme, the students continued
practicing the reading strategy of Question-Answer-Response. At the ending session,
the students evaluated themselves and kept track of their progress. They were
encouraged to reflect on their progress in comparison with their previous week’s
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outcome. The third Individual reading project was assigned. The classroom activities
during this week were videotaped.

Week 11: This week was devoted to a course summary.

Week 12: The IELTS’ Academic Reading Module was given to the
students in ALI and AR groups as a post-test. The Reading Self-efficacy Inventory
was given to the ALI students. Moreover, the group discussion of ten students and the
teacher (the researcher) was conducted during this week. Five students from the low
reading proficiency group and five from the i /(%éh/proficiency group were selected to
participate in the discussion following the guid stions in the Semi-Structured
Students Focus Group Discussion-Protocel. The discussion was based on the

videotaped classroom actﬂe’;:éb ined $uring weeks 2,3, 4, 8, 9 and 10.
3.8 Data Analysis , X

ta c')bfdidr’.xed in this'study. The quantitative data,

—

There were two main pes o
obtained from the students’ gcores /o readirfg proficiency test and the Reading Self-
efficacy Inventory, were @nalyze usmg the SPSS program based on descriptive
rd Deviation); t-f9§t and a Two-Way ANOVA. The
theReadmg Se‘rT-E-fflcacy Classroom Observation

Record and from the Semi-Strugtl,J,r_e_dLStudenﬂt}_lfﬁog@ Group Discussion on Reading

statistics (Means and Stan

qualitative data, obtained fro

Self-efficacy, were aq_eﬂjyzed using content analysis. Thujé_ajls of the analysis of data

according to each rese'aéh question are presented in the fo_liering sections:
Research Question 1 1
To what extent does the Academic Literacy-Based Intervention improve Thai
university students’ English reading proficiency?

- To what extent doeg'the Academic Literacy-Based Intervention
improvetheEnglish reading proficiéncylof studentsiwith a high
level of English'reading proficieney?

- To what extent does the Academic Literacy-Based Intervention
improve the English reading proficiency of students with a low level
of English reading proficiency?

The data used to answer research question 1 above were obtained from the
students’ scores of IELTS’ English reading proficiency test. The IELTS’ Academic
Reading Module was given to the students twice, as a pre-test and a post-test. First,

the pre-test scores were used to classify students into high and low levels of English
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reading proficiency. Next, the scores were used again in comparison with the post-test
results, using t-test, so as to identify the effects of ALI on the students’ English reading

proficiency.

Research Question 2
To what extent does the Academic Literacy-Based Intervention improve Thai
university students’ reading self-efficacy?
- To what extent does the Academlc Literacy-Based Intervention
improve the reading self—e’f}éjcy of students with a high level of
English reading prof|C|ency ,_--‘_‘_'_'__
- Towhatex ﬁ‘;t_g,rl_tdoes th Academic Dferacy Based Intervention

mproW :

English readi

ing self-efficacy of students with a low level of

proficiency?

for purposes of comparison‘an analys’is baségjon descriptive statistics, Means and

Standard Deviation, and pair sqpﬁple t-test Alb’p the data gathered from the
Reading Self-Efficacy Classroom: O,bservatloWReQQrd and the transcription of the

Semi-Structured Stuq_nts Focus Group Discussion were usé:i | to support the scores

from the Inventory. -j _3-4]
Research Quest‘rén 3 <
Is there a-significant Jateraction gffect.0f-Thai, university-students’ English
reading proficiency and reading self-efficacy?
- Is there a significant interactionzeffect of Englistitreading
‘ prbficiency and readihg self-efficacy in the grou'p‘of Thai university
students who have a high level of English reading proficiency?
- Is there a significant interaction effect of English reading
proficiency and reading self-efficacy in the group of Thai university

students who have a low level of English reading proficiency?
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Research question 3 above was answered by the result of a Two-Way
ANOVA using the scores obtained from the IELTS pre-test and post-test and those
obtained from the Reading Self-efficacy Inventory.

Research Question 4

Is there a significant difference between the English reading proficiency of the
students who have received Academic Literacy-Based Intervention and of those who
have received Academic Reading?

The IELTS post-test s€o M& oup and of the experimental
group were compared and iny-tesﬁo answer research question 4
above. The summary of data /€S a

Table 3.19 below.
Table 3.19 Data Ana

L - - -
a earch questions is shown in

Research Questions Distribution Analyses

1. To what extent does st- Before and Means,

gf; By

the Academic Literacy- N1 [es s ores of after the standard-
Based Intervention e treatment deviation,
improve Thai university t-test

"—7.— JV
ZTRIIAS
students’ English reading e i

proficiency?

1.1 To what extent
does the
Academic

cescyonef| 11 3y &l NINYINT

Intervention

~RRIAIN TN NNIINGINY
English qeadlng

proficiency of

students with a

high level of

English reading

proficiency?
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Table 3.19 Data Analysis (Continued)

Research Questions  Instruments Data Distribution Analyses

1.2 To what extent
does the
Academic
Literacy-Based
Intervention
improve
the English
reading
proficiency of
students with a

low level of

English reading
% (=

proficiency?

2. To what extent does  1./Reading eIf-zz.El:‘ v\ . Before and 1. Means,
the Academic ffica r«;ﬂ Post-tes after the standard-
Literacy-Based Inventor ?‘7 }::-; ‘ treatment deviation,
Intervention t-test
improve Thai / v
university V‘:‘
students’ reading T - -
self-efficacy? gReading 2. Observation @ During 2. Content

2.1 To what exten Efﬁ %ﬁ“ S 2, analysis

does the Acadﬂ u la my V] EI ’] ﬁ%
theracy-Based Observation ¢ and 10g »

woid1) 6586 21 31113988 8
improve'the

reading self- 3. Semi- 3. Oral 3. After the 3. Content
efficacy of Structured discourse of treatment analysis
students with a Student the group (Week 13)
high level of Focus Group discussion
English reading Discussion

proficiency?
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Table 3.19 Data Analysis (Continued)

Research Questions Instruments Data Distribution Analyses

2.2 To what extent
does the
Academic
Literacy-Based
Intervention
improve the
reading self-
efficacy of
students with a
low level of

English reading

proficiency?

3. Isthere a 1. » . Before and A Two-Way
significant Académig'Reading"" postitest seores after the ANOVA

interaction effect ~ Modulgs > treatment
of Thai university =

students’ English 2. Readlng Se i-:'ﬂ"—“‘“ 2. Before and

e Ju
reading effica tor after the

proficiency and T — = :,y ment
reading self- m ! @
efficacy? Inventory

ot - ¢ 39 EI NINYINT

effect of English

e AN T UM TN
and reading sélf-

efficacy in the group

of Thai university

students who have a

high level of English

reading proficiency?
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Table 3.19 Data Analysis (Continued)

Research Questions  Instruments Data Distribution Analyses
3.2 Is therea

significant
interaction effect
of English reading
proficiency and
reading self-
efficacy in the
group of Thai
university students
who have a low
level of English
reading

proficiency?

4. |s there a significant ' \ “After the t-test

\

difference between L \ treatment
the English reading  Readi

proficiency of the Modules

students who have

received Academic ;— Y|

Literacy-Based E ’
Intervention and of

e e L AN YN T NN

U

Reading? Y




CHAPTER IV
RESULTS

This chapter presents the data collected from the implementation of the ALI.

Data are presented based on the four main research questions as follows:

4.1 Results of Research Question 1

Research Question 1 - To what\ e' Esgthe Academic Literacy-based

Intervention improve Thagmmersny ; Engllsh reading proficiency?

Hypothesis 1: The ped-teet—mean s!:ore nlver3|ty students’ English
reading proficiency are si antl hlgheWpre -test mean scores at 0.05

level after the Academie Li tlon

a,l unlv rngy t em\ ‘Engllsh reading proficiency
te st-test of the ALI group. The

improvement, t(29) = 2.42, p< 0 G%n thllsh reading proficiency after the ten
- ’, p-".-r"' i o .

weeks of treatment. The effect size of tﬁe ALI’s _Mt fﬁ post-test mean scores

calculated using EtT are isplays a valu suggests a small

difference (Cohen, 19@). This indic: coulduinprove Thai university

students” English reading-proficiency.

Table 41 A EJM.&L ABENRT ?Alp%ﬂ ﬁ};ﬁre Test and Post

Test of ALl Students "

Effect
Size

ALl Pre-Test 30 8.67 4.68

Post-Test 30 11.86 3.69 3.26 29 242 0.02¢ 0.16

*p< 0.05
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Table 4.1 also shows that the students in ALI showed significantly
higher performance, t(29) = 2.42, p< 0.05, in their English reading proficiency post-
test (M =11.86, SD = 3.69) than in their pre-test (M = 8.67, SD = 4.68), with a small

effect size (0.16). Therefore, research hypothesis one was accepted.

To further investigate on the effects of ALI on students with high and
low proficiency, the results of the followi?g two research sub-questions are presented.
1.1 To what extent does the-’g)t)demic Literacy-based Intervention

improve English reading proficiency of stud with a high level of English reading
—— 9 ===
— -
1.2 To M does the Academic Literacy-based Intervention
improve English reading i 'éncx of students with a fow level of English

reading proficiency?

proficiency?

The data'thairespand to tlig two research sub-questions above were
presented in Table 4.2. A'paire sgmple t;}ge;t was conducted to evaluate the impact
of ALI on students who had hi H*aﬁq‘lowa;f;i‘gﬁsh reading proficiency. The results
indicate that after 10 week 1i ,'M_"I‘, -ther%_ﬂo statistically significant
improvement among the studenis;?&fﬁro havétf_l?;@‘_ﬁ proficiency (Mean = 11.69, SD
=2.28, 1(14) = 0.98, p> 0.05. Fiowever, there was a statistically significant

improvement amonﬁﬁmﬁgﬁwem =9.90, SD = 4.15,
i i

t(14) =5.23, p< 0.05)."The eta squared statistic indicated a medium effect size (0.66).
Ly 1

e

Table 4,2 A Comparison of English Reading Proficiency Pre-Test and
Post-Test of ALLL'High and Low. Praficiengy Students.

Mean . Effect
Group ~ R4 +Mean Sb i df + sig )
Difference Size
ALI Pre-Test 15 12.5 2.66
High  post.Test 15 1169 2.28 0.76 14 098 034
ALy PreTest 15 460 206
Low Post-Test 15 9.90 4.15 5.18 14 5.23 0.00* 0.66

*p<.05
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4.2 Results of Research Question 2

Research Question 2 - To what extent does the Academic Literacy-based
Intervention improve Thai university students’ reading self-efficacy?

Hypothesis 2 : The post-test mean scores of Thai university students’ reading
self-efficacy are significantly higher than the pre-test mean scores at 0.05 level after
the Academic Literacy-based Intervention'.

The second research question pertéﬁ(y(/othe investigation of the reading self-
efficacy of ALI students. _The applicatign of t-hé"r‘é"adi-r]g self-efficacy framework to
this study covered six categories or domains: (a) preper.and relevant materials and
task, (b) strategies, (c) Waction and collaboration, (d) awareness of success
and failure, (e) supportivea r‘ p?r)sivi_ att:mospheres and (f) individualized

assessment.

—

To address this questi eadihg éjzlf*iefﬁcacy in this study was measured in
aniitagive and qué’ﬁtatlve data, using a variety of instruments

ffirm valrdlty of }ﬁe data. The quantitative data was

keeping with both the
to allow triangulation an
elicited from Reading Self- fflg&ey lnventery,iWhlch was a self-report. The

qualitative data were obtained from Readmgﬁeltﬁfflcacy Classroom Observation

Record and Semi- Struttured Students Focus Group Dlscésyon Two units of ALI

were videotaped, theffrst covering weeks 2, 3 and 4 and t the) second covering weeks 8,
9 and 10. The data were recorded, transcribed, analyzed.and reported according to
reading self-efficacy compenents. The Semi.Structured Students Focus Group
Discussion was conducted in two sessions, ene with the high proficiency students and
the other with the low proficiency students. The students’ recounts were audio-taped,
transcribed and suminarized accarding to the reading self-efficacy,components.

The quantitative analysis was conducted using a paired sample t-test to
evaluate the effects of ALI on reading self-efficacy of students who have high and
low English reading proficiency. The results in Table 4.3 show that students in ALI
made a significant improvement, t(29) = 1.97, p=0.05, in their reading self-efficacy
after the ten-week treatment. The effect size indicates that difference was small
(0.11). This suggests that ALI could enhance Thai university students’ reading self-
efficacy and hence, research hypothesis two was accepted.
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Table 4.3 Reading Self-efficacy Inventory Pre-Test and Post-Test Result
of the Students in ALI

Mean ) Effect
Group n Mean SD ] df t sig
Difference Size

Pre-Test 30 557 1 ois
ALI N\ \ ////
.96 é‘, 29 197 005% 011

%
! O
Post-test 30 E'OE\;. 0.

*p<.05

proficiency involves ing two research sub-

Further investi 4 ‘ofWents with high and low
: “of the answers to the fol
-

questions.

I€-ACdA

ﬁse rese

students’ pre-test and po‘s‘I-test results obtai%g from Reading Self-Efficacy Inventory
=S

were compareﬂ:w Haﬁ?wrfﬂj W m tﬁle 4.4 shows that after
10 weeks of AL the students with high reading proficiency performed significantly
better, = <0.08, i 'r‘; [ i \ ijal& SD =
1.07) tﬁ%ﬁrﬁﬁsﬁ/ﬁ[mﬂ ﬁ:j) ?lﬂssj of the pre-test and

post-test mean scores of the ALI group was small (0.27). However, there was no

In response to e Tjgh and low proficiency

significant differences between the mean scores of pretest (M =5.18, SD = 0.91) and
post-test (Mean = 5.67, SD = 1.06) of the students who have a low level of reading
proficiency, t(14) =1.88, p>0.05.
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Table 4.4 Reading Self-Efficacy Inventory Pre-Test and Post-Test Result of the
Students with High and Low Level of Reading Proficiency in ALI

Mean df . Effect

Group n Mean  SD Difference t S19 Size

ALl

) Pre-test 15 5.70 Y 9
High \\\

.%47 14 230 003* 027

Post-test 15 ..:@:58 T
ALI 4

Pre-test
Low

Post-test 14 1.88 0.08
p<0.05

In further mveilgatlon of ea 0 rezﬂlng self-efficacy,

quantitative data from R%adlng Self- Efflcacwnventory which are shown in Table 4.5

reveal that theﬁ/éu)ﬁbag aﬂpﬂeﬁmﬁfwtﬁﬁ‘fﬂafg displayed by both the

high and low proficiency students range from moderate to high readmg self-efficacy.

P BN Al 1R (3
of succe ? \ﬁ =6.44,SD =
0.43). Meanwhile, the high proficiency group scored lowest for (c) Social interaction

and collaboration (M =5.90, SD = 0.47), and the low proficiency group scored
lowest for (b) Strategies (Mean = 5.14, SD = 0.43).
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Table 4.5 Reading Self-Efficacy Inventory Result based on Reading Self-
Efficacy Components

SE Components ALI high ALI low

n Mean SD n Mean SD

a) Proper and relevant
) 15 6.02  0.55 15 5.62 0.52
materials and tasks

I" o
b) Strategies 15 = 6.03 ,9;98 15 514 043

¢) Social Interaction

) —to=—-5904 O 47 —d5 539 0.63
and Collaboration

Awareness 0
) . 757\ 0.68 D 6.44 0.43
Success and Failure g/
L/ﬁ Lo i &
e) Supportive and / -

Responsive 1 ;*6.3'5 A 402 15 " 557 0.81
Atmosphere v fj ;
’ o T b
f) Individualized r evesr |
_“604 084 15 541 078
Assessment aads e
0.00-0.99 = no self-efficacy; 1.09:%.99, Iow sej:f;efftgacy 4.00-6.99 = moderate self-
efficacy; 7.00-10 = hig"'mself-efﬁcacy v
Yy )

To elaborate mure insights into students® response to each category of reading
self-efficacy, the qualltatlve data obtained from the Readlng Self-Efficacy Classroom
Observation Record and Semi<structured)Students Facus Group Discussion were
examined in relation'to €éach component of reading Self-efficacy. Inter-rater
reliability was obtained.from twa.independent raters assessing.the.coding,
categorizing and'summarizing-ofithe data. "For thetClassroom OBservation Record,
inter-raters agreed on 26 of the total 30 items (86.66 %) on the checklist, which
indicated highly consistent rating. For the Focus Group Discussion, the inter-raters’
agreement was at 91.66% on 33 of the total 36 categories of the coding.

The data presented below are an integration of quantitative data from the
Reading Self-efficacy Inventory supported by qualitative data. The data reflect the
similarities and differences in performance, behavior and perspectives between the

high and low reading proficiency students.
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a) Proper and Relevant Materials and Tasks.

Based on the study, both the high and low proficiency students displayed a
moderate level of reading self-efficacy in this category, as illustrated in Table 4.6.
Further, both the high and low proficiency students reported most confidence in the
area of their ability to get over the difficulty if they are persistent and never give up.

In contrast, both groups reported least confidence in the area of motivating themselves
by finding a connection betwee “} ir background knowledge.

. Table 4.6 Mean and St iati &r and Relevant Materials and

Tasks
Reading ALI low
Self-efficacy A
components SD n Mean SD

l.f‘d

Iy T

Proper and 1. Whengver rg

Relevant motivate

Materials findi

and Tasks ey b 184 15 500 135
between the témié:J¢~
m‘yabackgrdl]'nd':*-"' l
K

can get over the

A mndnenns = =

wm‘mﬁ%mﬂﬁﬁé’a

reading assignments,

| read with

enthusiasm and feel 15 6.08 160 15 586 151
confident that I will

comprehend the text

correctly.
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Table 4.6 Mean and Standard Deviation of Proper and Relevant Materials and

Tasks (Continued)
Reading ALI high ALl low
Self-efficacy Items
n Mean SD n Mean SD
components

Proper and 19. 1 enjoy reading

Relevant challenging texf‘.‘-v\\ V/

Materials

1 170 15 543 155

and Tasks

’/

[/

0.00-0.99 = no self-efficacy;.d«
efficacy; 7.00-10 = high self-

Y
|
/] (igsg!f-efflwo -6.99 = moderate self-

%

T

In contrast to the r t@ined_.u om the eadinﬁ Self-efficacy Inventory
Mol
which shows that the s hibited-| = idence in motivating themselves to
find a connection betweep the text 5m:i th Eckg und knowledge, the Reading

lear evidence that indicates the

Self-efficacy Classroom O

rvat‘_ ion. Rec@ws

students’ ability to make a conneg:}'wn be_ w-u.&_-- text and their background
knowledge. They W&e able to answer the teache_s‘s_f,fo s effectively. It was also
observed that altho nthe students were qui ;Qme, they listened

erform so{ﬂe activities, they did so

attentively to the teacfl@}* and whe
without reluctance. These iaformed data were supported by the findings from the

Semi- Structurﬂsw E} %%H%I%} W Ed f}lﬂ@h both the high and

low proﬁmencyqdroups felt that the passages in ALI were difficult f for them. Most of
them W t look

0y G5 RS0 62 3 T s g
motivating and that there were a lot of unknown words that could obstruct their
comprehension. However, they did not feel that the passage was unreadable, as some
of them put it as follows.
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“At first glance, it looked like a difficult passage. But I didn’t feel so bad

with it. I think it was okay.” (student #H2)
However, a student in the low proficiency group mentioned that despite the difficulty,
the texts looked readable. The paragraph format helped the student go through it
without any problems. Each paragraph was separated by a direction asking them to
summarize the idea of what they had just read before furthering on to the following
paragraphs. Such an inter-paragraph péus!g de reading a long and difficult text look
less discouraging as the above-mentioned s deﬁ/ tit.

“Reading and paQst at eachebaragrab-h?’made it easy for me to read and
comprehend tm}uaa“r
texts all the way ,e‘ng wi hout stopping at each paragraph.”
(student # L | L 3

To summarize,.i

. part. It’s better than reading long stretching

pOﬁent:—even though the students perceived ALI
materials as challenging re able té,;déal with them with moderate confidence

and found that the format of t rsrasSages*féé‘iliiated their persistence in reading in

such a way that it helped the qverdiime tﬁ@_scour.agement.
b) Strategies ;_* T—;i__

The :.-.:.!.:,s_.!__s.s..:_‘__-.!.a.A_.!.s.s 1e high and low
proficiency studentsqédéﬁ)layed a moderate level of readir#‘é" self-efficacy in this
category. The high prbficiency students felt that they vv‘é‘f‘e most confident in
overcoming reading difficulties when encountering.a; problems.Low proficiency
students, on the other hand, ‘perceived themselves as-being most confident that their
effective reading strategies could help them read successfully. Both’groups reported
least confidence in'acquiring meanings‘ of unknown words when féading without

using a dictionary.
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Table 4.7 Mean and Standard Deviation of Strategies

Reading ALI high ALI low
Self-efficacy Items

n Mean SD n Mean SD
components
Strategies 2. When reading 15 592 138 15 464 1.78

without using a

dictionary, |

meaning.¢

unkng

8. lam 163 15 550 1.82
my effeetiv
strategies
me rea

successfully. iec -~

14 Talways sefgoals 15 1608 138 15 521 171

-
'
L)

20. Whe

enod

. 46 15 521 1.18

ntering

ﬂﬁﬁﬁ%@%iWﬂnﬂi

can overcome the’

AR AR 8l UAIINYAY

well.

0.00-0.99 = no self-efficacy; 1.00-3.99 = low self-efficacy; 4.00-6.99 = moderate self-
efficacy; 7.00-10 = high self-efficacy
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The above data was triangulated with those obtained from the Reading Self-
Efficacy Classroom Observation Record. Despite the three types of reading strategies
taught overtly in class, observation 1 showed that in the first unit of the reading
lesson, there was no evidence indicating the use of a variety of reading strategies by
both the high and low proficiency students. Almost all of the students relied on the
use of dictionaries, which was not one of the strategies taught in class. Most of the
students used a concept map, and it was norﬂl heless found in observation 2 that the
students also used additional.reading strategré/ﬁhach included summarizing,
guessing main ideas and highkighting texts. These data are consistent with the
students’ report in the FoEGE;-fo 0 Dis&ussion, 1. which both groups of students

found that the strategi€sS in espeC|a y concept maps, sufficiently facilitated their

comprehension. However,s0 64 dents fglt that some strategies, such as vocabulary

logs, did not help the uibers nd-{he-gassage effectively, as revealed by a student

in the high proficiency Py
s g .-.. i j}—.;'-l +*
rds that } don t know and the vocabulary log cannot

I dld not fmd‘Fﬁé}pful ”’(Student # H2)

S

“There were so many w

cover all of them. S

Meanwhile, a student in the Iow pro'fjcrency group found graphic organizers

helpful for her to pe_-sgst in reading as she put it: = J:-,
=4

Y
“The concept map obliged me to try to get the main p0|nt of the passage so as

to be able to cré‘ate and expand a map.” (Student‘# L2)

Apart from reading strategies, ALI“also provided students with self-regulatory
strategies whichiincluded setting goals, making plans and assessing one’s own
outcome, gkhis-alsesinvolved-making anouicome-expectancy-befareshandling tasks.
In consistency with'the data fromr'the Reading Self<Efficacy Inventory-in which the
students reported their moderate self-efficacy in setting reading goals, the classroom
observation indicated clear evidence of students setting specific and achievable goals,
making explicit and doable plans for their reading tasks, selecting strategies that
helped them understand the text better and identifying sources of difficulties they

encountered while reading.
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Also, during the Focus Group Discussion, all of the high proficiency students
recounted that they have read according to their plan and they took advantage of self-

assessment to improve their performance.

““I did read and underline the vocabulary as stated in my plan. After the self-
assessment, | felt that I didn’t understand the passage enough. So, | went back
and re-read it several times™, (Student #H3andH 4)

i/

I think making plan and assessing ourﬁm’ performance is helpful. |

learnt to find out what'I'missed while reading: When | read the first passage,
-_,_-ﬂ'

| didn’ tundersteit}mas"

figure out how to read "‘d I th|n I learnt more techniques.” (Student # H 5)

Meanwhile, the low profigieney. t dents-feported that they did make their reading

it BLJ'[ in the second and third ones, | began to

goals, plans and self-asses t ntclass % the teacher had guided them, but when

they actually read, theysdid not eally read"tzwth their goals in mind.

.f)a-l L

“I only read on and derhn‘ed the{(éi:ts that I think were important. No

..-...,

plans. No goals.” (Student—#_—L =

J"'u ==

— -

Likewise, another IQ_\A#proflmency student said she had,bef goals and plans but she did
not think she would‘atfply it to her future reading. ;‘J
““| did what I had to do in class, but I didn’t thinkl would apply it to

future reading bectatise each passageé.is different and each reading
situation is differents | might nat apply the same technigue in every
situation.” (Student # L2 andL3)

In sum, Both the high and'low proficiency students in ‘general didnot'seem to use a
variety of strategies at the beginning of ALI. However, they learned to exploit more
strategies in the later lessons. What the low proficiency students reported during the
Focus Group Discussion did not seem so consistent with their self-report in the
Reading Self-efficacy Inventory. Despite their perceived confidence that their
effective strategies would help them read effectively, they did not see the reason for
applying strategies to future reading, and they did not use a variety of reading

strategies, especially self-regulatory strategies. Meanwhile, the high proficiency
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students were able to take advantages of both types of strategies to enhance their
comprehension.
c) Social Interaction and Collaboration

As illustrated in Table 4.8, both the high and low proficiency students

exhibited moderate reading self-efficacy in this category. Both groups of students

having reading problems. Jroupsreported least confidence in helping their

friends improve reading sk

AULINENINYINT
AN TUNM NN Y
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Table 4.8 Mean and Standard Deviation of Social Interaction and
Collaboration

Reading ALI high ALI low
Self-efficacy Items

n Mean SD n Mean SD
components
Social 3. I can help my 140 15 464 1.33
Interaction
and
Collaboration 9. I prefer reading wi 7 T7 2. 15 586 195

my friendsand s
some ideas w

them.

15. | bélieye the er( ,g; 5,08, 1. 15 493 230

._s-’

observation and ?i Loidd
4 -‘g A -‘}f
peer mode ill NITET

.ahl !

help imp OVE T 3 ,.]_q;.,.

reading. ) T/
= e

15 6.14 224

21. | SeeK helps from

tea@er whe
have reading

bR 1N TN T

0.00-0.99 = no sai-efflcacy, 1.00-3. 99 low self-efflcacy, 4.00-6.99 = moderate self-

”“C“Wﬁﬁﬂﬁ‘ﬁu URIANYIAY

Based on the data from both sessions of Classroom Observation, only some
evidence was found, showing that students shared some ideas with their peer group
while reading; they helped one another interpret the text and also received help from
their peer. Nevertheless, no evidence was found for the students being praised for
their effort rather than ability

The findings from the Focus Group Discussion demonstrate certain

perspectives that were otherwise not revealed in the Inventory and the Classroom
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Observation. Most of the students in both the high and low proficiency groups
reported that working with peers did not contribute much to their reading because
some conflicts arose in terms of their working styles, time constraints, and
unfamiliarity with one another, as reflected below.
“Group work made me even more nervous because sometimes when my
friends did not know some words or understand the passage and asked me, |
would feel embarrassed if | didr{’yk ow them, either. In our group, we came
from different major programs, so. ﬂ:_lifu..t feel comfortable sharing with

them.” (Student #-Hi) -~ ——

“I’d rather readnb(‘s

reading with p

Ifbecause there were so many problems when
had to ait for them and sometimes, we had different

opinions. So, | g |f1 V@?right or wrong.” (Student # L 2)

really g%yp work because we distributed the job and
Then we gﬁt our work together. Sometimes, some

“In my group, i
we worked separately.
friend didn’t Waht WorT( and she‘;zﬁfa;}ted me to do everything. | had to

summarize a whole passa:gE Gromrlork was frustrating for me. | didn’t

'-. =

pick group mfmbers myseIT First, i palred up erth one of my friends, but

later, the ot@cﬁﬁ"ﬂéﬁ“ﬁlo asked if they could joi t’\yas okay, but we couldn’t

really work tczgether.” (Student # L1)

o
|
g

Only one student in the high'proficiency,.group, and.one.in the low group mentioned
that working with peers.helged'them.read bétter asithey could share what they knew
and learn what they didn’t know.

*“I'learn new things from working with peers. ((Student # H4)
I think it’s good to work with friends. We share what we each know. It was
fun and relaxing.”” (Student # L3)
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One student in the low proficiency group saw that reading with peers has no effect on
her as she elaborated:

“For me, it doesn’t make any difference. It looked like we worked in group,
but in fact, we worked on our own because the class time was limited. So, we

had to divide up the work and no time to share with each other.”” (Student #

L4)
% overall, the students did not find

readlng improvement. Both

The data related to this:
social interaction and co
the high and low proficien roblems working with peers,
and most of the problems conflict and unfamiliarity

with one another.

ﬂumwamwmm
QWWMT’I‘?EM URIINYIAY
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Table 4.9 Mean and Standard Deviation of Awareness of Success and Failure

Reading Items AL high ALI low

Self-efficacy
n Mean SD n Mean SD
components

Awareness 4. | know the reason

of Success why | am or am not 792 095 15 6.43 1.74
and Failure good at readlnq \\\ ,

10. | mpr% /__%__,

15 550 165

15 7.29 185

15 6.57 2.02

0.00-0.99 = no fr ol i Y = moderate self-

efficacy; 7.00-

ﬂ ? 6}1‘ elesg rEJvhlch showed
clear ev@ence that students determined their outcome expectanmes ore they read

and were encouraged to reflect both on the causes of their achievement and the

sources of difficulties. However, the students were not found to have been
encouraged to attribute their success and failure to their effort and persistence. In the
second session of the observation, it was found, on the contrary, that the students
attributed their success and failure to the lack of effort and persistence, as one of the
high proficiency students accounted in their Students Accomplishment Plan,
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“I’ll try to read and re-read so as to understand the passage better”. Also, two low
proficiency students wrote in their Students Accomplishment Plan, ““I think I’'m
improved and | must study vocabulary a lot” and “I still don’t like reading long and

difficult passages but I think I will develop my reading next time”’.

The above data are consistent with the findings from the Semi-Structured Students
Focus Group Discussion. Most of the‘stgd nts in both high and low proficiency
groups agreed that awareness of their sucéeg%dfailure helped them learn to read
better. Many students in tt]E high profigency g{u}a—said that the awareness of what

they could and could not‘dp-errcouraged'them In their future reading.

“When we kn sah dofit, we feel encouraged to try more in

o 4.0 o+
the next readin ude t’#ﬂr_)‘

“| know what Lghould imprgve ‘}]d It makes me want to try harder.

For example, | know that in reading this passage, | need to know
bu .(}/ more.” (Student # H 4)

# g il i
o o

: !
more words. Il try to learn voc
g

“I looked back to the—parﬁhatl I dﬂn’ﬁ&nderstand and re-read it. |

also apply it practice [heing aware of siece &ndl failure] to

reading oth"’e(_passages. But sometimes, I still dn?‘ljt understand
| .
what | read.”*(Student # L1) -

“Being aware of success and failure makes me realizéjabout my ability. |
learnt to monitor my comprehension, seeing how much I understand when

readingthtypassageat this level offdifficultys 7 (Student #1.2)

One student in the low proficiency group thought differently, though. She saw that
practicing awareness of success and failure was a good way to assess herself;

however, she did not think it would be necessary for her to develop such awareness.
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“I think it’s good as it makes me know how much I can do, but I don’t see the
reason why | should apply it in my future reading.” *“(Student # L4)

In this component, it can be concluded that both the high and low proficiency
students regarded the awareness of success and failure as contributing certain
advantages to their reading. Both groups reported that the ability to identify the

sources of success and failure enable to realize their strengths and weaknesses,

7z,
e) Supportive and RESW q
y/ | | Nficacy information between

This category sees Fr

as well as how to improve thei

: i .10. While the high
proficiency students’ pergepti ged- 0 high self-efficacy, the low

the high and low profici

proficiency ones disp jate ,- : i . Both groups of students

were most confident t Id help them improve their

reading ability. Also, both groups repo " re least confident that they

that reading atmospheres affec_t,ﬂa‘,e‘.ﬁqd? s’ readi
e
L:?_ '

AU INENINYINS
ARIAN TN INGINY
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Table 4.10 Mean and Standard Deviation of Supportive and Responsive

Atmosphere
Reading ALI high ALl low
Self-efficacy Items
n Mean SD n Mean SD
components
Supportive . I don’t feel stresse
and or anxious w

reading. @’/ / | 156 15 521 162

Responsive

atmosphere  11. | am confident that

teache : \

feedhacks cdntiélp ) 15 815 167 15 671 177
me imjg 4 "‘-"‘1‘5

readlings@ (= ,.

17. ThefClagsrobm _m 2 "‘ N
ey < ekl
5 3 170 15 543 155

atmospher® v
supportsiy,; - B )

effective reae‘y;g—_,‘ 7

Y Wik =3
23. I'6an read well no _‘;

rea@ at home,
pleasure-or in

o i U INYIN T

6.08@ 149 15 493 230

0.00-0.99 = no séH- -efficacy; 1.00-3. 99 low self-efflcacy, 4.00-6.99 = moderate self-

eff'c“’&TW”T RETTAI R INYIA Y

he supportive and responsive atmosphere described in the qualitative data
entails two features: classroom atmosphere and teacher’s specific feedbacks.
Classroom atmosphere refers to absence of tension-imposing activities, or threats.
Teacher’s specific feedbacks refer to all kinds of helps, supports, acknowledgement
and feedbacks extended by the teacher to the students during class activities in order
to assist the students to achieve their reading comprehension.
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In classroom observation 1, it was evident that the teacher moved around the
class while the students were performing group activities. Moreover, the teacher drew
non-participating students into activities/discussions, offered help to students only
when being asked to, and acknowledged students’ questions, responses, and
comments. Also, there was evidence indicating that some students in particular were
called upon in class to perform the task individually, and the students showed
willingness and enthusiasm to participate mf ass activities. Conversely, the
observation did not reveal any evidence of arﬁ/e‘gmement of class activity schedule at
the beginning. There was.iHo evudence showiig {hat-some students raised their hands
to answer in group-work §TﬁT ons’or tﬂat the students spoke out without being called
upon. Also, it was not (th tthe teacher helped low self-efficacious students

extend their responsesor t ef cher:ex,tended specifie praising feedbacks. Some

students were left behi b al

hey were observed talking to each other while the
teacher was giving explanation nd vvhlle helr classmates were paying attention to the
lesson. ah 4

Some differences we fou'nd in theé:ond observation session. The class
activity schedule was announcedat;the begﬂﬂeﬂfg of the class. Additionally, it was
also discovered that the teacherﬂelped low’ ée‘lf"efflcauonjs students to extend their
responses and a femrsft/i:deﬁ{s—dﬁepeakent—v\ﬂ*heu{—berﬁigiﬁled upon.

According to the data from the Focus Group Discussion, all of the students in
both high and low prof|C|ency groups reported that the classroom atmosphere was
supportive and-conducive toyearning; and thattheyedidnotfeelany threat or stress

while reading.

“The class'was not stressful. 1 felt that I wanted to cometo the
class, even without any obligation. | can read in class without any
problem.””(Student # L2)

However, one problem identified by some student was time constraint which hurried
them to read and moved on to the next stage, causing them not to have enough time

to read. A student in the low proficiency group commented:
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“The atmosphere was okay. | didn’t feel any pressure but sometimes, |
wished you (the researcher as the teacher of the class) would give us more
time to read. I didn’t understand some parts of the passage, but you said we
had to move on.”” (Student # L4)
In addition, another problem arose in the class when the teacher had to call
upon some students to participate in a class activity and the students reported that they
felt threatened by such a call. A high prdfj?ncy student felt that way, as he put it.

/.

“In general, the class.was not .sjtressfuf,/b—u’tfit started to seem threatening

when you (the res—;afch_er as a teacher ofthie.class) called upon each student.

You provided v ed time for us to think-about the answer and we were

afraid of sayi in/Ef gtish and making mistakes. (Student # H1)

Regarding the teacher’s 'gb‘ngYu students in'both high and low

proficiency groups repojited they réce _ed sufficient feedbacks from the teacher

obsgure points and maximized their comprehension.

.|1‘J'- ¥, jd

“Your [researcher as thbteacher otthef-tlass] feedbacks were helpful.

and the feedbacks helped glari

Sometimes | didn’ tquﬁe,understandﬁ:par{- or | thought | understood it, but

when you emM%@udem #L2 and L3)

“There were ti més when your feedbacks made mg 6 realize that what |
understood was only.a small part of the paragraph, not a whole. Your

feedbacks made-me know what 1'misSed.” (Student# L4)

In short, both high and low proficiency students perceived that the learning
atmosphere during'ALI was pesitive, Apart from the issue of time canstraint and
being called upon in class, they did not feel any other kind of threat. Besides, they
also found teacher’s feedbacks sufficient and specific enough to help them maximize

their understanding.
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f) Individualized Assessment

In this category, the high proficiency students’ reading self-efficacy scores
ranged from moderate to high, while the low proficiency students’ scores were
moderate. Both groups were most confident that whenever they read, they would be
able to improve their reading comprehension. However, the high proficiency students

exhibited the lowest mean scores in the area of keeping tracks of their reading

outcome and reading well eve i being compared with their peers.

The low proficiency students had th cores in the area of the problem
sharing their scores with their peers, which i@hey perceived some problem

when their reading outcomewas - npar eirpeers (See Table 4.11).

¥

} §
AULINENINYINT
ARIAINTUNRIINYINY
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Table 4.11 Mean and Standard Deviation of Individualized Assessment

Reading Self- ALI high ALI low

efficacy Items
Mean SD n Mean SD

=}

components

Individualized 5. Whenever | read, |

Assessment am confident that |

will be able t \
improv@w

com@ 4

"W& 7.08 15 629 181

_.J

12. 1 likedo'keep

\ ~_\:,‘

202 15 593 194

outc

an, aU (;

189 15 479 180

L

B’l.sl 15 464 2.30

. - - g F a4
0.00-0.99 = no ft effi © -Is% = moderate self-

efficacy; 7.00- igh self- e flcacy

TR TR Yo e
evidence;of students evaluating their own performance and comparing their learning

outcome with their own progress, not with other students’ progress. The data are also
consistent with the students’ discussion in the Focus Group. Both groups of students
preferred comparing their achievement with themselves to comparing it with their
peers’. Some high proficiency students established for themselves a condition based

on the success of the outcome, as they reflected.
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“In fact, I did it all the time, comparing my scores with my friends.
But I wish we would rather not do it because it felt bad sometimes to
see that | didn’t do as well as my friends. But if I did well, | had no

problem sharing the outcome.”  (Student H#5)

“Sometimes, | didn’t know if my self-assessment is reliable. It would
be good if the teacher also,assesses us so that we’d know our actual
ability.””(Student H#1) / /

i

Low proficiency students expres§ed their posn'ive impression about comparing
..--"-‘_

their own learning outcom than «Jtomparing them with their peers. They said it

helped them see their learnifg etin/es and 100k for reasons why they did well and not

well.

“| think it jiel _
i id,
myself stich s€ores’”. ;.(Studeagd#..l_l)

# "f
4 ‘J -/J-n
wa,nt o develEp—-nwself I want to find new

....-...,

“It’s made

technlques to |mprove my reaﬁing ” (Student # L2)

£
(jl’when they did their self-

assessment. They pereelved increase in their confldence-when they compared their

It can be con

performance with themselves not with their friends, and' Tound that this method raised
their motivationto-develop-themselves:

To summarize the response‘to research ‘question 2, the'data from the Reading
Self-Efficacy Inventory, the Self-Efficacy Classra@m Observation“Record and the
Semi-Structured Students Focus Group-Discussion:reveal the students’limprovement
in reading self-efficacy after the implementation of ALI. The high proficiency
students displayed moderate to high reading self-efficacy after ALI, while the low
proficiency students showed moderate reading self-efficacy. The findings based on
each component of reading self-efficacy indicate that both the high and low
proficiency students had the highest level of self-efficacy in Awareness of Success

and Failure. The high proficiency students displayed the lowest level of self-efficacy
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in the area of Social Interaction and Collaboration whereas the low proficiency
students displayed the lowest reading self-efficacy in the area of Strategies.

4.3 Results of Research Question 3
Research Question 3 - Is there a significant interaction effect of Thai university
students” English reading proficiency and reading self-efficacy?

Hypothesis 3 : There is a sign\'\i | | ction effect of English reading
proficiency and reading self-efficacy at 0. .
In response to thi st mean scores of English

reading proficiency and tE readin icacy were examined. First, the

mean scores of reading s

two levels based on the
following scales: 0-4.
efficacy. A Two-W
English reading profici

-10 = high reading self-
interaction effect of
e results are shown in Table

4.12 and figure 4.1

As illustrated in Table 4,12, , ically significant interaction
effect between the students’ read , {J .L_,_w“ =0.08, p >0.05 and reading
self-efficacy, F(1) = 317 p >0. 05, 7 £

As there is no-significant interaction -between the scores of English

reading proficiency angrea' 10 ‘sea@ hypothesis has, therefore,
been rejected.

ﬂ‘iJEJ’WIEJ‘ﬂ’ﬁWEJ'Iﬂ'ﬁ
QW’]Mﬂ‘ﬁWﬂJW}’mmaﬂ
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Table 4.12 An Interaction of English Reading Proficiency and

Reading Self-Efficacy

Variables SS df MS F Sig.
English Reading
o 1.27 1 1.27 0.08 0.77
Proficiency
Reading Self-efficacy 2.56 0.17 0.68
English Reading
0.00 00 0.98

Proficiency X Readin
Self-Efficacy

Error

—eo— Low Proficiency

12.5
g —_— 1
._g | ¢ a 'Y | — @ — High Proficiency
2 AHYUIMEIINE
2 108 — — oy
AR RINIUININYAD

Low Self-Efficacy  High Self-Efficacy

Figure 4.1 An Interaction of English Reading Proficiency and

Reading Self-efficacy
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Figure 4.1 also illustrates no significant interaction effect between the two
variables. The figure shows positive relationship between both high and low reading
self-efficacy and reading proficiency.

4.4 Results of Research Question 4

Research question 4 - Is there a significant difference between English reading
proficiency of the students who receiv

ive | emic Literacy-based Intervention and of
} |
those who receive Academic 9?2 /

Hypothesis 4  The ea&sc@\ghsh reading proficiency of the

students who receive the Academic.l vention are significantly

higher than the post-teskimeanscores 1C ive Academic Reading
instruction | "
The comparison® 2 g howed no significant

difference between English rge ' St-tes ) the students in ALI and AR
(ALI Mean = 11.86; AR -12.79), 14(57) = >0.05. This means that the
scores of students in ALI"anc _"_ ot Signi i lifferent (see Table 4.13).

Research hypothesis four has, therefor
,/J,.*-J > -

Table 4.13 A Comparison of English Re_lﬁ y between students in
ALl a ‘
n Mean d t sig
¢ o/ Difference
| Q NS
English L 30 1736 T

Reading

i1 YT ﬁ.fm TH Y B
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4.5 Summary of the Results

4.5.1 English Reading Proficiency. Based on research questions 1, ALI

improved the students’ English reading proficiency. However, based on the post-test

mean scores, ALI did not enable the students with a high level of proficiency to make
any significant improvement.
4.5.2 Reading Self-Efficac

ding to research question 2, ALI
significantly enhanced studen & y, especially those with a high

/ c
level of proficiency. How ée

4.5.3 An Inte ish Proficiency and Reading

students with a low level of

Self-Efficacy. The fi . led nQ signi cant.i ction effect between

imperceptible when the ALI and 7

AU INENINYINS
ARIAN TN INGINY



CHAPTER V

SUMMARY, DISCUSSION OF THE RESULTS AND RECOMMENDATIONS

This final chapter summarizes and discusses the research results and

theoretical as well as pedagogical implications, and offers recommendations for future

research. '
| .',/
5.1 Summary of the Study. : C/f_:,
This experimentakresearch aims at examirﬁ}\g effects of Academic Literacy-

1™ Whi

based Intervention (AL);eh }

fan EI:L reading instructional model, on Thai
university students. The main foeus of X\LI Is to develop students’ belief that they

r

are capable of readingaca éx“trs evén,yvhen they encounter difficulties so that
they can improve their€ading proficien v ALI promotes academic literacy and
reading self-efficacy thratig it’icgj, rZ;%o'nsive and reflective reading with peers’

and teachers’ supports. It stregses the roleféi‘ self-requlatory strategies and self-
attribution so students learn b'ecp‘ﬁfe mcffé'gqnfident, independent and persistent in

TR :a;.., £

- e

reading. ~— — 4

(T vt : .
The study was conducted at a public university |r},the north of Thailand This

| B
university uses Engﬁ?—as—aﬁediﬂmﬂf—iﬁs&ue&eﬁ—aefefs’sml’p curriculum.  ALI was
- i

implemented in the Acégemic Reading and Writing courée, which is the fourth
required course in the Ezeneral education curriculum. The implementation took place
during the 2" senesterof academic year2030:anddasted 40, weeks. Participants (N
= 59) were firsty to fourth-year undergraduates fronvarious study programs most of
whom were Thai, and two.of whom were Chinese.="The participants were assigned to
experimentaligroup; ‘Academic Literacy=based Intervention/(ALIZN=.30) and control
group, which received general reading instruction (AR, N=29). Five research
instruments were employed: 1) IELTS’ Academic Reading Module; 2) an ALI
instructional manual, including a set of lesson plans, materials and learning tasks and
an assessment plan; 3)the Reading Self-efficacy Inventory (students’ self-report); 4)
the Reading Self-efficacy Classroom Observation Record; and 5) the Semi-Structured

Students Focus Group Discussion.
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In order to investigate effects of ALI on Thai university students, this study

attempted to answer four research questions which will be reiterated below.

1. To what extent does the Academic Literacy-based Intervention improve
English reading proficiency of Thai university students who have a high
and those who have a low level of English reading proficiency?

2. To what extent does the Acade,!rﬂ)lteracy based Intervention improve
reading self- efflcacy of Thai univ Mtudents who have a high and those
who have a lowEnglish reading proficieney?

3. lIstherea S|gnfr

i ', eraction effect of Engllsh reading proficiency and
reading self-effi f Thai university students who have a high and those
who have @'lo Englfsh-’reading proficiency?
fferEn between English reading proficiency of the
eceiv Aca,cfer;;

who receive Agademic Readlng,?’ . .

,HJ "' f.‘

The study’s most |mpm’tant fmdmgﬁ_-q-ﬁ\ be summarized in the light of four

theracy-based Intervention and of those

main results reported |n response- tﬂ the resejfneh'-questlons.fl) the students scored
h glish. i fter the 10 weeks of ALLI.
Further study on the s{udents Wlth different reading profm"TeJncy levels showed that

only low proficiency sttidents were able to make a 5|gn|f+cant improvement in their
reading proficiency after ALY, 2) students’ reading self-efficacy significantly
improved after AL kéiniparticular; highlproficiencyistudents have made significant
improvement in their reading self-efficacy; 3) no gignificant interagtion effects
betweeh Ehgjlish reading profigiency and feading self-efficacy were found after ALI;
and 4) ALI and AR did not demonstrate significant difference.
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5.2 Discussion
The findings can be discussed in four aspects: ALI and English reading
proficiency, ALI and reading self-efficacy, an interaction effect of English reading

proficiency and reading self-efficacy, and the comparison of ALI and AR.

5.2.1 ALI and English Reading Proficiency. With reference to research
question 1, ALI significantly improved thp students’ reading proficiency. This finding
can be discussed in the light of two aspects: ,@ﬁe design of the Academic Literacy-
based Intervention; and (b).levels of readlng profl"c'Lency

(@) The Deg_gaof Academlc Literacy- based Intervention

The mgpﬂ&/ ructs of ALI that improve students’ English reading
proficiency can be descried xoﬂllows: i

effects of Concept-Ori

dlng-instr{fctlon (CORPon readmg comprehension

L

and engagement. The fi of Guthrlefs jtudy revealed that because CORI
FYPY o Y

combined multiple strategi in§1«_f1~1_ction arﬁﬁ_‘qtivational support, it could increase
reading comprehension. Simi_l‘grrﬁ:ORl,,uﬁmg_in components of ALI include a

variety of strategies and self-efficacy enhancement, W@Eﬁ; a motivational practice

consisting of dealinéfﬁ;ith materials that are relevant t(ﬁhzétudents’ background and
interest, providing supEcI)rtive atmosphere, fearning to mg_,ke an appropriate self-
attribution and keeping pérsistent in readings /Besides, the comprehensive constructs
of ALI encompass different features, namely, language, cagnitive, strategic and socio-
cultural dimensiens. Such a set of constructs enables AL to facilitate overall literacy,
rather than-focusing, bn“reading s a discrete skill! The streng comiponents embedded
in ALI, which aim to enhance reading self-efficacy and lead to improvement of
reading proficiency, are proper and relevant materials and tasks, strategies, supportive
and responsive atmosphere and individualized assessment. These components should
help students, especially low level ones to improve their reading skills.

In addition, ALLI stresses the role of using L1 in L2 literacy
development. Even though ALI aims to promote academic English literacy, it allows
students to use L1 in acquiring L2 literacy. This component of ALI framework was
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built on Cummins’ (1981) common underlying proficiency theory which specifies that
children’s L1 and L2 are interdependent. Therefore, during class activities and group
work, students could choose to present their work orally in L1 or L2. Thisisto
encourage the students whose L2 is still inadequate to participate in class, so that they
could develop their self-efficacy and use L1 to assist their L2 acquisition, especially
in dealing with the cognitively-demanding content of academic texts.

AL Instruction ,//

4 __,-"‘"
The four stages-of ALI instructionalprocess takes the students beyond

the literal and interpretivedevel of readlpg comprehension, to critical and reflective
reading. In Situated Pract// d Qvert $nstruct|on stages, the students acquire their
comprehension when lear fto estab sh connections between the text and their

background knowledge and also't mterp _et the contents and conceptualize the main

point of the texts. Then, prehenhéﬂoh Is restated in the two subsequent stages,

il idd
Critical Framing stage and sformed Pragtice and Evaluation stage. These two
final stages emphasize the ro of_§mbent§fi@ve response to the text. Thus, ALI is
an instructional method that airﬁﬁideveldé‘ﬁéfh skill and literacy simultaneously.

S

ALI Mlaterials'""'
The 4o

comprehension should‘have a positive impact on student‘s achievement, especially

ajw general reading

struggling readers, as Brozo and Flynt (2007) stated, content literacy helps students
build motivatien andiacademicivocabulany-as it prampts,students to use the language
as a tool to comgmunicate their content knowledge meaningfully and purposefully.

In addition,.a study by McCabe.et’al (2006),has found that reading
text formatiaffects'students? reading-self-efficacy, especially underachieving students.
Some students are intimidated by textbook’s appearance and the intimidation
influences their negative self-belief. In ALI materials, the paragraphs in each
passages are separated by questions that required the students to pause and summarize
the main points of the just-read paragraph before continuing on to the next. As one of
the low proficiency students mentioned in the Focus Group Discussion, this format
helped her keep persisting in reading and not give up even though, at first glance, she
found the text difficult.
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(b) Levels of Reading Proficiency

According to the post-test mean scores of both high and low proficiency
students, ALI did not help high proficiency students make any significant
improvement as it did on the low level students. The reason why the high
proficiency students did not make significant improvement could be because they
were already using a large number of language learning strategies to help them learn
effectively (Griffith, 2008). Moreover, as gté}yn previous research (Cook, 1989;
Schramm, 2008; Grabe, 2009; and Alsheikh; ZGIﬁ good readers readily read with
goals, and they have knov_ylgdge and cthrol of readiné strategies and metacognitive
awareness. Itis possiblyhﬁt’ ﬁigh proficiency students in this study have already
possessed the knowledggAn/b;I qf self-regulatory strategies and reading strategies
used in ALIL When ALI s ddifinistered to them, they might not have found these

strategies new to them anddenc

did&notywake any noticeable improvement in their
P

performance. - . - s
{)")4 d:

In contrast, the low pr; fICI?ble stugﬂlts could benefit from multiple-strategies
practice in ALI. Besides, the'use-0f:L1 in class activities helps these students feel
more comfortable to take riskgl.;@bserv@ﬁgading Self-Efficacy Classroom
Observation Checklj,_égthat some students volunteered to gﬁgwer the questions without

being called upon WhEﬁ they knew that they could use the‘irJLl to share their opinions
and their responses to E]Ie text. Also, thetext format usgj in ALI materials makes
students feel that they can persist in readinggas confirmed by a low proficiency student
mentioned at the Semi-Structured Student Focus Group Discussion.

5.2.2 ALI and Reading Self-Efficacy. With reference togesearch question 2,
ALl significantly enhances students’ reading self-efficacy, especially those with a
high level of proficiency. A possible explanation for this finding is that because
self-efficacy is a belief that the students hold about themselves and beliefs are usually
contextualized in particular learning tasks, such a belief as self-efficacy may be held
from or influenced by the students’ past experience, whether success or failure. High
proficiency students tend to have a lot of successful learning experiences in the past
that makes them possess a high level of self-efficacy. According to Hsieh and

Schallert (2008), students’ self-efficacy is a strong predictor of achievement. That
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explains why, in this study, high proficiency students improved their self-efficacy
while low proficiency students did not. As mentioned earlier in this study, when
students begin their study with high self-efficacy, they tend to become motivated and
as a result, they are more self-regulated and are likely to be successful in their
academic pursuit. In contrast, students with low self-efficacy tend to start off their
study with low confidence and tend to do poorly, which will lead them back to a cycle
of low confidence, low motivation and IoWB,e/r})rmance respectively. The reason
why ALI did not significantly.enhance read'iﬁg_g/el-f'ffficacy in low proficiency
students could be explainedin‘terms that these students began the study with their low
proficiency and low selﬁﬁ;ﬁé :
change the students’ self-belie S;Vign‘ific,a‘tly. In particular, the low proficiency

"Only’ ten weeks of ALI might not be sufficient to

students reported in the Readi -ﬁ—I_Eff_i__cafcy Inventory and the Focus Group

Discussion that they | _go‘ll‘,ull§b§.nefit from self-regulatory strategies and

peer collaboration, both ot are main compenents of ALI.
Nonetheless, it dogs ngt mean that studentswill have to continue suffering
from their low self-efficacy and. I_é'y‘\fbroficxiéﬁ?a% and will never be able to break this
Y- dar o i B

o o

cycle of failure. Walker (2003) 'Js&gg_ests tha'tfbﬁé way to help students improve their

¥ g Ny

self-efficacy is by observing their sticcessful experience that influences self-efficacy.

This can be done Wh:m_t—t_frfmﬁ'efﬁd_s udents persistinatas f_tfiefforts in the hope of

producing success. V\/'l'th positive responses and feedbacks from teachers, students
can raise their self-efffgécy believing that their effort anaapersistence produce success.
Another important.paint Is'stressed by Linfenbrink’and Pintrich (2003) who comment
that low efficacigus students focus on an outcome of the performance, such as grades,
rather thanslearning-something-\When they, are-not-satisfied with this eutcome, they
are stuck with theirlow'self-efficacy. “Such ‘students should therefore-be helped to
establish a learning goal on ‘learning’ rather than ‘grades’ and to evaluate the
progress of their learning.

With respect to the students’ moderate level of reading self-efficacy, data from
Semi-Structured Students Focus Group Discussion show that the students found
classroom atmosphere positive and supportive except when the teacher called upon

some of them to participate in class activities. Such an attitude might deprive the
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classroom of its supposedly comforting environment and could decrease the students
levels of self-efficacy as a consequence.

In addition, a reason why it is difficult to increase self-efficacy is that self-
efficacy is also influenced by other variables that lie beyond the context of formal
classroom learning. Apart from four main sources mentioned by Bandura (1997),
namely, mastery experience, observation, verbal and social persuasion, and
physiological reaction, self-efficacy is alsz).ijptl)enced by family environment.
Epcacan and Epgacan (2010)-also found thit 'soﬁe-eg:onomic and cultural
environment of students™ famities are important facfors that affect students’ reading
self-efficacy. All thesj}ih’e/fswe beycind classroom control. In addition, self-

efficacy is a motivational gensiruetwhich could take time and appropriate context to

enhance.

Upon considering the f _r]gsf.ab t _Qach component of reading self-efficacy,

further discussion can bg'made as follows?,
“4 J‘ ,»,x—.} ¥
Proper and Relevant Materials an d Tasks
Abd L S

During the Semi-Structﬁ!@Stude@éﬁjs Group Discussion, both high and
low proficiency students described their fir%f—.ifbbr-ession of ALI materials as difficult

and that there were ai_fl;};t of vocabulary and technical wqr@fsfhat they did not know.
However, they admﬁtéd. that the passages were not imposi‘iéle to read and to
comprehend. Also, the'students found that activities in Situated Practice helped them
feel more confident to read:the.texts because-those activities helped them develop
some ideas about whatithe textwould be about. "This kind of ¢hallenging materials is
appropriate for students as it encourages mastery gxperience which.is the most
influential source ofiself-efficacy. Pajares (2005) stated that the challenge of tasks
has to be'in an appropriate level that it energizes - not paralyzes- students; when they
succeed in those given tasks, they can feel self-rewarded and inspired to face more
challenging tasks. Moreover, as noted by Schunk (2003), effective learning occurs
when students are efficacious about overcoming problems but still have some doubts
about success. Under this circumstance, the students participating in this research
perceived the materials as difficult and they had some doubts about their success at
the beginning, but they still felt that they should be able to take control over it.
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Strategies

The data from Reading Self-Efficacy Inventory have shown that high
proficiency students felt that they were most confident in overcoming reading
difficulties when encountering a problem whereas low proficiency students perceive
that they were most confident that their effective reading strategies can help them read
successfully. This might have been begause high proficiency students knew that they
had sufficient proficiency to deal with diffi"é,dl}je}s, while low proficiency students felt
that because of their low proficiency, they wouidfeel more efficacious if they had
some tools to help them rea __,gsuccessful y. Pajares (1996) asserts that students cannot
accomplish tasks that ar;bey/ iheif ci pabilities simply by believing that they can.
In other words, strategyﬂ)u: Instruction helps students develop their reading self-

efficacy because reading strategi ' prowde @ssentlal tools for students to cope with a

variety of texts and make therm b come C(gnpetent readers (Guthrie, Wigfield, and
Perencevich, 2004). . v

o
_-*)'n L

and Fallurej,r_

’J*

Of all six components of Feadlng seﬁ:eff”cacy in the Reading Self-Efficacy

Awareness of Succe

Inventory, the Awareness of Sticcess and Faﬁuré compon?nt was rated as the highest
self-efficacy type by?thgfeups—of—sfudenfs—(Mearrhrghg@up 7.69, Mean Low
group = 6.44). This means that they were confident that'their awareness of success
and failure would help t them improve their reading ablllty. Being aware of the
progress of theiriperformance helpsistudents developitheirself=efficacy as Pajares
(2005: 345) noted that Self-efficacy s not about “learning to succeed” but it is about
“learning to persevere when one does not succeed™." \What studentsneed in order to
succeed Is to'adaptithelr perspectives an-failure.' Also, they.should be'taught to
understand that mistakes are unavoidable and they can use mistakes as information to
improve themselves. Furthermore, being aware of their failure is meaningful to
learning. Hsieh and Schallert (2008) note that if students believe that the failure they
have is from the factors that are within their control, they will be able to use the
failure as information to improve their competence in learning. Therefore, helping
students to view their success and failure as an outcome that they can control may
increase their expectancy for success and lead to actual success.
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Social Interaction and Collaboration

Both the findings from the Reading Self-Efficacy Inventory and Semi-
Structured Students Focus Group Discussion yielded consistent results indicating that
both high and low proficiency students did not find social interaction and
collaboration helpful to their reading. This finding contradicts to both literacy and
self-efficacy development theories. Ferenz (2005) has found that academic literacy is
acquired through a socialization process wﬁfefeﬂljeraction makes up the students’
social network. However, the same study coneltides that students’ identities and
goals impact students’ sogj,@Lnetwork aﬁ)d their L2 acciuisition. The students who

participated in this stud)up:e'f;—-/o?n different study pragrams and different years of
0

study, resulting in a ver §grqe of diversity. This probably explained why they

did not find this self-efficacy €o \gonentbeneficial to their working with peers and

viewed that it affectedthe gnhan e_me?nt oStheirreading self-efficacy.

Y] idd
Supportive and ReSpansive Atmosphere

In this study, a supp i\{g m& resp‘é’@.}/e atmosphere consists of two features,
the classroom atmosphere and t(;aehers sbéﬁﬁcjfeedbacks. The findings from all the
three sources, namelylthe Reé(ﬁl‘i’ri';tj'éelf-Efﬁ’éé"éyuTnvento?, the Reading Self-Efficacy
Classroom ObservaﬁWmoﬁmdﬁe—Senﬁ%&ueture&%gdents Focus Group
Discussion indicate that both groups of students found the classroom atmosphere
positive and supportivé‘." Also, they were most confident that teacher’s feedbacks
were specific enough to help,them maximize their comprebiension and improve their
reading ability. 4ln the light of Classroom atmosphere, one important factor in ALI,
vicarious lgarning as one of the,sources of self-efficacy,, refers.to abserving and
learning fram peers." Vicarious learfing-can benefit as much as cause.some
intimidation and threats to students. Peers of equal ability can influence positive self-
efficacy. Conversely, the classroom environment where students observe peers or
models who are better than themselves can present threats to students through
comparative evaluation. A study by Chan & Lam (2008) shows that in a competitive
classroom where students are exposed to successful models, less successful or
struggling students’ self-efficacy tends to decline. Also, students tend to perceive

their performance as unproductive because they are not chosen as exemplars.
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Individualized Assessment

In this study, the students felt encouraged when they did their self-assessment,
perceiving confidence when they compared their performance with themselves not
with their friends. In particular, low proficiency students rated their perception rather
low in item 24--1 have no problem sharing my reading outcome with other students.
(Mean = 4.64) of the Reading Self-Effica% Inventory. High proficiency students also
found that self-assessment made them want.,gé/d}/elop themselves. Self-assessment,
a critical component of reading self-efficacy, isa%0.a part of self-regulatory strategies
which can help students f_e_}_:j,more confiJent in-their Iéa_ming. Pajares and Schunk
(2002) indicated that ing'widﬁ/ i ed assessment is believed to encourage students’

self-concept and increasgsthei ée‘lf-gffic y.. This is because self-assessment lowers

a" - : N R % - - - .
competitiveness of classr earning-and minimizes social comparison, helping

students gauge their learning

eir gwngtapdard rather than compare it to the
.4 b
Fi

progress of their classmates 5
=4 ¥ .f)a‘,-l ¢:

5.2.3 An Interactio Effgc;-’-of Réia.d_j._ng Proficiency and Reading Self-
Efficacy — —
: ey ol =

The finé’ing indicated no significant interagign jeffect between reading

proficiency and read-if;g self-efficacy. The results aIso?haﬂ a positive relationship
between both high and:l‘.lbw levels of reading self-efficac;and English reading
proficiency. The students'who have a high level of self-efficacy gained high English
reading proficiency whtle those' who have a low level of self-efficacy gained low
English readingproficiency. This finding is supported by the work of Mills, Pajares
and Herron (2006)vihohave found a positive relationship betweeil reading self-
efficacy @and reading proficiency in French. Magogwe and Oliver (2007) also found a
positive relationship between self-efficacy and English language proficiency.
Moreover, House (2003) has found that students with positive perception of their
reading comprehension tended to show higher reading test scores. In contrast,
students who indicated that they did not read as well as other students in their class

were likely to show lower reading test scores.
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5.2.4 A Comparison of ALI and AR

The findings indicated that the reading proficiency of students who
received ALI and of those who received AR is not significantly different. In other
words, the post-test mean scores of AR are one point higher than those of ALI. This
may be discussed in the light of the unfamiliarity of ALI instructional methods.
Generally, ALl and AR have distinguished characteristics. The main emphases of
ALl are on academic literacy, reading stratégfps/self-regulatory strategies, and socio-
affective learning environment. ALl uses aedoemic.content from authentic academic

: ) .
textbooks as materials while AR-uses general reading topics from magazines,

newspaper and Englisr;yg/fge”?eadin textbooks. ©n the other hand, AR, which is

the general reading instruetio ,:focqses reading strategies such as locating main

ideas, using context clues@ndioa Hibbréaﬁizers, making inferences and summary
writing. It is possiblethat S der‘w_ts V\\)fu.[d face greater difficulty dealing with the

complicated materials whergas AR studeﬁfé would be much less likely to encounter

such materials.  The student inréigrd_‘ma jrj&rfd time 10 adjust themselves to such
long, complicated and cogni |ve:ly.,gc-hallengjp_@$gxts. Foreign language proficiency
takes both time and effort to be. gé@ved. ﬁf&gjistudy, participating in ALI for only
10 weeks may be inghfficient to bear a significant result. jj l}is is supported by the
study by Hakuta et élj(;ZIOOO) which stressed that LimitegEﬁglish Proficiency (LEP)

students took 4 to 7 years to develop theiracademic English proficiency. Besides,

Schunk (2003) noted that'literacy skills andself-efficacy is complicated because it is
not easy for students to-assess theirprogress!in reading comprehension. Another
explanation for the insignificant difference between the ALI and AR students’
proficiency is the dinfamiliarity, vinth AL reading‘strategies. ‘Masliof'the ALI reading
strategies are collaborative group-based strategies, such as Reciprocal Teaching,
Collaborative Strategic Reading which promote social interaction and collaboration as
one of the constructs in ALI framework. According to the students’ report in the
Reading Self-Efficacy Inventory and Semi-Structured Students Focus Group
Discussion, they did not find working with peers helpful. It is possible that failure to
use strategies effectively could have undermined their potential for learning.
Moreover, students may have different individual learning theories in terms of
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preferred learning situations and domain-related learning conceptions (Bakx,
Vermetten and Sanden, 2003). Therefore, despite the ALI’s positive potential to
increase the students’ performance level, the unfamiliarity of the learning situation
reduced it. In fact, it could be anticipated that beneath the absence of the
improvement, a positive effect might likely be more powerful if the implementation
had been longer because with the longer time, the learning situation would have

become more familiar. ,f//

On the other hand, itis Worth notm( fat even though the post-test
scores of ALI students did __,,QI seem to e S|gn|f|cantly different from those of AR,
the ALI students were ap,le*t’ ibit improvement in their reading self-efficacy. Such
improvement is regard%;zitiye outcome that is likely to motivate them to

improve their English reading’p ) iléiehcy?ﬁ. if they have a longer engagement in the

Intervention.
5.3 Implications

5.3.1 Theoretical | pllcatl“ons Tlésstudy has confirmed that self-efficacy
is a motivational factor that con‘trmj;ﬂes to EEJ:Tearnmg EFL learners need it to cope
with challenging tasks Be5|des’self-eff|cacy some motl\?tlon theories also needs to
be taken into con&de%ﬂom—:frEFL—learmﬁg—eOﬁfext—andig’me such theories have
been partly adopted asa part of the reading self-efficacy framework in this study.
Those theories are the achlevement theory, attribution theory, social cognitive theory
and goal theory:(Grabey 2009) 2 Allithese theoriges contribute tezacademic achievement
in general and tg foreigmn language Iearning in partictlar. Previous research (Shell et
al., 1995) has,found.that apart.from Self-efficacy, ‘causal attribution-and outcome

expectancy beliefsialso'exert potentialtinfluence on'children’s reading.and writing.

5.3.2 Pedagogical Implications. The findings of this study have five

contributions to pedagogical implications.

1) Literacy instruction should be applied in reading instruction so as to
promote English reading proficiency. In this study, the students reported that ALI
was “‘deeper’ than reading courses that they had learnt previously, and ALl made them

feel that reading is meaningful. General reading practice may not be sufficient to
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make students take advantage of overwhelming resources in knowledge-based
society. This is because skill-based reading practice mainly deals with language
aspects that help students get the gist of what they read. On the contrary, literacy
practice demands the application of multifaceted skills and knowledge of language,
cognition, metacognition and socioculture so that students learn to understand

concepts, be critical, be aware of their understanding and adjust their thinking to

//

2) Academic literacy usmg autheﬂ‘ti?:’content materials should be

ensure learning (Wilson et al., 2009).

integrated in reading instruction as it ap eared tA.this study that even though the
students perceived the lgaterf as difficult, they feltthat the texts were motivating,
and when they were suﬁ rdadin , they felt self-rewarded and their self-
efficacy increased. Howgverte c '“é'rs' need to provide appropriate scaffolding

techniques and strategies along with specglc.feedbacks t0 assist students to overcome

i mrJ

difficulties of the texts..

_-*)'n L)

3) As it appear from‘;ﬁe resu}b_pf research question 1 that high
proficiency students did not ma’ke_gnlflczintm‘ibrovement on their reading
proficiency in ALI and it was-assumed in the diseussion that these students may
already have used addi of strategies. Also, as Griffith (2(158) mentioned the higher

level learners have m{mcognltlon. In the light of this finding, teachers may need to
work more closely With"lhigh proficiency students and previde them a different set of
strategies to expand their, strategy repertoiresso.as to. help them.improve their

proficiency.

4)~ Basedon-this-study, reading self-efficacy cambe<improved in three

ways. First, teachers encourage students to make a'causal-attributionbased on efforts.
As Schunk (1995) stated, linking successes with effort supports students’ perceptions
of their progress, sustains motivation, and increases self-efficacy. Also, as self-
efficacy theory stresses the role of vicarious experience from working with peers and
peer models, in order to facilitate this, the instruction should maximize students’
opportunity to interact with their peers under some structured condition that stipulates
their specific roles in working. Teachers will need to prompt students to understand

that reading ability can be improved with the help of peers. By exchanging



160

experience and knowledge while reading, students can help each other construct
meanings of texts. Students will also need some activities at the beginning of the
course to break the ice and to help them familiarize with each other. Lastly, multiple-
strategy instruction helps students improve their reading self-efficacy. Students who
have a wide repertoire of strategies and select appropriate strategies to cope with
reading difficulties will have self-efficacy in reading which will bring to them reading

success. 1/
/ /o
5) Reading.self- efflcacy hasa pof’xve relationship to reading

proficiency. This means __,g,ta hngh IevTI of reading self- -efficacy can result in a high
level of reading proﬁuegpyr/ refore n order to improve reading proficiency,
reading instruction shoul@'co |der enha&cmg students’ reading self-efficacy as it is a

contribution to high profigieney ' 'eadmg instruction should address reading self-

efficacy components stich as self attrlbut|3n,. self-regulatory strategies, creating

n ent wheré‘students feel safe to take risk and are

_-*)'n L)

ing tasks helpljpg students to observe their past success

comfortable classroom.envi

willing to engage in chall
and providing specific feed ck§_.m r_eadlngjsp;a:s to make students feel more

confident and ready to developd.t_hﬁreadin@ﬁqﬁgiency.

s

J

This study has Z;é,certained that ALI promotes Erfgilish reading proficiency and

|
Yo
-

5.4 Conclusion

o (VO

reading self-efficacy in all levels of students, ,Content literacy that focuses on
multifaceted components, namely, fanguage; cognitive, strategic and socio-cultural
components should be fostered in EFL classroom so that students become more
motivated inreading, ,Meanwhile;istudents should beimadejaCeustoned to the process
of self-regulated learning so that they can read with a goal.” In addition, making a
causal attribution makes students become aware of their success and failure so that
they know how to improve their reading skill to cope with their future reading.
Finally, reading self-efficacy should also be encouraged as it is, according to previous
research, evidently a significant factor for high achievement. The findings also
suggest that reading instruction that is reflective and responsive is likely to increase

students’ reading proficiency and confidence in reading.
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5.5 Recommendations for Further Research

Like other studies, this study had some limitations based on which the

following recommendations can be made.

1. The findings of this study indicated that the high proficiency students did
not make a significant improvement after ALI. It is recommended that further
research investigate a literacy instruction Ihﬁt optimizes the proficiency of higher
level students. On the other hand, the low/ ,_@cy students did not make a
significant improvement on‘their reading self-eificacy. Therefore, it should also be
worthwhile to examine ansinstructional {nethod designed to specifically enhance the
reading self-efficacy of-m( ficiency students. It is'weorth considering that as both
high and low proficiengy di "firp‘q s"oc_iadll collaboration effective and helpful to

their reading. This is pgssib tc')_c_iult"_ﬂﬁe of reading in the Thai context which

regards reading as an indiwidual éfiv;fty r&qt social activity and as a way of

Y] idd
transforming of knowleédgeotconstructing knowledge. Further research may also
investigate collaborative reading §_tra'tegieé£3§___t_hey are believed to improve reading

self-efficacy and reading profic‘ié@. !

2. Self-efficacy as-an afféctive variable might.not };)e reflected clearly through

a quantitative study?i%lse,—it—is—a—faewr—ﬂﬁa{—rteeds—eeﬁéfd%gble time and appropriate
context to effectuate. 1tiis recommended that a longitudinal, in-depth qualitative study
be carried out to examTrﬁe aspects of self-efficacy in Endl'i’sh language learning.
Furthermore, self-efficacy 4Synota oniversal:cencept;|itis actually context-specific.
Students’ reading self-efficacy mayvary by reading-aspects. Itis possible that in this
study, the measurement of Reading Self-Efficacy’1s'not.specific enough to reflect the
details of reading self-efficacytiniparticular aspects'ofireading. | "Alstudent who has
high self-efficacy in decoding may not possess a high level of reading comprehension.
Further research may consider a measure of reading self-efficacy based on major
elements of reading such as word recognition, word analysis, or comprehension of

which the results could lead to beneficial application to reading instruction.

3. As the students who participated in this study came from various study
programs and belonged in different years of study, this diversity became an
uncontrollable variable in this study. Despite the verification of homogeneity of the
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students, differences between students were found in terms of their background
knowledge, learning experiences, academic language exposure and specific
knowledge of their disciplines. Further research should focus on homogeneous
groups of participating students so the results could be comparable.

4. As there are few studies about self-efficacy in English language learning,

especially among Thai students, anc v y only focuses on self-efficacy in
2 \

nded that further research be

focused on self-efficacy i glish sk speaking, which is a common
problem relating to Thai studenis® English language communication.

5. Previous rese

_ ‘a of teachers and students are

correlated. If teachers.k e difficult to teach students to

ould

increase their efficacy (Barkle " WE «\ ded, therefore, that further
' te rdac | of teachers.
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Appendix A

The Results of ALI’s Academic Content Topics Survey
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Topics Frequencies Percentage
Social Sciences 21 4.9
Economics and Politics 33 7.7
Languages and Cultures* 28.2
Environment — 9.2
Science and ‘ v 11.7
Technology*** / TR
Sports and Recreatior/ 9.2
Information Technolog - . 6.6
Psychology** 12.4
Philosophy and Thinkin 3.8
Organization and 4
Management
Others ——— 2.3
Total - 100
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AL instructional Manual and Sample Lesson Plan

1.

N

o~

Unit 1l

The Impact of Culture o

define their goals of reading about

psychology’.

collectivist.
give examples of i

subcultures.
compares their ow
cultures/subcult
write a conclusion

describe the impact of cul s
explain the difference ) individ
{

n Psychology

e and

o

ences.

AUSININTNEINS

U

Instruction Guide for Unit 1
Culture and Psychology
(Week 1-3; Duration: Two

hours/week)

Week 1 (2 hours)

A. Situated Practice

Part | Pre-reading Task
This section aims to help Ss
get immerse into the text. It
also makes them establish a
connection between their
background knowledge and
the text. There are three
tasks that Ss will perform in

this part.

1. Filling out their
Accomplishment Plan (30

minutes) (Pre-read : The
Reading Plan of this Unit)
This part promotes self-
regulatory strategies and
make their outcome
expectancy.

Encourages Ss to think

about what they already

ARIAIN TN INYNG .,

and content) and helps Ss set
a small and achievable goal
in reading this passage, plan
their study The goal can be
to improve their language
skills or to gain knowledge
and/or pleasure from

reading.
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2. Responding to the five

pre-reading questions in the

el : reading material — 30
The minutes (Part I Pre-reading
Psy chology (' A _ task) Ss read individually

' R first and share the responses

with their peers. Ss compare
response and exchange
opinions on the similarities
and differences of the

responses. T should

emphasize that the responses
will be varied and there is no
definite right or wrong

answer.

3. Reading the text -1
hour (Part Il: Reading task).

groups. develop religlous beblefs. and creats rules. gille)
netivity or reactions to heat ar a sour taste are
tion of n smile. This i net trus of all characig
ple, the development of moral thought, and§in i
cleculiural variables shape peaple’s sxperiences

cial identity, pender, ethnicity. social class, angiilio
and mental processes, especially across cult

What da yau think iz going to be diacn

Get Ss to work together in
pair or group. Ss take turn

reading the text together

orally paragraph by
paragraph. Guide Ssto

read each paragraph and

pause to answer the question
at the end of the paragraphs.

Brainstorm the whole class’

gious beliefs. cecupational choices, and the 'hht# 2
vironment (Triandis, 1666, As

::“;'mn m‘x’::.. gl d Lo} _, g A ok b check the accuracy of their

tion is concerned with hunting or humhwrlm-mmndmmwwmhum Md*h-tlhr
or not they form Hnes in public p (Munros & Munroe, 1984), ‘

~AMINMTIWHANING | Lermcnn

prediction, T should remind

prediction and remind Ss to

prediction while reading the

Ss to think about the reason
behind their predictions.
Assessment
1. In Situated Practice,

1.1 Ss can define their

explicit, concrete reading

goals and make a doable
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Poge = The Ipart of Cslvurs m

Paychologisrs and anthropologisns have disooversd many ways in which ealiures differ iBerry ot al.. 19820
The tabls below outlines ons way of analyzing thess diffsrences.

Variables

The table shows that many eultures can be de:

tend to accept people who place personal goals a2k
group. Collectivist cultures tend to sncowrags co
19841 Some cultures have loose rules for soa
sasence in one culture and not smphasized in

What do vour think is going fo be

4\
Iﬁf “\\\

A." -y__.._._,-f

Anthropologist (n.} = a person apecia
origing, physical characheriafica, [l.li.h.ll'[

relationship, efe. = Sawdeilo
accumulation in) - acenmubabe () =

e

adaptation (mi - wn}rﬂwwh
entviramment (i dascsaldad =t

Isalation in)- isolale (1) = single ant, st

ializea i the ot

=You can if vou thi ;!,! i cam
George Rectes

ﬂuﬂaﬂﬂwsWH1ﬂ§
ammmmummmé’a

plan in their
Accomplishment.
1.2. Sscan answer these
questions:
What are the meanings of
‘culture’” and ‘psychology’?
What do you think makes
people different from each
other?
What do you think you will
learn from reading this
passage?
What would possibly be the
connection between
‘culture’ and ‘psychology’?
1.3 After reading each
paragraph, Ss are able to
make a prediction of the
content in the next
paragraph, by answering the
question, ‘What do you think
is going to be discussed in

the next paragraph?’

2. In Overt Instruction,

2.1 Ssare able to make a
vocabulary log.

2.2 Ssare able to analyze
words with prefixes
and suffixes
correctly.

2.3 Ssare able to
analyze
compare/contrast and
exemplification
organization

correctly.
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Fage §

That Lgpaset off Calrurs s

Many people in individualist cultures, such as those typical of North America and Western Europs,
rend to focus an and valus personal rather than group goals and achievement. Comspetitivensss 1o distin-
gulsh onssslf from others s commeon. as is & senss of isalavien. By contrast. in collectivist cultures such as
Japan. people tend to think of themselves mainly as part of family or work groups. Cooperative sffort aimed
at advancing the welfare of those groups is highly valued. And while loneliness is seldom o problem, fear of
rejectbon by the group ts common. Theugh we seldom think abour i many aspects of U5, euloure—{rom self
-reliant cowboy heross and bonuses for “top” smployees to the invitation to “help yoursell” at a buffer rable—
reflect its tendency toward an individualist onentation

What do vou think is geiug to be disciaacd in the next paragraph

iy

W often associate cultures with paruse
vural (Phinney. 1696). hmmwhﬂ—

and beliefs on their euliure of orgin, Hence, the

What do you think ir gotng to §

Like fish unaware of the water they «
has shaped our patterns of thinking and behaving. ¥
ple whose culturs or subculiurs has shaped di
birthday gift to a Mexican friend nxight be a o
wtunmmmumwmmm
uimhmumrnlmmtnnlﬂrwm
patterns (Tannen, 16843, In the U'nited
may be pereeived by many men as
Thiss, wemen aften feel frustrated and
meant, but unwanted. advice.

An excerpt from  Bernstein, DA et al. (200814
PR 16-18 4

ﬂ‘UEI’J'VlEJVI?WEI’]ﬂF

ammmmwnmﬂé’a

2.4 Ssare able to make a
Graphic organizer that is
suitable to the content of
the passage.

3. In Critical framing, Ss
are able to

3.1 Make a list of
characteristics of your own
culture/subculture and share
the list with their peers.

3.2 Discuss the similarities
and differences of
individualist and collectivist
and discuss whether they
belong to individualistic or
collective cultures.

4. In Transform Practice and

Evaluation, Ss are able to

4.1 write a concluding
paragraph or a response to
the passage.

4.2 reflect on their reading
performance by
completing the
Accomplishment Plan
(Post-Read)

End of Week 1
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B. Overt Instruction: Individual and Collaborative Practice

The new My guwss Tis alofy Sy
[ ni-
: ;:N'r:":d ul':":.l amild LT (R I—Mn’l‘rﬁ s Fiscin
bish} | divtionaries o alieting S
| Thai and! el
o English)

*  Aake a list of new words you
|earmed from this passage.

*  (haess the meaning of those tiow remismber, | The ldente | Shaos
words from thelr context DO

Reationer | Botee po el B 0
Your gusss can be sithsr in
Thai or in English. e

?
i

+ Lok up the definitions of those Bpprecin-.
words and malke o note of the By
English and Thai defimition of
the words, N
*  LUse the words from your list in " e
sentances. Write some sampls \ '\ r
sentences of your own, showing ;
w10 ase the words = -
meaningfully and ——— ‘q, -
prammatically — =
/11 ‘\ \\ & .
R
1 k" %
e IRk .
£ '
o ‘}\
i "‘“
St renlidy, | i ; rr'
W
The word ‘multicultural’ consists iy = frs a

suffix -al, which changes its part of speech
and suffixes and make some notes of its mean E
provided on pages 56 for vour infermation

Sentences quoted wards
IT i b Rl of growp adanplin
by fiow
traditon and exampley | | ;‘l

Y

Instruction Guide for Week 2
(2 hours): Unit 1 (continued)
A. Overt Instruction

This part aims to overtly help
Ss to deal with the language
and skills necessary for
comprehending texts. Most of
the tasks encourage Ss to
conduct a self-discovery
learning.

Part I: Vocabulary.

Task 1 Sharing Vocabulary

Log (30 minutes)

Ss will make a list of the
new words they learn from
this text. They will be asked
to make their own guess in
either Thai or English or both.
Then, they will look up the
words from dictionaries and
note down the definitions in
Thai or English. They also
note the sample sentence that
shows how the word is used.
Lastly, they use the word in
their own sentences. This
activity makes Ss aware of

what they already know and

ARIAN TR INYN G s ™

ight to not know every
word when they read and it is
strongly encouraged to find
out more than what the word
means.
Ss may share their vocabulary
logs with their friends so as to

exchange new words
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Most Common Prefixes

Prefix Meaning

Key Waord

on=, gm=

fore-

In-, im-

In=, im=, il ir=*
inter-

Task 2 Word Analysis. (30

minutes)

T hands out a list of
prefixes, suffixes and their
meanings. T points out the
analysis of the word
‘multicultural” and guides Ss
to review the text and look for
some words with affixes. Ss
consult the affixes handout
and record the words in the
table.

This section encourages self-

discovery learning so that low
self- efficacious students can
take their time studying at
their own pace and feel less
stressful to time constraints.

Also, they would feel that

they can take control over

the points that they do not

know.

Part Il: Structure and

ﬂ‘iJEJ’WIEJ‘ﬂ‘ﬁWEJ’]ﬂ‘i

Compare/Contrast

Organization (30 minutes)
T provides the list of linking

QRIA8N FUNANINYF BLmzes,

organization. T explains
each group of the linking
words and have Ss find
some examples of
compare/contrast statement
in the text.
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Most Common Suffixes

Meaning

=ive, -ative, -itive

-less
hy*
“ment
-nEss
-QUS, ~BOUS, -Ious
=5, -88"
+‘r Chi
words in printed school Englah. p -
From T .;n-qsd_;:_-' e % mmhumm.dmm.ﬂnm

AU INENTNYINS

AMIANIUNNIINYIGY

Part 111. Useful Reading
Strategies for the Gist. (30
minutes)

T introduces the three reading

strategies (concept maps,
annolighting text, and graphic
organizers) to Ss and models
how to use each strategy. Then,
T asks Ss to read the text again
and work with their partner,
selecting one of the reading
strategies from the exercise to
draw the overall idea of the
passage and share their charts

with other pairs.

Self-Study Week 1’s
assignments: Ss prepare
response to the exercise C1-C2.
Self-Access Center : Ss visit
the self-access center or the
library and find an
article/passage/story of their

interest.

End of Week 2
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Pags &

Exemplification

Tha loget of Culbss o

Culture determines, for exnmple, whether

children’s education is concerned with hunting or

reading. how close peaple stand when they talk
to each other. and whether or not they form lines
in public pleoes

Loak ar the Iollowing sentence quoted from paragraph 2. the words ‘for erample’ are used to give an example of
behaviors that are determined by culture, “For erampile” is ons of the signal words of exemplificatton. Cvher
signal words that sxsmplify ideas are also found in the tabls on page 7

Signal words of
exemplification

Task B 4

i

Re-read each pEiSgpNrEms .k [:L’*r sigr PRl TR 1 e

fallowing tal wgl they -'”I oxniples of

Paragraph

Signal words

=/ ///A

!srl‘uﬂiﬁﬂi il v,

i

sk [ linng

-jﬁf’r e L L T L Tl

3

sachoay (e )

wacd g linse

Fov' Lot [ oo

& Fer evnmiple {1iges r 7
e
¥ o
¢ )
Al 3.'1,{_.
e -‘:-e’a:._.?' 4
el ™
- Vﬂ I’h‘f -7_' "
e § ,-'.,f-f:‘-i"-
T~ — o
| = E.'J
\
- o

|' . j
.

Instruction Guide for Week 3
(2 hours): Unit 1 (continued)

B. Critical Framing:

Discussion and Reflection

(1 hour)

This section promotes

advanced literacy that goes
beyond literal
comprehension. It also
emphasizes Ss’ reaction to
what they read and help
them aware and maintain
their identity by
comparing/contrasting their
own situation and what is
presented in the text. In
tasks C1-C2, Ss work in
group or pair on their own
choice and respond to the
two required questions and
one selected question. Each
group/pair share their
response and answer the
questions that may arise

from class.

C. Transform Practice and

Evaluation (1 hour)

This final section enables
both teacher and Ss
evaluate the learning
outcome and inform how
much Ss learn from the
lesson.

1. Individually, Ss write a
concluding paragraph to
end the passage. The
writing will be free-
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AU INENINGINS
ARIAIN TN ING

writing, no grammatical
restriction. Ss share their
writing with friends and
submitto T.

2. Ss complete the
Accomplishment Plan
(Part I Post-reading and
self-evaluation and Part
Il Accumulative Growth
Record). Note that,
when Ss complete the
Post-reading part, they
will be required to rate
their performance and
state the level of their
success and satisfaction.
In case that Ss do not
feel the sense of
achievement, teacher
guides them to reflect on
the sufficient effort and
perseverance that they
expended on the task and
prevent them from
judging themselves on

their lack of ability.

Self-Study : If the class time

does not allow, Ss finish writing

ﬁ‘{ ik concluding

pﬂraph as homework.
Self-access center : Ss
complete Part 111 Individual
Project Record in the

Accomplishment Plan
End of Week 3
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Page 18 The Lupars of Culrurs m
=N
] Annolighting a Text |
Enncagram - a system to study people’s
personalitics,

Hine personalities categorized by enneagram
perfectionist
achventurer

Inberpendent

o R B oW B W W

only one right way of thinking and doi
things. but they can be u il
are on vagation or away from their usu.

taiks.

An esrerpt from Stempleski. 5. et al (20081, Wigl

Mmﬁw:mr&mlhm g ! d
you had to explain the reading 1o someons 1 n :
copts you would want them to understand?
Ll o highlighter and marginal notes fo identify g po
argunizer snoe vou hate completed the rading.

Five Key Concepts
iwith page/paragraph #s)

Bouree; mm.mu:.-ﬂmmmumw

ARAINIUNAIINY
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Ths lnpast of Culrape om

I group or pair, use the following questions'statements as a guide for
discussion.

2. Based onthe hmﬁmwm

L m.uuwammwm

H-u
to individualistis ar collsctive cultures” Why do you think so?

“Like fiak m#fhaﬂr!
subciilture haa shaped our po

‘What doss this staténent mean
4. Discuss rour socicculrural vag
and eulture) with your fr

beliefs

1 T writ mm
Froup. writs & q
lmmwhlﬁsm

2 Reflect on your
read” What were the did 3
H!humdih-hmum
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Reciprocal Teaching Protocol

A group of (4-5) Students read a text together and then, through a focused, structured
discussion, help each other understand the content. The Ss then collaborate together to
make meaning.

One student is selected as the leader of the session, facilitating the dialogue based on
four stages of reciprocal teaching. During the dialogue, each student makes notes of
what every group member shares according to four stages of reciprocal teaching.

R\
Five stages of reciprocal tea,g& /
1. Read out loud: Studentsm reading ﬁﬁﬁut loud
jecting: Before Wext, guess what the text is

2. Predicting & confir

going to be about

- i
Some Sample expressions studérrfs“mak;%; ﬁgm in group session of

,_...l
reciprocal teachmd'

Does anyone have any eas/questlons t like to share?

I think this text is gomg to be about ..

Z°?Zi2§iiiiﬂ14“§“&mm_‘ﬁwm n3
+ABRARINIALINIINGIAY

On page ..... , there is the word “....... ’, 1 don’t know what the word means.
I think that the word “........ “meansthat .........cooeeiiiiiinn because .........
I’d like to add on what .......... saidthat............ccovviiinnnnn.
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Stages

Student
A

Student
B

Student
C

Student
D

Student
E

Predicting/
confirming/

rejecting

Clarifying

Questioning

N7/

Summarizing

Questioning
‘On the Surface’ — Who
‘Under the Surface’ — Why~

>ould? Should?

X

Procedure o
\Z

1. To the whole class, H
students. '

: gEWith four volunteer

¢
2. Students get-i Mﬂ]ﬁrﬂﬂﬂf i rﬂplﬁjhing group sessions
3. Ss record em ’s'op of rea m in the" record sheet.

AN TUNM NN Y
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ALI Sample Lesson Plan

Course Code/Title: 1006218 Academic Reading and Writing

Credit 3 (2-2-5)

Offered for : All Programs, Mae Fah Luang University

Level 2" year, undergraduates

Pre-requisites : 1006108 English Composition 1 or 1006217 English for

Communication

Topic : The Impact of Cultu ychol&

Unit’s Objectives : A 1 |s U—Mnts will be able to

define thei ‘ g b\ut cu d psychology’.
describe t lty fferences

write a concl
what they read.

No abkohde
Q
<
D
@D
<
QD
3

Evaluation

Students ccgplete?ea Ing tasks after readinéu
Students are eﬁied in reading @md classroom discussion.

S drnda gt of hele| 271713

Stud%‘hts make oral and written responses to the text.

a WaEp T REAH 2] 5

Languaae Focuses :

w np e

Vocabulary :
individualist, collectivist, uniquely, reaction, motivate, variables, identity,
gender ethnicity, significant, mental, define, accumulation, stabilize, adaptation,

generation, potential, obligation, aspect, assure, restrain, trait, awareness,
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achievement, dominance, isolation, co-operative, welfare, rejection, self-reliant,
orientation, cultural heritage, perceive, traceable, frustrate
Structure/Organization : Compare/contrast

Cognitive Focus :  Reciprocal Teaching, vocabulary logs, word analysis, reading
strategies for gist

Socio-affective Focus : students’ interaction and collaboration, peer

odel/observation, teacher model and specific feedbacks

Metacognitive Focus : setting re\'r\;' Is, making plans, monitoring
comprehension, making outw ta A@tmg on reading experiences,
- -_#

making causal attrlbutlon__.-“ <

Materials :

1. Reading
2. Video Cli
3. Students’ A
4

Instructional Phase : ﬁituated_Practi a
Students’ Roles

AN ﬁﬂ:’é WELTTS..
STy

Engage in Reciprocal Teaching task

Complete vocabulary logs
e Work with peers and observe peers

Teacher’s Roles

l. Pre-reading activities : establishing a connection with the text and making an

accomplishment plan (40 minutes)
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Class, before we begin reading today, let’s think about two words, ‘culture’ and
‘psychology’. First of all, think about the definition of both words.

How do you think culture influence psychology. Think about our characteristics in
particular. What are the characteristics of Thai? Also, think about the reason why
we have those characteristics.

Now, have a look at the reading text that we are going to read today. First, have
an overview at the text. Look at the topic of the text and have a quick look at the
overall text. What do you think this ariitl‘}e)/ill tell you?

Before we read this article-together, | Wdu'ld_ﬁ(q you to have in mind your own
purposes in reading. So;please comp'lete theacecomplishment plan for your
reading today, puttin‘g/i'—a:’yo“ .
0 "YOU plan‘to read, your expectation on the outcome of

\rimary focus on the Pre-Read section which

consists of goal settin
this task and the redSonaffhy/youl thinkiso.

Some example of yetr geal €o Id be ‘I"W0uld like to learn from this text about how

and why culture has an impa on psychblogy ; or “lwould like to learn some new

] Would fzke to find out what the text is all about’,

;JI Fdda

AT ”_ s _;fa
In order to achieve this goal wTﬁ do yoﬁq‘mk you have to do? For example, you
will try to read eaci] paragraph and stop for getting the main idea. You will take

—
note of some unkngiNn words and will guess the meam’ﬁgI or consult the dictionary.

vocabulary from this te

etc.

You will talk to yourﬁ.frlends about the main ideas and t Ehe details of the article so
that you can negotia;e the meaning with them and be s:ure that you understand the
text all right;

Next, please‘think about the outcome of your reading this article. Do you think you
are eonfidentthattheioutceme:will bejgood; fairornpoar. | Whydogyou think so?
For example, if you think that you may not be able to understand most of this text,
choose “fair’ or ‘poor’ and state the reason which could possibly be that upon the
first quick look at the text, you feel that the story does not look interesting to you
and there are so many unknown words and you don’t think you will understand the
overall article if you do not get the precise meaning of the text. Another reason
could be that you are not so good at reading and you always did poor in previous

readings. For those who think you will do well in reading this article, your reason
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could be that you basically enjoy reading, especially social science texts. You may
feel that you have a good reading technique or you are always eager to read and so
forth.

¢ | would be happy to help you if you have problem setting your goal and making
your reading plan. Please raise your hand if you need help or come to me while |
am going around the class.

e Now that you have completed your accomplishment plan, let’s begin reading this
: f
article together. ' ,’/ /

Il. Reciprocal Teachmq Predictlnq’LO mmutes}

o (Prepare to show a 4 20 chk(of Reuprocal Teaching from
http://www. youtube c h 3 80oXKskenb4RA

e First, I’d like you to w Qleo chp and observe the roles of the students in

this video. vy

e Now, we are going taio wh those students In the video did. 1’d like to put you
in groups of five. Pleasé pick yow group mémbers and assign one member as the

chair of the group. The re onSIbl.Ilty of: }1alr is to lead the discussion in the

1....‘a

group, gather and organize someﬂdeas a@t the reading from each member and
make sure every mgmber contrlbutes the thBL;éFltS f

This activity is cai d “Reciprocal Teaching™. Ita owsypu to read the text together
and help each other,_'sjharing what you know to others:.who might not know. So, by
this way, you are te;ching and learning from your frié—r;ds.

e Now, in yourgroup, you are going to read this passage paragraph by paragraph.
But we are n@t going to pay attention to vocabulary and structures at the first place.
Wethonlyhaveayquick feading, /At theyend-of-each paragraph;you stop and share
your understanding about the paragraph. Then, predict What will be discussed in
the following paragraph. The Chair of each group, please make sure everybody
keeps record of the prediction in this record sheet. (Hand out the ‘Reciprocal
Teaching Record Sheet’ to each student). Let’s begin with the first paragraph.

e (After finishing the first paragraph, ask each group.) What do you learn from this
paragraph? What do you think the next paragraph will be about?

e Now, continue reading the second paragraph.
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(Finishing the second paragraph), What do you learn from this paragraph? Is your
prediction right? What is the connection of the ideas in the first and the second

paragraph?
(Continue the process until the last paragraph)

e S0, now, you’ve finished the first round of reading and you may still feel that you
know very little about it. Don’t worry. This first-time reading may not be so
effective but it only familiarizes you V\’l /he text. What we did is the first session
of Reciprocal Teaching, called, “Predicti g?_/f,..v

e Inour next class, We’ll-get io-know more aboufthepassage including knowing

some new words. Y0ou int to move on to.the second phase of Reciprocal

Teaching which is Call; '.|fy|ng At this phase, you will discuss some

vocabulary and some uj r 'd as: in thga passage. But before that, 1’d like you to

complete Vocabulagy log Part . on*_pa;:l This Is your discovery of new words.

You are going to make a lis fiygpr new words, making your guess of their

&in’ét‘dictiéﬁérles. Also, you are going to note some
tlonar’y and

that word in the sentence. 1;

e J s.._;..-

This is your homewo;k and please brlng |t to class next week to discuss you log with

———= o

your Reciprocal Teacﬁing groups. Also, please hold on tQ_y‘our Reciprocal Teaching

definition and checkin

sample sentence from a

)y W{Ite a sentence of your own usmg

43 1.
|l|_‘|.
||‘4.

!ll

‘.

worksheet and bring |tJ) the next class.

Evaluation and Assessment
e Studenis’ response t@ teacher’s prompts
e Students’ participation in diseussion
o Students’ réalistic’and attainable goals
e Student’s checking their prediction against the information in the passage
e  Students’ active participation in group work
e Students’ effective collaboration with peers

e Students’ willingness to engage in learning tasks

(End of Class 1)
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Unit 1.2 (2 hours)

Instructional Phase : Overt Instruction (2 hours)

Students’ Roles:

e Share vocabulary logs and record information of new words found from
friends’ logs

e Interact with friends in Reciprocal Teaching group, asking for and contributing
some information about the passage,

e Complete word analysis, word orgamfa/iﬁg,and graphic organizer tasks

e Work with peers, mentor-and ohserve modeling

e Presenting grapW| €rs !

Teacher’s Roles X
I. Sharing vocabulrydgs CZGrmmutes)

e Today, we’llcontinéa i

thing we will do tod

the pass:?ge about culture and psychology. The first
h yousharedyour vocabulary log, first with someone

.f)a-l L

who sits next to you and then, to your flprocal Teaching group. When you share
your vocabulary log, please swop yourﬁ;g-vyjth your partner and take turn going
through each word together Ifyou flnd},*eme words in your friend’s log that
doesn’t appear in ypur log and you are mterested in thgt )/vord please record it in

your log. ._j: )
 Now, after sharing vocabulary log with your friends, please form a new Reciprocal

Teaching group, picking.new members and get together with your group. If you
still feel comtortable to work with seme former:group members, that’s fine, too.
I. Reciprocal Teaching : Clarifying (30 minutes)

e WHhen youl get ikio.your group; your job is 1o read‘the passage-egain with more
information of vocabulary that everyone has, let’s see If you understand the
passage much more. Again, pick one member to act as the Chair and at this stage,
you are going to help each other clarify the parts that you don’t understand. Each
member should take turn asking questions and contributing some information. Do
you remember what questions did the students in the video ask? Some sample

questions are ‘Where is this place located? Or What does this word mean? You
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may use Thai or English during your discussion. (Move around the class,

extending help to students who need).

I1l. Vocabulary Strategies : Word Analysis (15 minutes)

You may be aware that in your real life, it’s impossible to consult dictionary for
every unknown word that you come across. Another technique that helps you
cope with new word more effectively is to analyze it by understanding how the
word is formed. In general, English W'ojd consist of affixes and roots. Let’s
focus on this sentence which is on page "5’"ofﬁour handout “...in reality, most
countries are multiculiural™ - —

No ouU ma eetha't’f
W, you may s ’}ou'

the word ‘“intercultural’ Vo need to nderstand that the word ‘culture’ is a stem to

alréadly IJ;now the word “culture’. So, in order to know

which we can add §ome/ffikes, In th:lSajJaSG we add to this word a prefix ‘multi’

and a suffix “-al’. nly'yeu _nderst?d the meaning of these affixes, it will not
be too difficult to undérstand this wor d benerally, prefixes are added to words to

In your Reciprocal Teac ng gfoup, whygqbr} t you go over the passage together

and help each other find somerwords Wgﬂ':,iasfflxes and then, record them in Task 2,
e :’ ; -.f iy '-i-

? .

page 5° Y f

IV. Structure anH '

)J

Now, you may feel that even though you know some. vocabulary, you still don’t

—

understand much about the passage. That means, readlng doesn’t only involve
vocabulary,butiit’s.alse ab@ut grammar;-structure anderganization of the text.
Let’s look atjthis sentence and can someone tell me how many ideas are embedded
in this sentencerandwhat they-are.

“Each person is uniquely different,"yet in'some‘'ways, people are very much alike.”

You can see that this sentence consists of two clauses: ‘Each person is uniquely
different’; and ‘In some ways, people are very much alike.” The two clauses are
connected with a linking word “yet’. If you look at the table of linking words in
your handout on page 17, you will see that the word “yet’ is a linking word that

shows ‘contrast” and so, you know that these two clauses are not correspond. This
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sentence shows some different ideas. So, if you don’t understand some words in
the sentence, but you see this word as a connector, you may be able to say that it
tries to tell you some contrastive idea. This is how structures are important to
reading.
In this passage, you will find a lot of compare and contrast ideas. How about going
over the passage again and look for more compare and contrast ideas by using the
table of linking words on page 16-17 for your reference?

J ‘f
V. Reading Strategies : Graphic Orqahi’z{f{ﬁ‘s minutes)

Now that you already-knew-some important elements for reading comprehension,
Esthat h}slp you organize your understanding about the

there are still some (eehnia
still s ’/ru.qu

text so that you know t

ou alrea y understand and what not. 1’d like to
*Orgamzers Graphic Organizers can be in the
ctargs, tapl r whatever form that you think can best
represent your understandin of the :X Here I have three samples graphic
organizers to show yous T ﬂrs{‘one é"éaI‘Fed ‘Concept Maps’; the second one,
he thh“d is I¢€}Concept Synthesis’. A concept Map is

a chart that is expanded from Oﬁemaln theme For example, when | read a passage

‘Annolighting a text’ an

about time management I Jo‘f dOWn what'ever detalls I Jget from it and list those
details in the formrmegbcategorles Meanwhile,
the “‘Annolighting a*;ext is used when | want to qumkly note down some ideas
from the text in words,or phrase in the form of bullets or an outline,

This technigue fis alsol good-for those ' wha like to mark<or kighlight the passage
while reading; As for the ‘Key Concept Synthesis’, this one may be a little more
advancedsthan the othertwo because first, of.alls, yaulist at-least Tive (or more) key
concepts from the passage.“ Thef, in‘the next column, you rewrite-them in your
own words and explain why you think these concepts are important and how they
are relevant to other concepts in the list.

Now, you know what these three organizers are. Go back to this passage and
firstly, you may want to work on your own and come up with one of these graphic
organizers that you find most comfortable for you. This will show how much you
understand the passage. Do not worry if you cannot elaborate a lot of ideas in
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your organizers because later, you are going to share your organizer with your
friends and exchange some details together.

After you finish your own organizers, again, work with your Reciprocal Teaching
and share your organizers. Look for some similarities and differences. Then,
each group will have to make only one graphic organizer together by integrating
all the ideas from each member’s organizers. At the end of this class, you are
going to present this group organizr to the class.

(Ending the class with group pres V/\//f not enough time, the presentation

will be postponed to the next class)

p =,
E—

e Students’ willingne

perseverance in difficul tasks

-

i
AUEINENINYINS
AR TUNMIINGAY
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Unit 1.3 (2 hours)

Instructional Phases : Critical Framing (1.30 hours);

Transform Practice and Evaluation (0.30 hours)
Students’ Roles:

e Respond to teacher’s prompts
e Practice making questions
e Reflecting on the text
e Participate in group discussion !//
e Collaborate with peers.on discussibn-@nmary/response of the text
. S . -
e Reflecting on one”sown learning experience
#_-__.r‘r e —
Evaluate oneseW tice inaking a causal attribution

Teacher’s Roles

Reciprocal Teaching :

beyond classroom reading to réat fife re

# | amed o i g B

in everything you read? Pro_b_ - not. %ﬁfre thinking while reading and we

Lyl =

question. If you bglieve ir{ﬂe"\’/éfﬁhing y‘a’u‘ read, you cguld easily be victim of

information. Holy GaITWe Guestion e passageiat e ead.

e 1’d like to show yoE'a video clip about how to ask qLEstions based on what we
read. After viewing it, please tell me how many types of questions are mentioned
in the videa@nd what aré they. (Showing the video clip from
http://WWW.voutUbe.com/watch?v:SCIJTzRnJcO&feature:reIated)

o (After viewing the video).Can-anyene tell me howymany, types-of guestions you
may ask when you read. ‘

e Of course, there are two, ‘surface questions’ and ‘deep questions’. What questions
are considered ‘surface’? (“Who, What, When, Where?). These questions are
surface because you can simply put your fingers on the text and find the answer
easily.

e And what questions are ‘deep’? (How, Why, Would, Could, Should?). Of course,

these questions are deep because you can feel that it’s not easy to find the answer.



198

They require you to dig deeper into the text and even use your own thought in
order to answer them.

Now, if you look at task C1 and C2 on page 8, you will see some samples of both
‘surface’ and ‘deep’ questions. Can you tell me now which are ‘surface’ and
which are ‘deep’?

Right, question C1.1 asks you to think about similarities and differences of your
and your friend’s culture/subculture. You can find a ‘deep’ question there. It’s
after you consider yourself as mdmdUa}i;t / collectivist and you have to say
‘Why do you think so? j__,..,

R

Meanwhile, question C#:2:is absolutély a “deep*question, asking you to discuss

how and why cult jssm
Ow and wny cultures p

All right, these are some’e> fpplgs of\‘surface’ and ‘deep’ questions, now are you

nake each individual different.

ready to get together a ith ygur Reciprocal Teaching Group? First, what
you will do is asking soime fSurface’ qg;s'tjons S0 as to make sure all of you
a bout' the

out rt thls w;a “The writer wrote this passage based on

understand the gener. xt. Then, take turn asking ‘deep’ and

critical questions. Thi

theories and you may try,to thmk how wm;l;]flt s applicable to real life. You can

1....‘a

question the author and how h@fshe wroEt_ If any of you want to answer the

questions, you are yvelcome to share your |deas If thefe are some questions that

cannot be answerm, please note those questions pd we will discuss them

together. |

iy

Il Discussion and Reflection ( 1 hour)

Next, after learning:howdo make.questians, it s.time ifor a eritical discussion on
the text. Please look at Discussian Part on page,8 and you’ll seethat there are two
tasks, Cliand C2: 'In C1, there are two guided guestions|for you tordiscuss and
both of them are required. You have to complete both. In C1.1, think about your
own cultures/subcultures in terms of your personal identity (refer to the passage if
you don’t quite understand what it is); your life goal, sources of your
success/failure and your general habits and personality. You may write down your
list quickly and share it with a partner.

(15 minutes)
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In C1.2, work with your partner (you may stick with the same one or pick a new
one). Work together on the question, ‘Based on the passage, discuss how and
why cultures possibly make each individual different.

(15 minutes)

Now, in C2 task, you are going to work with your Reciprocal Teaching group and
select only one (or two if time permits) question(s) to discuss in your group. In
your group, there is going to be a Chan,r which could be the same person or a new
one, a secretary who takes notes and a Sptﬁf'e’;person who reports the discussion to
the class. Please decide-at.the outset who ar’e@demg to take these responsibilities
and then, begin Worklng.eﬁyoqr dIS ussion.(&5.minutes)

Now, let’s hear the medT(the discussion from some groups. 1’d like to invite the

spoke persons of tht egl/ gro s to report to us. Each group should take

about 5 minutes for rgpori: Hor, hose Who are audience, you are welcome to probe
further questions or share yo mo;ughjf, but please keep it brief. Don’t worry if

you are not heard today 1" Il collect al'ﬂja‘t your group discussion to read after class
E) . &+ )

and will get them back'to you wi}h myi'-fgedbacks (15 minutes.)

I’m afraid we won’t hav enough class tt.meéb complete Task D1 together, but
what you can do is flndlngeggtra tlme thjg‘wgek to get together with your
Reciprocal Teacntﬂg group and Work together on the(ﬁ)f) 150 word concluding

paragraph of this’ péssage It is a free writing so don’ t\n/orry about your mistakes
but please try to exptess your thought as much as possible. If you don’t want to
write a summary, you canalso write a reaetion or response to this passage which
concerns your theughts after reading it. Also, proyide somegreasons to support
your thoughts. You may use the following questions as guidelines for your
response:

1. What did you learn from this story?

2. What perspective(s) were highlighted in this passage?

3. What information do you think should be added to this passage?

4. What problem may result from the information in this passage?
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e For the last task, let’s get back to your Accomplishment Plan that you partly filled
out before reading this passage and complete the second part which is about what
you did in this unit; what difficulties have you encountered while reading and how
did you solve the problems; what are the strategies that you used and finally, rate
your satisfaction on your performance. Do you think you are successful in reading
this article? Why or why not? Your reason for the unsuccessful reading could be
that the reading strategies that you learn were not quite helpful; you felt bored
while you read; you did not put enougﬁ ,éﬁort and so forth. Also, don’t forget to
rate your reading performance in this unii’ n1and 10. You can find the
rating sheet in Part 11 of your Accomﬂllshment Plan

g—
(Encourage and help stu ‘ evalluate themselves.)

Individual Reading Projec

e Now that we finishf(’

can read more effeciive

syt 4
« Iikle : to keep reading on your own so that you

o'(ak*royg; :

ry, the Intéﬁﬁet or even from one of your textbooks.

|s re1€\/ant to&}oplc we read in this class so that you

can expand your perspectlveﬁ;bout thlS:t@plC It could be one of the

me reading materials, maybe, from our
self-access center, th
Try to select the one th

psychological artjcles or anythrng relatl’ng"t‘o cultures or the diversity of people.
Try using the reatgmg—srraregteﬁharwmm-ﬁter reading, fill out the
Individual Readlng Worksheet (IRW) that is attached to your accomplishment
plan. If you don’t know how to complete the form, 1'have a sample completed
form to showyous Y elycarncometo see melat'my office’and ask to see the
sample completed form. You are going to do this individual reading project at
the.end.of each.unit. .So,please, make,sure.you completeyour, reading and the
recaord form‘before'we finish'Unit2; which'isin the next three'weeks. You are
having altogether three individual reading projects, one at the end of each unit.
Two of them are scheduled before the midterm exam and one before the final
exam.

e We also have three reading conferences which allow you to see me during your
self-access hours. Please bring to the conferences your IRW so you can

share your reading experiences with me and with your friends.
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Appendix C

Reading Self-Efficacy Inventory
BUUEITIINIFUIANNNINITOVRINUIBIT UM IO IUMBITINGY

Instructions: Please rate yourself from 0 to 10 according to how confident you
are that you can perform each of the following academic English reading tasks.
Mark X on the scales.

AR AT Tsariunsearisng X asuuranzuuu 09310 mmszavanuivlolumseu

v a a d' \J IS a ! :
MEIINHH IFIIFTINIINMUY wqmnﬁme"lﬂu

0 1 2 7 8 9 10
Nsiituloroe iilasnniiga
., f ‘ szauanuiule
Yo / Degree of Confidence
Stateme v (0-10)

E4
Tumserunnas au

139N Ay Weneny
NeIvoInuRueE1e]s
(Whenever I read

between the text
and my background kn

2. luﬂﬂ@dﬂ?u‘ﬂWﬂ?1ﬂﬂ1ﬁ1®ﬂﬂqyjﬁﬂﬁilff A
&

WALYNTY (dlctlon‘:&) nuuu“lmmun

’J‘ﬁﬂi]“h"flﬁlclﬂﬁnﬂ NNV IR W“I/l

w"lmﬁm‘nﬂﬂﬂgiuﬁﬁmu 4 304 (5|6 |7 |8]09]10
(When reading without using a

e o SR (PRUTS

some unkn@wn words.)

D)
o)
ws _)
L2
—
ﬂi}
e

AR

10
fner?ds improve their reading

skill.)

v 9 Ao 9 Yo '

duaungniiauaunse/liaanse

om'14a (1 know the reasonwhy I | O [ 1|2 3 |45 )67 )8/]9/10
am or am not good at reading.)
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Yo
Statements

Degree of Confidence

szauaNNIiule

0-10

5.

v 1
@

A v o ' J
nnasenomauiulananudnlylu

Y
ATBIUVIN UL WALV

Whenever | read, | am
confident that I will be able to
improve my reading
comprehension.

6.

| don’t feel stresse
| E—

au"lmanmwﬂmm@mmmium ” |
01U 5 S I\

while reading

7.

o o "2y
ﬂuuu%ﬂ LN Y

M998 PUILANII AN

19 o A
LAZgI UADINUUA

newldlunga

ﬂWH”IﬂQﬂE]HV]lJ]Ji“‘ﬁT]TJﬂ1W°Nﬁ]w%

e

auilse aummmﬁslumimu

ﬂT]eﬂENﬂt]‘H
I am confident that my effecti

reading strategies.€an help me
read successfully fa

g

ﬂﬂ!ﬂutﬂﬁl?ﬂ'ﬂLiﬂﬁﬂﬂTuNTﬂﬂ’JW‘li}“’ ¢

i | NT] TEU ¢

| prefer reading with my
friends and share some ideas
with them.

v

e RREAMENIN

ad)
—

10.

FuhanuAanaInInmMIo1uluedn
< @ U
wuihumGeulsulyamseulueuian

vosdul#aa | improve my
reading ability by learning from

the mistake in the past.
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FonN szauanNule
Degree of Confidence
Statements (0-10)

11.

1% Q‘J v 9 d' 3
sudulyndoauouuznvanuuay
LﬂW1$!%1$%\ﬂ1ﬂﬂ1ﬂﬁ€l‘ﬂ%“]hﬂslﬁﬁlu

ansananmse ldednall

A a . 0] 1 314|516 |7]8]9]10
1sz@nsam | am confident that
teachers’ specific feedbacks '
can help me improve my
reading ability.
12. ﬁu%mﬂ?ﬂmﬁﬂuwanmﬂ"y 9
AuIDY / | 4567 8]9]10
I like to keep trac \
reading outcome -
13. e ldsuweunmelvionuhn -k
ME18INOY fUSIUOINNTLA0I0T H = N\
o 2 R 4
gazdulamzausadudon e 5"_‘
ooz dauveidei e *i{'
.1J’_-v
2619QNADY ’ Jr“_- )| 3|4 |5|6|7|8]9]10
When | get some readi "!%'--_
assignments, 1 read with ,:r‘—;f;;;‘
enthusiasm and feel conf"' ent | 7|
that I will com '
correctly. = Ew
v v 2 W
14. auuﬂmgﬂmmﬂ"luﬂﬂmmm 0l 1 3 ,U4 5161718l 9l10
I always set goals in ggﬂmg .

15.

auwammsﬂwuﬁ?w &
NYANTTUM

’t’)”lullﬂﬂﬂ "'If’JfJT]ﬂWﬂ‘NWﬁJJ‘Iﬂﬂ”I‘JﬂWu

el | NN T1°3 B

| believe that peer observation
and peer model will help
improve my reading.

o
?
D
o
| —
\I
(o0]
©
H
o
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YoANN
Statements

szauaNnNIiule

Degree of Confidence
0-10

16. susiulendrsuiilsyaumsallumse
mmf‘)”qnqymnﬂﬁ’u AUIAWTDOIU
mmﬁqnqy“lﬁ'ﬁéa%u
I believe that the more | read, the
better my reading skill will be.

10

17. ussomamseuluesSsudos g -
I¥usuedeiilsz@niam N
The classroom atmosp
supports my effective

18. %

when being comg
peers.

19. suwouoUTRINANAL]

ANUTINITD

20. iedszavilymlumsiding

lii’)\i‘ﬂi’)”lu auuu‘lmmum 1310

udlym lduas a”lu"lsaw"lﬂa"nuf]’_;@:;;;'

ﬂ’ﬂiﬂﬂﬂﬂﬂlﬂ\uiﬂ ;ﬁm"lﬂ

10

10

o~
ol
o
~
oo
o

10

When encountering reading
problems, | am ca nf ide
can overcome th fflculty quite
well

10

e AR

mawui‘]mm%mimu

I seek s from frie n((;_sj and/G'r
éﬁ ing

pro le

L= = §

10
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Fon szauaueiule
Statements Degree of Confidence
0-10
22. suiiuleh mahanudr launanuiienn
YuaghuAMUNIBIWUBIRUNINNI
ANUEMITOVOINY 11213 5 10
I understand that reading
comprehension depends on my
effort rather than my ability.
23. suensoouldalunnaniunsall
Wuinthy wenveaisou nialurioas
3 5 10
I can read well no ma
read, at home, for plez
classrooms.
24, sulidninToaioddin
MIDIUVDINUNDLUARN 18
5 10

I have no proble
reading outcome'wi
students.

Henk and Melnick (1995); Tewton

2

ae

y
AUEINENTNYINS
AN TUNM NN Y

7); Mills, Pajares and Herrons (2007);
2004).

Y

i
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Reading Self-efficacy Classroom Observation Record

Instructor:

Course No.:

Course Title:
Number of Students/Class
Number of Students/Group :

|. Field Notes Observation :

Date:
Time:

Topic:
Number of Groups :

rt of general behaviors and

activities occurring during this class. —

i t & "":‘au‘.‘

I///El\

Students Behavi

\\

(2 hours

Classroom Atmosphere
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111. An Observation Checklist : A summary of overall evidence of classroom activities

that promote reading self-efficacy

Self-efficacy Incidents comments
components
1. Proper (3 1.1 Students were able to make a connection
materials and between the text and their background
tasks knowledge.
O3 ClearEvidence [ 3 1.2 Students dic ot have difficulty coping
3 Some Evidence e m: als.
a0 LimiteFi Evidence o<t in the content
[ No Evidence cading activities
2. Strategies "1 Studgnts set a specific and-achievable
(3 Clear Evidence - joal: (observed from thesstudents’
3 Some Evidence
3 Limited Evidence able plans
3 No Evidence ) rved from
: derstand the
0 25 W s were able to identify sources
1 of'dlff" dulﬁe§ that the ountered

din Yals oL frol Fhie
Wwite reagind. topservea-+Honi

nt plan).

i
ﬂ‘NH')WHWﬁWB’m‘i
QW’]Mﬂ‘ﬁﬂJﬁJW’]’mﬁl’MH
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Self-efficacy Incidents comments
components
_ During class activities,
3. Social (3 3.1 students shared some ideas about the

interaction and
collaboration

reading with their peer group.

(3 Clear Evidence (7 3.2 students helped each other interpret the
(3 Some Evidence text.
(3 Limited Evidence (3 3.3 some : 1‘ W elected to model
(J  No Evidence re&(ﬂé\:\\
0 3.4%wirle p@ their effort.
4. Awareness of

I

success and
failure

Clear Evidence
Some Evidence
Limited Evidence
No Evidence

ccess and

ortan

5.

aaaa

Supportive/
Responsive

atmosphere

persistence.

Clear Evidence
Some Evidence
Limited Evidence
No Evidence

U

-
g 5.3 teacher drew non- part|C|pat|ng students
g oy mto acﬂwﬂes/dstussmns

A8

only when being asked.
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Self-efficacy
components

Incidents

Comments

5. Supportive/
Responsive

atmosphere
(Continued)

Clear Evidence
Some Evidence
Limited Evidence
No Evidence

aaaa

O 5.7 teacher acknowledged students’
guestions, responses and comments.

O 5.8 students were called upon in class to
perform the task individually.*

O 5.9 students showed willingness and
enthusiasm to participate in class
activities® |

O 5.10 No students wege left behind. *
i

O 5:4d..some students Fatsed-iheir hand to
answer infgroup Situation. *

6. Individualized
Assessment

Clear Evidence
Some Evidence
Limited Evidence
No Evidence

aaaa

- perfpiiance was evaluated by

neir

\ progress, not

AULINENINYINT

AN TUNM NN Y
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Notes for observers:

1. * specify the number of students

( 1/4 of the class = limited evidence, ¥z of the class = some evidence, 3/4 of
the class = clear evidence)

2. Evidence identification

Some evidence

Categories il Meaning
1. Proper materi | No evidence
tasks (3 inci Limited evidence

Clear evidence

No evidence

Limited evidence

Some evidence

Clear evidence

No evidence

Limited evidence

Some evidence

Clear evidence

T3 .
Awareness of Success . | No evidence

Limited evidence

and Failure (3 incidents)

Some evidence

Clear evidence

5. Supportme d Yy 0/12 No evidence
ﬂﬂﬁq@ :W ETV OA11:5/12, =7 Limited evidence
£20/121 | ¢| Some evidence
» 11-12/12 Clear evidence
, E [=) "4
~ 00 ‘ 10 1o0 ™ o ]
o) el Thdioelizea) 1] 2 0 evidence
h assessment 1/2 Some evidence

(2 incidents) 212 Clear evidence
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Appendix E
Semi-Structured Students Focus Group Discussion Protocol
Rationale

The Focus Group Discussion is a part of the Academic Literacy-based Intervention
(ALI) The objective of the discussion is to examine the development of the student’s
reading self-efficacy after the ALI.

The participants

_,,
d oot

group, the other is for another ﬁs&éfud" -:'-'f; low proficiency group. Each
:_} i

d experience in class.
The videotape of ALI a tivities i own t@he group and each student
will be invited to reflect gn&eir learning experience based on the guided questions.

st G SIS WA

constructs of redding self-efficacy frgmework

awwaﬁﬂmummmaﬂ
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The quided questions for discussion

Self-efficacy Video Clips of Revised Guided Questions
Constructs instructional
sequence/activities

Proper materials | “Situated Practice’ : | 1. ifforiusosiingsunsausmindnuil

and tasks Pre-read: Schema anuianedislsaeriieiFouaziinim

v 4 1
activation ulvinzannsaianuihleduileses

1dunToeiieala
at did you feel when you first

‘ _;_._ﬁu he passage?
~Diawyou feel confident that you
vould be able to comprehend it?

B o o = % a
HIGUAUDIU uﬂﬁﬂ‘B1VlﬂWU1U1llﬂﬂ

115 99N 81U UANUNEITDING

S v o R 9
UADAIUNANHININUDY

! IUUDITS
|

AN Y ' A X =
SABDIDIULASDYINDTIULIDIUNINUYU

a 1 o’: o Y v K Y=
15ﬂﬂl‘lﬂuuuﬂﬂﬁuﬂﬁﬂﬁ1§ﬁﬂ

vl
“'Did you try to think about how the

story could be related to
elves? Why/Why not?

v did that thought help
e more interested in

reading;mr'1 is passage?) **

¢ TN N THEARGorsseme

mﬂamﬁwumummnuﬁmmwmu%

N T0I YT

Did the pre-reading activities help
increase your awareness about
your background knowledge of
this passage? Did you find that
the activities made you understand
the passage better?
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Strategies ‘Situated Practice’ 4. devnmnssaidamsatiadhvinelums

Goal setting and 1ud Wndnu Idieuusun g3

. A ' ' )

making plans wio'l eunsoeldussg amnthnmne

A = = v 9
w50 li danuianeladumamsads
iWhuunense'ly wazfnazinaiia

v

wWhvanelumseusuiiae U lumsen
A A A A '
509919 Tuewnndnnse 1

After practicing setting your own
* reading goal and making your own

é\;ﬁ\‘ ’/ ﬁ did you follow your plan?

you able to achieve your

~goal?Do you think from now on,
ou'will set a goal in every of your

[Ure eading?

—

L

1.Proper 1. 0
materials st o
and tasks Prefikes-suffixes

ane \ f,;"ﬁr V- N| ) YRR R VA 18247
ar confgs b, 58 liidneildamnsasuseslanle

/ A \5 '-.ani ﬂ"latnnmfua%‘iﬁwﬁua“ﬂa?%
YL ﬂﬁmﬂ wdlalunmserns g
.uu@ﬂ“lwunﬁnmganuuhmn{u
2. Strategies

CO
“graPhif 4 <) :' 4 mnindasiuiiesesiisudenshaen
J ¥ ary -,
orgamizers)y=  Alh  vamem
|~ 4iDo you think that the explanation
of grammar and vocabulary as
7 iis reading strategies made
£ re confident in your
prehension even
ou were reading a long
icult passage?

18 AN YNNG W g e,

Word Analysis) helpful?

QRN IUNRITENAL,

organization explanation and
exercises (Compare/Contrast and
Exemplification) helpful?
How?)**

(Do you find the exercise on
graphic organizers --Concept
Map, Annolighting a text and Key
Concept Synthesis) helpful?
How?) **

and di

e,
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1.Social
Interaction and
collaboration

2. Supportive and
Responsive
atmosphere

1.0vert 6.1infAnudned1alsiumsine ez
Instruction -- wanulfsunnudaifuswfuiunguiu
‘Reciprocal 4 A v 1 avwa & A 4,
- ieue uazaageliidrlaiieisosnew
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When you are aware of your
failure, did you use it to improve
your further reading? How? Give

examples.
Individualized Transform 10. sinfnu Idsz Tonine T edra'lsann
Assessment Practlce_ and msinsziiunamssudIsauoaz N3
Evaluation

3 9 wa 1 ]
!ﬂuqlﬂy‘aﬂigﬁﬂﬂ']iﬂ']umﬂ\iﬂULﬂﬁub

nfSeufvunaz@nyiannms lumseu

\ What did you learn from self-

evaluation and keeping record of
I r own reading to observe your

—

< 2 U o _AaA 1 d‘ Y a dy
11, 1nAnmAaziiiise i ldanInii i
\ a2 d' =) '
\ \ Junsenimnounse i mzesls

. How willyou apply what you learn
V\\\\ ourse to reading other

\u- erials? Why or why

S sumeunumseu luimnounriu
\ L, = a 1 = 1 o’/’ dyo Y
11 Wnaneinamseneu lunsatini g

o ! ya L ¥ A
ﬁnJWiﬂW@luqﬂ'ﬁi’)”luvlﬂﬂ‘lluu']ﬂuaﬂl‘w&q

| : ai19ls
| Compared to other reading

el

é\-.aﬁ you find this course
. ful? How?
!

AUEINENTNYINS
AN TUNM NN Y



216

Appendix F
List of Experts Validating Research Instruments

1. The Research Framework, Instructional Manual and Lesson Plan
1.1 Prof John Sivell, PhD (Brock University)
1.2 Asst. Prof. Areerug Mejang Ph.D (Naresuan University)
1.3 Asst. Prof. Saowaluck T. ong, PhD (KMUTT)

2.2 Asst. Prof Areerug ” " D (N University)
2.3 Asst. Prof. sé6walliely Tepsdriwong, PhD (KMUTT)

3.2 Assoc Prof. Dam A?I____. aritti Thammasat University)

3.3 Asst. Prof. Somsak/Boonsathorn, PAD (Mae Fah Luang University)

4. The Readi
4.1 Assoc “he’(Chula)
4.2 Asst Profﬂorabud un an, PhD (I\/& Fah Luang University)
4.3 Aj Matthanéealungtepin, PhD.(Chula)

AUYINININGING

5. The SemiStructured Studepts Focus Group Discussion Protcocol

FRIRAPRIANR AN Y
5.2 Asst.Prof. PhanintraTeeranon, PhD (Mae Fah Luang University)
5.3 Asst Prof. Piyathida Changpueng, PhD (KMITNB)
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