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ABSTRACT

EFL LEARNING THROUGH LANGUAGE ACTIVITIES
OUTSIDE THE CLASSROOM: A CASE STUDY OF
ENGLISH EDUCATION STUDENTS IN THAILAND

By

Ruedeerath Chusanachoti

This study explored how Thai learners of English as a foreign language, engaged
in English activities outside of classrooms to learn and practice the English language.
Three research questions of this study include: (a) How do the participants perceive
access and availability of out of class English activities in local environments?, (b) How
do the participants engage in out-of-class English activities in local environments?, and
(c) What perspective do the participants have on out-of-class English activities? What
factors affect their participation in such activities?

The study employed a qualitative multiple case study approach, grounded in the
ethnographic tradition. The four focal participants were all third-year female
undergraduates majoring in English Education at a Thai university. Data sources include
participant observation, field notes, interviews, self-reflection journals, and self-report
activity diaries.

The findings about out-of-class English activities illustrate that learners are
routinely involved in a range of activities, for example watching movies, listening to and
singing songs, doing Internet activities, and reading books and newspapers. The study

found, however, that the participants did not perceive all English activities available



outside of the classroom as English learning sources. Rather, they perceived only those
sources possessing the following four qualities: transparency, usability, expense, and
affectivity. In terms of activity types, participants usually engaged in multimodal, non-
face-to-face (yet interactive), receptive, and incidental learning activities. Furthermore,
level of participation in out-of-class English activities depended on both internal factors
such as identity and motivation as well as external factors such as social networks and
social norms.

This study suggested that out-of-class English activities can be beneficial for
language learning and merit special consideration by English educators. For example,
out-of-class English activities may be incorporated into formal instruction to help

learners pay attention to and participate in meaningful communicative activity.
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CHAPTER 1

INTRODUCTION AND LITERATURE REVIEW

Introduction

English has become a required language for schools in many countries around the
world, particularly in Asia. However, learning English outside of English-speaking
countries (i.e., in a foreign language setting) can be a challenge. Many learners feel they
have opportunities to use English in their everyday lives. It is easy to believe that if one
lived in an English-speaking country, and could use English all the time, it would be
easier to improve.

In my experience as a Thai learner of English, learning English in Thailand is not
easy. Like many other countries in Asia, English is taught as a foreign language in
Thailand. I found many of my friends lacked motivation and that they did not know how
and where to advance their English skills except by waiting for teachers to feed them an
explicit instruction in the classroom. This is because students were not required to use
English in meaningful ways. Later, when I was an English teacher and an English teacher
trainer, I also found challenges with the English curriculum, teaching methodology, and
textbooks. Although the curriculum encouraged multiple English language skills, learner
centered instruction, and a communicative teaching approach, many teachers still based
their teaching on grammar rules, rote learning, and textbook based lectures. Many
English textbooks were dry, with a lot of grammar exercises and reading passages which
did not relate to learners’ lives and interests. As a result, learners found English

classrooms very unpractical and boring. Yet they liked watching movies in English,




singing English songs, and using the Internet. However, these English activities were
usually overlooked and received little support among teachers and parents. Now that I am
a researcher, I desire to understand more about learners’ lives in order to see and to
understand how they learn English from the environments around them and how they
create opportunities to practice English from their everyday routines.

Although it is believed that authentic language exposure and opportunities to use
language in natural setting can increase language learning experience (Ellis, 1994; R. P.
Leow, 1998; Spolsky, 1989, as cited in Norton Peirce, 1995), most second/foreign
language studies were conducted in classroom environments. Hence, understanding of
learners’ behaviors outside the classroom is quite limited. Currently, English language
teaching in Thailand is receiving more and more attention due to the increasing
availability of media in English. However, there is not sufficient firm data about what
Thai learners did outside the classroom that associate with English language. The main
rationale of this research is to study the out-of-class language learning of Thai learners
studying English as their foreign language. Therefore, this study aims to explore how
Thai English as a foreign language learners engage in English language activities and use
English environments that are available outside classroom-walls.

In the next section, I address the importance of the problem and issue including
my research focus and research questions. I then discuss the significance of the study as
well as explain the definition of some key terms. At the end of the chapter I supply the
background of the review of related literature which will serve as necessary background

for my study.




Problem Statement

In a country like Thailand where English is used as a foreign language,
compulsory school level learners spend only 80 hours per year for primary education and
200 hours per year for secondary level in an English class (Prapaisit de Segovia &
Hardison, 2008). At the undergraduate level, only four to six English courses are required
for all learners in four-year-curriculum. For some learners, these few hours a week in
English class are the only time that they are formally exposed to the English language. In
the late 20" century, the Thai Government launched the National Education Reform Act
(NEA) of 1999 which attempted to provide education for all and emphasized informal
and non-formal education for Thai learners (ONEC, 2002; Sangnapaboworn, 2003). The
NEA proposed and defined the following three types of education:

1. Formal: curriculum-based and time-dependent

2. Non-formal: flexible learning aims and non-time-dependent

3. Informal: depending entirely on individual interests and personal time

commitments
The NEA deemed non-formal and informal education types very important sectors in a
largely agrarian rural society with a history of emphasizing only formal education.

After the Ministry of Education announced the NEA, the focus of English
teaching shifted focus from learners being able to produce the language and remember
grammar rules to having communicative competence, being creative with critical
thinking, and being able to develop and conduct their learning on their own outside the
classroom. These transformations raise many concerns both about the teachers and the

learners. The first challenge is whether there are enough English environments in



Thailand. As English as a Foreign Languagel (EFL) learners, Thai learners have fewer

opportunities to immerse themselves in English language, unlike English as a Second

Language2 (ESL) learners who have an advantage in accessing English language more
readily: from English native speakers, to the media. Although many of the media and
technologies in Thailand are presented in the English language (e.g., television programs,
music, radio, printed media, and the Internet) learners are still confronted with a choice
between using English environments versus a Thai equivalent. Secondly, in response to
the NEA, learners are encouraged to engage in out-of-class English activities on their
own time. The concern with this relates to how Thai learners nowadays participate in
English activities during their free time with the emergence of Western cultures and new
media technologies and how much teachers, parents, and adults know about what learners
are doing. This brings my attention to the role of out-of-class English environments in
English language learning in Thailand.

Scholars in second language acquisition (SLA) support the necessity of informal
education and the importance of the language practice from environments around learners
(Ellis, 1993, 1994; Krashen, 1982; R. P. Leow, 1998). In the past, SLA and L2 learning
and teaching research had been conducted on a set of activities by varying interesting
variables (for example, age, ethnic, media) in educational contexts; hence, knowledge
findings of language acquisition in the classroom has increased significantly. However,

the relevance of activities that learners engage in beyond classroom, such as reading

: English as a Foreign Language (EFL) is used when learners learn English in a non-English speaking
country such as in Thailand, China and Japan. For example, a Thai learner, who lives in Thailand, learns
EFL while the mainstream people are Thai and speak Thai language.

2 English as a Second Language (ESL) is used when learners learn English in an English-speaking country.
For example, a Thai learner comes to the United States and learns ESL to survive in this country.

4



novels, e-mailing, and watching movie, were rarely recognized by the teachers and
researchers. This also signals the possibility that teachers, parents, researchers, and
maybe even learners do not appreciate many of the out-of-class language activities as the
language learning sources. Based on limited studies on out-of-class language activities,
little is known about what, how, and why EFL learners act once they are outside English
classrooms, the potential significance of out-of-class English activities, and what learners
can possibly gain from these activities is an under-explored area in the field. Moreover,
much research on out-of-class English activities was based on quantitative self-report
survey approach and was conducted in ESL contexts. Therefore, I see the need of a study
which offers in-depth understanding of EFL learners’ naturalistic behaviors in engaging
in out-of-class English activities, the reasons that govern such behavior, and the
perceptions on those activities and behaviors. The present study, thus, aims to fill this gap
by focusing on EFL learners’ out-of-class English activities. With this study, using the
multiple case study ethnographic approach with participation observation, interviews,
self-report activity diaries, and reflection journals, I hope to understand the complexities
that out-of-class English activities have in the lives of a group English learners in

Thailand.

Purpose and Research Questions

The overall purpose of the research has five aspects: (a) to describe a portrait of
out-of-class English activities of learners, (b) to examine how different English activities
have evolved in learners’ out-of-class environments, (c) to investigate similarities and

differences of out-of-class English activities among learners, (d) to interpret learners’




perceptions of their involvement, strengths and problems in the involvement, and factors
that affect their involvement in out-of-class English activities, and (e) to suggest and
make recommendation on how to integrate out-of-class English activities into English
classroom in order to promote learners’ English learning autonomously via out-of-class
activities.

This study addresses one general question: How do Thai ESL learners engage in
out-of-class English activities? More specifically, this study aims to investigate the
following three research questions:

1. How do the participants perceive access and availability of out-of-class

English activities in local environments?

2. How do the participants engage in out-of-class English activities in local
environments?

3. What perspective do the participants have on out-of-class English activities?

What factors affect their participation in such activities?

Significance of Study

This study aims to provide an in-depth description of Thai EFL learners’ out-of-
class language activities by uncovering the nature of their involvement of participants to
English activities in their daily lives and to analyze their perception of affordances and
constraints of English environments outside classroom. This study provides in-depth
information on the type of activities and environments learners participate in them, as

well as how they engage themselves in such activities. It provides evidence in favor of

the view that out-of-class English activities in EFL contexts are valuable and should not




be underestimated as a way to enhance learning opportunity and language exposure for
students. Although this study has focused on only a group of four Thai college learners,
we can extend its implication beyond this specific context. Moreover, it emphasizes the
importance of not only noticing and taking advantage of learning opportunities, but also
realizing affordances and constraints which may facilitate or hinder the taking up of
particular English activities and learners’ attitudes involving in out-of-class activities
learners participated in.

The understanding of the role of out-of-class activities on learners’ lives will
benefit EFL teachers to integrate out-of-class English activities that are of interest to the
learners which will in turn result in more motivated learners. Furthermore, this study
elaborates how internal factors such as individual differences, identity, and motivation,
all of which are significant for SLA, influence learners’ English practice through out-of-
class English activities. In addition, teachers, educators, and parents can use the findings
of this study as a guide to encourage learners to seek opportunity to use English outside
the classroom, to facilitate their language practices outside the classroom, to develop the
ability to search for and create opportunities to learn by themselves, and to enact or
promote affordances of out-of-class English activities. This will fulfill the Thai new
National Education Reform Act which values the non-formal and informal education
equally to the formal education. Finally, relevant parties (for example, teachers,
educators, administrators, curriculum designers, materials developers, and educational
technologists) can use this study to incorporate, integrate, adapt, or modify out-of-class

English environments into the classroom environment.



Definition of Terms and Concepts

It is necessary to discuss and explain terms and concepts which are central to the
study in terms of how they were used in this study. This section provides definition of

some key terms which were used throughout this study.

Out-of-class English activities or outside of classroom English activities. “Out-of-
class” in this study means any time learners spend outside of the classroom. Out-of-class
time includes free time, time spent in part-time jobs, and time spent for non-assignment
activities. Therefore, “out-of-class English activities” means any non-assignment
activities that learners do in English language either academic or non-academic related
when they are outside of formal classroom setting with or without intention to learn or
practice English language. Some examples are watching movies in English, reading
English novels, reading English grammar books (on their freewill), talking to friends in

English, writing English diaries, e-mailing, and singing English songs.

Out-of-class (language) learning. The term out-of-class learning in this study
follows the definition that has been defined by Benson (2001) as any type of learning that
occurs outside the classroom which includes “self-instruction, naturalistic learning or
self-directed naturalistic learning” (p. 62). The term “learn” in this study is used in a
loose sense to mean a gain in knowledge, comprehension, and skill; to become informed
of something; to discover or to find out something; to memorize something. I did not use

this word in terms of cognitive process nor with assessment standpoint.

English language input (source). “Input” or “input source” means any English

language resource that provide learners opportunity to expose to English language.




Review of Literature

Introduction

This section describes some of the available literature in the areas relating to my
study. First, I give an overview of learner autonomy and language learning. Second, I
review a number of studies on out-of-class English activities. Then, I discuss a number of
significant issues found in the reviewed studies. Lastly, I supply some background
information about Thailand including the education system, English subject curriculum,
learning culture, English learning and teaching in general, and research on out-of-class

language learning in Thailand.

Learner Autonomy

Over the last 30 years, a concern with the nature and benefits of learner autonomy
has been well established in the language pedagogy literature. Typically, learner
autonomy is defined as when the learners have ability to control of their own learning
(Benson, 2001, p. 47). Besides its definitions, Rubin (1975) and Rubin and Thompson
(1982) described the characteristics of the autonomous learners as very similar to those of
“good” language learners, one of which includes the habit of seeking for opportunities to
learn and use the language at every available opportunity including outside classroom.
Furthermore, autonomous learners see learning opportunities, take those opportunities,
are enthusiastic to learn, are able to make decision about what to learn and what need to
be done next, and have the ability to conduct independent learning as well as make use of

environment (M. P. Breen & Mann, 1997; Rubin, 1975; Rubin & Thompson, 1982).




The field of learner autonomy is a very broad field which overlapped with many
other fields such as psychology, learning and teaching, education, individuality, and
educational technology. Learners’ out-of-class learning can be viewed as one active
behavior of an autonomous learner as in the study by Hyland (2004) and Pearson (2004)
which viewed out-of-class learning as the efforts that learners use knowledge they gained
from language classes to find language learning opportunities outside the class and
exercise those opportunities. To be able to do so, learners unquestionably have learning
autonomy. Another area of study in this field emphasized the out-of-class learning as one
quality of language learners and/or as a language learning behavior (Freed, 1990;
Freeman, 1999; Hyland, 2004; Pearson, 2004). This study follows these researchers and
focuses on out-of-class learning, which is a more specific scope on autonomous learning.
In the next section, I review some of the important studies that focused on out-of-class

language learning and out-of-class language activities.

An Overview of Important Studies on Out-of-Class English Language Activities

Researchers started to pay attention to the language learning in out-of-class
context only 30 years ago when the first major study concerned with out-of-class
language activities and language proficiency was conducted by Seliger (1977). However,
among research in the field of language learning, only a limited number of research was
focused on out-of-class language learning and its practical implication (Benson, 2001).

Benson, moreover, argued that within those studies, their framework and scope of
research is not well defined and sometimes lack sound structure. Benson’s observation

along with previous research inspired me to construct a study, which pay attention on the
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amount and type of outside school environments that language learners may encounter,
how they create opportunities to learn from those environments, as well as the ways and
strategies learners use in participating in those environments.

In this section, I, first, review major studies which are directly relevant to the
present study. Then, I discuss three themes which are focused topics of the studies,
including studies that focused on learners, learning, and other variables. After that I
address four major limitations I found in the studies in this field. Finally, I address how
the present study responds to the strengths as well as what is missing from the previous
studies.

The first study I reviewed is Seliger (1977). Being among the first researchers in
this field, Seliger examined six upper intermediate adult ESL learners in an intensive
program. Seliger identified two categories of learners: high input generators (i.e., learners
who were more active in classroom interaction as well as who consciously work on their
English outside the classroom) and low input generators (i.e., learners who were passive
in their English learning both in- and outside the classroom). Comparisons of
performance on language tests showed correlation between membership in either of these
groups and performance on field dependence. In other words, high input generators
tended to be more field independent and generated more input. This finding showed that
the high input generator learners have higher proficiencies than the low input generator
learners. Furthermore, there is evidence on a tentative positive relation between out-of-
class contact and proficiency. Seliger’s study was recognized in two major contributions

to the field autonomous learning: two learner categories (high and low input generators)
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and his Language Contact Profile (LCP), a self-report survey designed to measure
students’ out-of-class use of L2, which was used by many scholars.

In 1989 Nunan started his research by studying 44 successful EFL learners in
Southeast Asian countries to explore the common efficient patterns in their learning. The
learners provided a list of out-of-class activities and variety of sources outside the
classroom. In a follow-up study, Nunan further surveyed advanced learners to rank
factors that help enhancing their EFL competency (Nunan, 1991, as cited in Hyland,
2004). The top three answers are conversation with English speakers/in groups; finding
opportunities to practice outside class; accessing media such as radio, television, and
newspapers. Apparently, Nunan’s studies revealed that, outside classroom, successful
learners activating language via utilizing supply of resources. Correspondingly, Nunan
emphasized the importance of learners’ development in both learning how to learn skill
and out-of-class knowledge. In addition, “the determination to apply their developing
language skills outside the classroom” (Nunan, 1991, p. 175, as cited in Hyland, 2004) is
pivotal for learners’ L2 development.

Modifying the LCP questionnaire from Seliger (1977) and employing this as one
of the measurement tools for her study, Freed (1990) explored the out-of-class French use
of a group of 38 learners in a study abroad program in France. Although no relationship
between the type and quantity of language contact gain as measured by oral proficiency
interview score was found, Freed found that different learners profited from different
activities. Low competence learners tended to benefit from interacting with people more
than higher level learners did while high competence learners profited from interacting

with materials such as newspapers, books, and television. Furthermore, she proposed that
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out-of-class contact was beneficial to learning of traditional tests of grammar and reading
comprehension at the beginning and intermediate levels. Finally, Freed noted that
learners who more involved in interactive contact tended to show distinct improvement
that those with passive activities. Ironically, Freed’s findings did not proof against out-of-
class contact. Indeed, her real discovery was that the tests were not sensitive enough to
accurately measure student improvement. This finding proved that a longer duration of
learners’ stay abroad or differing examination methods would be necessary for future
research.

In EFL context, Pickard (1996) studied the out-of-class language learning
strategies that 20 German learners who studied English in Germany employed voluntarily
during their study of English. Pickard employed both a questionnaire on out-of-class
learning strategies and in-depth interview techniques. He found that the most commonly
found activities were listening to the radio and reading newspapers and novels.
Interestingly, more academically oriented sources such as English newspaper, education
programs through satellite television, and library materials received slight attention.
Furthermore, activities associated with receptive skills (e.g., reading and listening) were
mostly selected over those with productive skills (e.g., writing and speaking) due to a
lack of opportunities to speak in their learning environments. His subjects, moreover,
made most use of activities that they had chosen themselves and which had “intrinsic
interest value” for them (p. 157).

One critique of Packard’s study is his use of the word “out-of-class language

leaming strategies.” According to Pickard, this term refers to “learner-initiated activities”

in the target language outside the classroom, such as reading newspapers and listening to
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the radio (p.150). Although nowadays, many studies refer language strategies as language
activities, I see these two terms are different. I agree with Gan, Humphreys, & Hamp-
Lyons (2004) that these two terms are only partially overlapped. Freeman (1999)
mentioned language activities do not exactly correspond to language learning strategies
since language learning activities “are overt, conscious and intentional, and should be
clearly distinguished from the fast mental processes mentioned in the cognitive literature
on learning strategies” (p. 80).

In addition, Yager (1998) studied the effects of informal out-of-class contact on
learner attitude and language gains of 30 learners taking Spanish class in Mexico. Similar
to Freed (1990), Yager found that, “greater interactive contact correlates with greater gain
in beginners” and “greater non-interactive contact corresponds with less language gain in
beginners” (p. 907). In contrary to Freed’s findings, “greater non-interactive contact
corresponds with less language gain in advanced learners” was also found in Yager’s
study. However, Yager noted that different finding might be attributed to level of
sensitivity and reliability of selected proficiency measures.

Freeman (1999) studied the time spent on language learning activities of 118
learners from two British universities, half of which studied EFL and the rest of which
studied French as a foreign language. Data collection included 118 survey questionnaire
participants, 23 interviewees, and six case study students. He found that both groups of
learners spent large amounts of time on out-of-class learning though different types of
activities. EFL learners spent more time (i.e., 88% of the time) on informal activities,

such as listening to the radio and chatting to foreigners, with less time on homework, and

reading textbooks. Oppositely, French learners spent most of their time outside the
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classroom on formal language learning such as assignment and reading textbooks.
Freeman suggested that in order for learners to gain a positive impact of the time and
effort spent on out-of-class language learning, they need to find their most effective ways
to use this time.

Aside from quantitative research approach as in many studies reviewed above
(e.g., Freed, 1990; Nunan, 1989; Seliger, 1977; Yager, 1998), Suh, Wasanasomsithi,
Short, & Majid (1999) used the interview approach to study the out-of-class experience
of eight Asian participants enrolled in Intensive English program in the USA. Major four
out-of-class activities reported were watching television, going to the cinema, listening to
music, and interacting with native speakers. The authors claimed that “out-of-class
leisure activities will probably never replace the need for in-class second language
instruction;” (p. 14); however, they are beneficial for learners’ English conversation
development. In addition, since there was no ideal leisure activity that functions well for
all learners, ESL instructors should guide learners to properly select leisure activities that
suit their characters.

Lam (2000) opened a website functioning as a gateway for ESL learners to share
common interest and socio-cultural entity. The communication platform worked
successfully since it created sense of sharing and belonging for ESL learners. The author
further concluded that technology could be used to promote writing skills.

With the college level participants in an EFL context, Hyland (2004) conducted a
survey on prospective teachers’ out-of-class language learning activities in Hong Kong.
In this study, 238 learners in English Education major in an undergraduate university

were asked to fill out questionnaires, eight were interviewed, and two learners were
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examined in more detail through interviews and learner diaries. Hyland found that the
most common a.ctivities were writing emails, reading academic books, and surfing the
net. However, the majority of interested theme they read about was related to their study
area. Furthermore, learners felt that opportunity to speak English outside study
environment was quite limited although they tried to speak English with colleagues. In
addition, Hyland discovered that the reasons for her participants to avoid speaking
English in public involved both individual and social as well as political issues such as
the concern on negative judgment. Although this study gives a good overall picture of
what activities EFL learners in Hong Kong did outside of school, it did not further look at
how learners did such activities in detail.

Gan et al. (2004) compare successful and unsuccessful students in China terms of
individual differences, motivation, attitude, and learning strategies. The learning
strategies the authors examined were different from Pickard’s (1996) learning strategies.
In Gan et al.’s study, which was framed on grounded theory; there were six issues that
marked the difference between proficient and less proficient EFL learners. Among the
six, the issue of “what strategies they used to learn and practice the language” was in
harmony with this research. Gan et al. also stressed interesting points that less proficient
learners mostly relied on rote memorization and were not able to evaluate what they

learned.

Discussion of the Reviewed Literatures

After reviewing the research, I found common themes across the studies as well

as strengths and weaknesses of these studies. In this section, I first argue that the studies
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in the field of out-of-class language learning discussed out-of-class language learning in
relation to and overlapping with at least one of the three main topics: (a) learners:
individual differences, learners’ motivation, attitude, identity, and perception; (b)
learning: out-of-class activities, time spent, language exposure opportunity, strategies,
and achievement; and (c) other variables: family, friends, teachers and teaching, norms
and culture, society, and environment.

The first theme that many studies in the field highlighted is about the learners
themselves. This includes every aspect about learners, such as language background,
gender, characteristics, personalities, individual differences, identity, motivation, and
attitudes. Various researchers agreed on the pivotal role of the individual difference and
identity on out-of-class language learning. For instance, Seliger (1977) classified learners
into two groups based on the intensity with which they practice a second language (L2):
high input generators and low input generators. He found that the high input generators,
learners who were more active in classroom interaction, tended to be more field
independent. Furthermore, Gan et al. (2004) explored the characteristics that affect level
of success of Chinese EFL learning. Their study showed that situation and personal
specific characters such as attitude, strategy, and motivation were perhaps influenced by a
variety of factors including out-of-class activity engagements. In Lam’s (2000) study of a
Chinese immigrant male teenager’s EFL literacy and textual identity, out-of-class literacy
practices such as online chatting fostered “visible improvement” of learner on English
literacy (p. 467).

The second theme that most research studies in this field focused on is the concept

of learning. This includes studies which focused on out-of-class language learning and
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issues related to this topic such as out-of-class context versus formal education, time
spent in the learning activities and types of activities, language achievement, skill
development, and learning strategies used. Different findings on the study of types of and
time spent in the out-of-class language learning activities. First, researchers found that
learners engaged in different varieties of out-of-class activities such as watching movies
and television, listening to the radio, etc. (e.g., Freeman, 1999; Hyland, 2004; Nunan,
1989, 1991; Pickard, 1996). Second, Hyland (2004), Pearson (2004), Suh et al. (1999),
and Pickard (1996), for instance, reported learners did activities associated with receptive
skills more than those with productive skills. In addition, researchers discovered that
learners were likely to participate in activities related to communication and
entertainment such as going to movie theater and using the Internet (e.g., Spratt et al.,
2002, as cited in Hyland, 2004).

Many studies focused on the correlation between language achievement and out-
of-class language learning. Researchers however found different conclusions, with the
positive correlation (Seliger, 1977; Suh et al., 1999) and with the negative correlation or
with mixed result (e.g., Freed, 1990; Yager, 1998). Other scholars identified out-of-class
language learning as part of the language learning strategies. For example, Pickard (1996)
studied out-of-class language learning strategies and included learners’ reading
newspapers, listening to the radio, and watching television as the strategies that learners
perform in order to learn L2 outside the classroom.

The last theme concerns with other variable that might affect learners’ out-of-
class language learning such as family, friends, teachers, social norms, and culture.

Hyland (2004) found that social norms influenced her participants’ engagement in out-of-
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class face-to-face activities. Other studies reported the effect of environment context on
the out-of-class language learning—Ilimited opportunity to communicate to native
speakers (Hyland, 2004; Suh et al., 1999), for example.

After reviewing the related literatures, I found four major limitations. First, most
of the studies in this field examined out-of-class language learning activities with the
specific focus on only one or two out of the three themes mentioned previously (the
learners, the learning or activities, or the factors that affect the learning or activities).
However, all three themes are important equally in terms of learners’ out-of-class
language learning and therefore should be addressed and focused in the study in this
field.

The second drawback, as Gan et al (2004) pointed out, is the majority of the
research in the field has studied in the ESL context where learners immerse themselves in
the available English environments. To date, there are only a few studies that look at how
learners experience out-of-class English language contact within EFL contexts, especially
in Asian countries. Half of the major studies in the field illustrated above, had been
conducted within English or French as a foreign language context (i.e. Freeman, 1999;
Hyland, 2004; Lam, 2000; Nunan, 1989; Pickard, 1996), with only four studies involved
in EFL Asian context (i.e. Gan et al., 2004; Hyland, 2004; Lam, 2000; Nunan, 1989), and
none of them was in Thailand.

The EFL context plays an important role on learning factors and learners’ learning
strategies for three main reasons. First, the potential level of language exposure and the
amount of English environments in Thailand are different and cannot be compared to

those of Western countries. Furthermore, culture and beliefs also affect learners’ learning
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strategies. In addition, learners’ motivations are different. For example, ESL learners,
who live in English-speaking countries, need to be able to survive and communicate with
native speakers while some learners in EFL countries only want to pass exams and get
good grades. Therefore, the descriptive research that is able to show how foreign
language learners interact with out-of-class English environments is needed.

Third, most of the research on out-of-class English language learning activity is
survey-based research. Gan et al. (2004) also speculated the same problem with research
in motivation, attitude, and language learning strategies field. Moreover, participants may
not respond in the self-report survey or questionnaire truthfully, either because they
cannot remember or because they wish to present themselves in a socially acceptable
manner. Although some research includes interview and journal diaries data collection
(e.g., Hyland, 2004), the data gathered are still self-report based. In addition, most studies
with surveys or questionnaires can only give the broad picture of either how much time
learners use the out-of-class media, what kinds of activities learners engage in during
their free time, or how learners think about such activities. Only a few studies that
combined quantitative research method with the qualitative research method—survey
questionnaire with follow up interview (Freed, 1990; Freeman, 1999; Gan et al., 2004;
Hyland, 2004; Lam, 2000; Pickard, 1996).

From the review, I found only one study that employed ethnographic research
method such as observation as the major data collection process, that is Lam (2000).
However, Lam focused only on one participant’s literacy, especially writing. Although
Freeman (1999) included interview and case study in his study with the direct

observation of classes for his case study, he did not present this source of data as primary
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data in his study. Moreover, his goal is to study out-of-class activities; however, his
observation was done in class period. Thus, this observation data did not represent the
study’s main focus.

Finally, although it seems that there are many studies about technology and media
that learners used outside of school in the field of technology education and computer
assisted language learning which might relate to the out-of-class language learning
activities, one shortfall of most research in these fields is that researchers tend to limit
their examination to only one or two media or technologies (Zhao, 2005). For example,
researchers verified that learners gained higher language achievement from various
interactions with books, magazines, newspapers (Nippold, Duthie, & Larsen, 2005),
television, subtitles (d"Ydewalle & Poel, 1999), music (Murphey, 1992), and computer
Internet technologies (Blake, 2000; Kern, 1995; Lam, 2000; Mark Warschauer, 1996,
2000).

In his review of recent research on technology-enhanced language learning, Zhao
(2005) found that most studies conducted in the past were about a single technology
rather than about systematic integration of technologies. Although it is important for
scholars to focus on certain technology and media in order to collect extensive data and
form a deep argument, the broad picture of overall environments is equally essential.
Therefore, from a more holistic perspective, previous research suggests that a study that
shows learners’ use of a variety of environments and language input sources is needed
and is worthwhile.

From the literature review, the challenge is how to address these four major

shortfalls from the research in the field. We need a qualitative study, which offers an in-
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depth data focuses on individual learners’ out-of-class English language learning
activities in terms of individual differences and identity, rich description of the learners’
backgrounds, interaction they participate in, and social contexts in which they participate
in the EFL context. This present study aims to explore how Thai EFL learners engage in
out-of-class English activities to enhance their English learning opportunity using the
case study with participant observation approach, interview, and other data collection
techniques to obtain the information from and understand the relation among different
angles including out-of-class English activities, individual learners, as well as other
variables such as social norms, culture, and society. The research design including the
description of context, participants, instruments and data analysis will be provided in
chapter 2.

In this section, I reviewed some significant studies in the field of out-of-class
language learning. It provided background on what have been done, what is missing from
those works, and how my study is in needed. Since the study focuses on Thai EFL
learners’ English language engagement outside classroom behaviors, the Thailand
context as well as education system in Thailand definitely play an important role in many
research process including research design, data collection, data analysis, and discussion
of the findings. Therefore, I see it is necessary to provide background on English
education in Thailand as well as out-of-class language learning in Thailand up front in the

next section.
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English Education in Thailand

In Thailand, Thai language is the only national and official language whereas
English language has been accepted as the most important foreign language. English is
used in education and as a lingua franca for international relations and business. In
Thailand, the government, education and legal system have been influenced by England.
Thus, Engiish language in the government related artifacts, such as street signs, posters
and announcements in the sky train and underground train, and government documents, is
in British style. Many other media are in American English or Australian English. We did
not have a Thai way of spelling English as many other countries like Malaysia or
Singapore do. Moreover, it is a required subject for the National Entrance Examination to
attend universities. In the business sector, English is the most commonly used second
language. English is also the second most commonly used language in the media, after
Thai (Wongsothorn et al., 1996, as cited in Baker, 2008). Many government publications
appear in both Thai and English and English is generally provided alongside Thai in the
majority of public signs. Nowadays, two national English language newspapers, a
number of local publications, including English language transmitted via assorted media
(e.g., television and radio) are widely available to public (Baker, 2008; Foley, 2005).
Hence, in the Thai society, English has been regarded as a prestige tool for higher
education and for a better profession. However, English is not the language of
communication among Thai people outside the classroom (Prapaisit, 2003). In reality,
English is used only by certain groups of people who have to communicate with

foreigners in major cities.
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According to many scholars who have reviewed the history of English language
teaching in Thailand (for instance, Baker, 2008; Foley, 2005; Prapaisit, 2003;
Wongsothorn, Hiranburana, & Chinnawongs, 2002), English language teaching has a
very long history in Thailand. It began in 1800s when English was taught in the palace to
royal family only. In 1921, English became a compulsory subject for students after grade
4. In 1996, the Ministry of Education launched a new policy and made English a
compulsory subject starting from grade one depending upon the readiness of the school.
The goals of learning were emphasized on student’s autonomy with the development of
students’ language proficiency including communication skills, knowledge acquisition,
language culture, and English for specific purposes such as academic and future career.
However, the assessment of the 1996 policy showed that the majority of students failed to
achieve that prescribed goal, probably due to the learning situation that does not
encourage communicative language teaching (Markmee and Taylor, 2001, as cited in
Wongsothomn et al., 2002). Hence, the Ministry of Education launched the National
Education Reform Act (NEA) 1999 which emphasizes life-long learning for self and
social development through cognitive, emotional, affective, moral, ethical and cultural
growth. The NEA requires educational institution to develop syllabi and learning content
in order to enable Thai students to continually learn English from primary to secondary
school (Wongsothorn, 2000, as cited in Wongsothorn et al., 2002). Consequently, the
desired curriculum aimed to be continuity, unity, emphasis on knowledge integrated with
ethics, universality with global and local concerns, flexibility and standards used to allow

learners to graduate.
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To enhance learning and teaching, the 1999 NEA offered more latitude for
academic institutions to administer time allocation, instructional materials, teaching and
assessment approaches. Thus, English teachers will be able to patronize a learner-
centered environment that suit to the needs of community. Moreover, the new NEA
placed considerable emphasis on life-long education. The curriculum was designed to
provide core guidelines taking into consideration the local community problems and
needs (Foley, 2005). The students’ performance will be assessed from various sources
including project work, group participation, and traditional paper-and-pencil tests. For
each level, the standards for English language achievement at the end of each semester
have been formulated in association with time allocation, strategy, and contents. Syllabus
design follows -the strands of “Four C’s” for implementation and evaluation
(Wongsothorn et al., 2002). They are: (a) Communication, focus on listening/speaking;
(b) Culture, knowledge of and sensitivity to others; (c) Connections, links to other subject
content; and (d) Community, project work and application outside the classroom.

By shifting from rote memorization and grammar emphasis to learner-centered
environment, the NEA 1999 attempts to enhance learner autonomy but only a few
successful evidences of communicative and learner-centered approach were observed by
Prapaisit de Segovia & Hardison (2008). Major possible causes of this failure are for
example, teacher’s lack of English proficiency, teaching methodology, lack of teaching
material, and learners’ lack of interest (Baker, 2008; Foley, 2005; Prapaisit de Segovia &
Hardison, 2008; Prapaisit, 2003). Another factor which probably contributed to this
failure is there was no exposure to English as Thai was used almost 80-90% of the time

in the classroom (Foley, 2005).
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In an attempt to reform English curricula in Thai tertiary institutions, the new
policy on English instruction of liberal education year 2000 mandated (at least) twelve
credits instead of six credits in each of the followings: English, general English and
English for academic or specific purposes, as required earlier. Similarly, the higher-level
education fostered independent work, autonomous learning, and applications of
innovations and new technology in ELT. Hence, the first English curriculum is now

implemented in all public and private Thai universities.

Out-of-Class Language Learning in Thailand

According to the NEA 1999, the Ministry of Education expects the increase of
autonomy, life-long learning, and self-access learning in Thai learners. After the NEA,
some scholars started to pay more attention on these topics in Thailand context. There are
collections of literature and studies which focused on long-distance learning and non-
formal education. Very little literature highlights learner autonomy and/or language
learning strategies. For example, Vanijdee (2003) studied the quality and level of learner
autonomy of 391 university learners across Thailand who were registering for a
Foundation English course in distance learning program. In the same study, Vanijdee,
moreover, interviewed and studied eight learners using Think Aloud verbal protocol to
examine learners’ language strategies. She found that that Thai distance language learners
showed varying degrees of learner autonomy. She concluded that learner’s autonomy is
based on qualities which are part of the learner’s personality such as initiative and
creative use of strategies. Examples of qualities reported in this study were self-

management and self-monitoring (Vanijdee).
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Another example is Wongthon & Sriwanthana’s (2007) study of the local three-
wheel taxi drivers on the English educational needs to communicate with tourist
passenger. This research addressed problems and recommendations to improve tourism
industry. One recommendation is to put emphasis on life-long learning and out-of-class
learning where learners could both learn and work at the same time.

From the review, I found only a few studies on English language learning outside
the classroom in Thailand context. Within this small list, most of them were studies
which either focused on one medium or activity or used quantitative method. There has,
as yet, been no ethnographic research on learner’s English language learning through out-
of-class English activities in Thailand which is the focus of this present study. As a
consequence, my qualitative case study approach study which focuses on out-of-class
English activity engagement of Thai learners will contribute to English learning and

teaching in Thailand.

Summary

The review of the literature provided an overview of the significant theories,
research, and background information that are vital to understanding the nature of
English language learning through out-of-class English activities in Thailand context. In
the first section, I gave an overview examination of the learner autonomy and its relation
to out-of-class learning. In the second section, I reviewed studies on out-of-class
language learning such as out-of-class activities, learning strategies, and learners’
achievement improvement with out-of-class language learning. In the last section, I

provided the background information about English language teaching and learning in
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Thailand, the education reform, problems Thailand is facing with, and the current English
curriculum that the participants are taking. In addition, I reviewed studies I found among
the very few studies related to this field which conducted in Thailand.

Through the review of the literature, it is apparent that learners’ out-of-class
language learning activities is complex. Furthermore, considering the review of the
literature, shortfalls of previous research, and my own experience as an EFL learner,
teacher, and teacher trainer, I saw a situation that the Thai EFL learners might experience
in accordance with the availability of English language environment outside of the
classroom. Given that language environments are so important for language learning and
the fact that the Thai NEA is promoting autonomy through non-formal and informal
education, the challenge is how to promote L2 learners’ exposure to these out-of-class
English language activities. In order to obtain a more complete picture of EFL learners’
out-of-class English language learning activities, this study needed to develop a
comprehensive methodology and extensive analysis. The next section describes how this

dissertation is organized and the outline of the chapters.

Organization and Overview of Forthcoming Chapters

This dissertation consists of five chapters. This first chapter serves two purposes.
First, it broadly signals the parameters of this study by identifying problems and gaps,
stating research questions, and defining several crucial terms and concepts. Moreover, it

presented the pertinent literature that encompasses the theories and research related to
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out-of-class language learning activities as well as the English language teaching and
learning in Thailand.

The following chapter (chapter 2) is dedicated to a detailed description of the
methodological approach employed in this study. I begin by describing the rationale for
choosing the ethnographic multiple case studies approach along with the participant
observation and interview for data collection. Four phases of data collection and data
analysis process are described in detail. Furthermore, I discuss the role of researcher and
validity issue of the study, in which I elaborate on my role as a researcher and English
teacher as well as my relationship with the participants. This chapter ends with the
limitation of this study.

In chapter 3, I discuss the finding in terms of description of my four participants:
Opal, Benya, Malee, and Namtip. This chapter is devoted to creating individual portraits
and rich accounts of each of these EFL learners and her out-of-class English activities
engagement habitude. It starts by an overview of out-of-class English activities that all
participants’ recorded they did daily. Organizing into each participant one by one, I, then,
describe participants’ English learning background, characteristics, and findings,
perspectives, as well as issues which emerged, particularly from the out-of-class activities
they engaged in over the data collection period. This chapter paves the way for reader to
have better portraits of these out-of-class English learning activities that are further
examined and illustrated in chapter 4 to 6, the cross case analysis chapter.

In chapter 4, 5, and 6, I present the cross case analysis. I organized the emerged
themes according to my three research questions. I explored the salient patterns in terms

of similarities and differences between the participants regarding their experience and
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their perception in English activities. The findings helped us better understand of their
engagement in out-of-school activities. Chapter 4 responses the first research question,
“How do the participants perceive out-of-class English activities in local environments?”
In this chapter I focus first on the out-of-class English activities and accesses that are
available for the participants. Second I look at the perceived access in out-of-class
English artifacts. Third, I analyze the categories of affordance of the perceived out-of-
class English artifacts. Chapter 5 discusses the second research question, “How do the
participants engage in out-of-class English activities in local environments?” It includes
the analysis of out-of-class English activities that the participants engaged in and the time
they spent in those activities. I address four natures of the participants’ engagement in
out-of-class English activities. Lastly, in chapter 6, I answer my last research question,
“What perspective do the participants have on out-of-class English activities? What
factors affect their participation in such activities?” Here, I categorized common areas of
development based on the participants’ perception, after engaging in out-of-class English
activities as well as factors that affect learner’s participation in out-of-class English
activities, including internal and external factors.

Finally, in chapter 7, I discuss major threads of argument from the previous
chapters of results by giving my reflection on these issues. I draw out implication aiming
to illustrate how to assist learners’ out-of-class English activities engagement by
implementing out-of-class English activities into English lesson and curriculum. I also
address the tension between the advantages and disadvantages of out-of-class English

activities. Lastly, this chapter ends with the conclusion of this study.
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CHAPTER 2

METHODOLOGY

In this chapter, I supply information about the research methodology on which
this research is based. To understand not only English activities that the participants
engaged in outside school but also the context in which all activities took place, I
employed an ethnographic multiple case study approach. In this case study, I tried to
answer an overarching question how Thai EFL students engage in out-of-class English
activities. To answer this question, the following three research questions were
contributive for data collection and analysis.

1. How do the participants perceive access and availability of out-of-class

English activities in local environments?

2. How do the participants ehgage in out-of-class English activities in local

environments?

3. What perspective do the participants have on out-of-class English activities?

What factors affect their participation in such activities?
Given these primary guiding research questions, as well as the purposes of the study, a
case study approach represented an especially appropriate means of obtaining data. Thus,
in this chapter, I discuss research design, the rationale for employing such an approach,
tools, and research method. I organized this chapter into seven sections. The first section
is the research methodology, including rationale for adopting this research approach for
the study. After I report on my pilot study, I discuss my research site, participants and the

participant selection. Then, I introduce my data collection process, which is comprised of
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three phases, followed by the data analysis process. I address the issue of researcher’s
role and validity of the study. I end this chapter with the discussion of some limitations of

this study.

Research Methodology

A main purpose of the study was to investigate Thai EFL students’ out-of-class
English activities based on an insight into the nature of their out-of-class routine
activities. The methodology framework was designed to focus on the individual level of
out-of-class English activity engagement. In a quantitative approach, direct access to
interesting data and participant’s information would be superficial; hence, this method
would not provide the solid response to this research goal. In contrast, a qualitative
methodology requires the researcher to interact with the targeted participant in a
naturalistic setting during data collection; thus, detailed information about participants
can be unveiled and described. Therefore, I adopted a qualitative case study approach for
this study.

Qualitative case studies are based on interpretation of multiple sources of
evidence to disclose a circumstance of interest on a particular phenomenon. Relevant
sources of information used in this type of study include demographic, social, and
personal attitudes. This information inquiry process, so-called “thick-description,” in turn
provides an in-depth description of the event, the characteristics of an individual, and the

setting, for example (Geertz, 1973). Therefore, one strength of a qualitative case study is
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the potential it provides for the researcher to understand details of the case’s in-depth
phenomenon in a particular context.

Moreover, Merriam (1998) summarized the strength of qualitative case study
approaches as particularistic, descriptive, and heuristic. Applying Merriam’s view of
qualitative case studies to my study, first it is particularistic as it aimed at circumstances
of interest of one particular phenomenon which was a group of students and their
behavior in contact with English activities in the outside the classroom context. The study
was incorporated with rich information of the cases, which Geertz (1973) called thick
description, included a “complete, literal description” of the cases under study (Merriam,
1998, p. 30). Lastly, because the research finding drawn from the researcher’s
experience, is usually more solid and specific to its context, which in turn allows readers
to be able to interpret the study using their own judgment and experiences.

When the case is unique or typical, the single-case study is used to test theory.
However, in my study, the focus is to look into participant’s activities and their English
learning/practicing behaviors through out-of-class English activities, both of which are
more descriptive and interpretive. In addition, the analysis is conducted by comparing
each participant’s out-of-class English activity engagements. Hence, I used multiple cases
in order to “understand complex social phenomena” (Yin, 1994, p. 3), to capture
variations of circumstances of interest, and to embrace variations across the cases.
Similarly, Merriam (1998) and Miles & Huberman (1994) supported the strength of
multiple cases approach in terms of precision, validity, and stability.

In this study, I collected the majority of data from interview, observation, and

document analysis. Hence, an ethnographic approach, which is appropriate for examining
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activities and events, was adopted as a tool to exhaustively illustrate students’ activities
of interest. This ethnographic approach can provide a thick description which supplies
“insight into cultural patterns” (Athanases & Heath, 1995, p. 263). I employ several
ethnographic techniques for both data collection/interpretation (Merriam, 1998) and
thickly descriptive recorded data (Geertz, 1973) from a weekly basis over thirteen-week
of observation period. To ensure validity, I applied a triangulation technique which is
recommended to ensure research credibility (Lincoln & Guba, 1985) such as
observations, interviews, weekly reflection journals, and daily activity diaries.
Furthermore, other artifacts (e.g., MSN IM history chat log, e-mails, magazines, and
newspapers) were complied as existing information for data analysis. Moreover, since a
qualitative case study approach focuses thoroughly on the specificity of context,
particularities and systematization, generalization of the result may not be soundly made

(Johnson, 1992; Stake, 2000).

Pilot Study

During November 25, 2006 to January 20, 2007, I conducted a pilot study for this
research project. I aimed to investigate how Thai learners of EFL engaged in English
activities outside classrooms. I also intended to explore sources of language input and/or
language environments, in which learners participated and threats to the use of those
language sources. I selected two out of 36 third-year female English major students in the
Faculty of Education, Chulalongkorn University (CU). I participant observed them

outside the classroom for five weeks (December 18, 2006 to January 12, 2007) with 21
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observation field notes and countless informal talks. I also performed semi-formal and
semi-structured face-to-face 30-40 minute interview with them individually twice, in the
middle and at the end of the study. The data were coded using the ATLAS.ti° program.

The pilot study found that both participants realized the benefits of out-of-class
English activities and therefore engaged in several activities in their everyday lives.
Moreover, both participants spent a large amount of their free time with English
activities, especially watching movies, singing songs both at home privately and at the
karaoke, as well as doing activities through the Internet such as surfing websites and e-
mailing. I, furthermore, found that regardless of time spent, both participants showed
similar trends in English environment usage. For instance, most out-of-class activities
they participated in had music and computer Internet embedded in them. Moreover, they
did not use most free accesses available for them from the university such as reading or
borrowing books from the university libraries, joining student English clubs, and talking
with their American professors outside the class. In addition, some factors that affected
their participation in out-of-class English activities besides their personalities and laziness
were lack of time, lack of support from teachers, family, and friends, and lack of access
to English activities.

The pilot study benefited me in conducting this research in many ways besides
helping me become more familiar with the topic, research site, and samples. First, it
allowed me to see the weaknesses of the study, especially with the subject selection

method. In the pilot study, I only focused on selecting the participants who spent the most

3 ATLAS i is a qualitative research coding computer program which provides multiple tools that help the
user locate, code, analyze, keep track of memos and notes, and visualize the complex relations between
materials.
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time on out-of-class English activities. This measurement might not be reasonable since
the amount of time spent depends on the nature of the activity. For example, students
usually spent 90 minutes watching a movie in the theater; however, they spent only 5
minutes on reading a movie poster. Thus, based on the mistake I made in the pilot study, I
improved the subject selection for this study by combining both students’ amount of time
spent in all activities and amount spent on different types of activities. Second, the pilot
study helped me improve the quality of all forms and documents that were used to gather
data from the participants, such as the survey questionnaire, reflection journal guideline,
and daily activity diary form. The directions of questionnaire and reflection journal
guideline were revised to enhance understanding and to make them easier to follow.
Third, it gave me a valuable opportunity to perform research methodology and practice
skills needed in doing some research such as participant observing, field note taking,
interviewing, coding data, and analyzing data, all of which cannot be completely taught
from reading textbooks or attending classes. Fourth, the pilot study helped me shape
interview questions and guide the observation focus. As a more experienced participant
observer, I was able to stay focused on the participant and event, as well as to perceive,
notice, and aggregate data in more detail. Finally and most importantly, it enabled me to
foresee the problems which might occur while I was in the field and allow me to solve
them reasonably. Therefore, this pilot study allowed me to conduct a better dissertation
research in terms of research design, research plan, and research methodology as well as

problem-solving skills.

36




Research Site and Participants

Research Site

This study was conducted at the Faculty of Education, Chulalongkorn University
(CU) in Bangkok, Thailand. Besides that I am Thai, I chose to study EFL students in
Thailand because it is a developing country where English is used as a foreign language.
Although the primary language used in Thailand is Thai, nowadays, there are multiple
sources of English input, media, and technology available for Thai people to access.
Besides English learning in school, which is compulsory, students can learn English from
environments either through (a) self-inquiry (for example, textbooks, movies, and
Internet) or (b) day-to-day life (for example, advertisement signs and traffic signs).
Unlike ESL students in English, speaking countries, EFL students in Thailand are not
forced to use English. Thus, the action of learning must come from the individual.

I selected the Faculty of Education, CU because in the English education program
curriculum, students will learn about English content, activities, and plausible teaching
materials, as well as techniques and ways to help children practice and learn English.
Based on this curriculum, English education students should have a fair amount of
English language background and be able to realize what some good English learning
environments are so that they can either use those environments to enhance their English
skills or recommend those sources to their students. Besides, CU is one of the biggest and
most renowned universities in Thailand; thus, students in this university should have

excellent academic skills. Moreover, the university itself owns abundant resources for
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English language learning such as good libraries, computer technology systems, and
student clubs.

Another major reason why I picked students in education at CU is my personal
familiarity with the site. The Faculty of Education, CU is not only my Alma Mater, but I
am also a faculty member there. Having taught English and English teaching
methodology there over 3 years, I am familiar with the place, environment, many classes,
and the curriculum. Moreover, it also enabled me to access the participants and facilities
required for the research such as a private room for the interviews. Through the contacts
between my colleagues and me, I could manage to recruit third and fourth year students
in English major to fill out the survey questionnaire before I arrived the research site.
This was very helpful since I could start my study faster and be able to observe the
participants both before the semester ended and during their summer break. Furthermore,
as an insider who both graduated from the same program like the participants and taught
there, I have an advantage in understanding and sharing feelings of the participants to

some extent besides sharing same language and culture.

Participants

Stake (2000) mentioned that in case study research, “nothing is more important
than making a proper selection of cases.... [A good] choice would be to examine that
case from which we feel we can learn the most. That may mean taking the one most
accessible, the one we can spend the most time with” (p. 446). Keeping Stake’s comment

in mind, I designed participant selection with the criteria necessary to obtain the maximal
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data. Hence, I did not attempt to select participants randomly from a given population.

Testing for the students’ level of proficiency did not form part of the procedure either.

The four focal participants were purposefully selected from a total of 60 survey

questionnaires which were given out to third- and fourth-year English major

undergraduate level female students in the Faculty of Education, CU, age between 21-24

years old. Out of 44 returned questionnaires, two questionnaires are incomplete; thus, the

remaining 42 were then used for participant selection.

Survey Questionnaire

The survey questionnaire in this study is a 12-page-long set of English language

questions mostly in closed question format. It is comprised of four parts:

1.

Personal background: age, family, residence area, and means of transportation
to school;

Educational background: National Entrance Examination English test score,
current majors, current GPA, and self-evaluation of English skills;
Out-of-class English activities information: types of out-of-class English
activities, length of participation time, reasons for participating, and most
useful English activities, and factors that affect their participation;

Attitude towards English (adapted from Attitude/Motivation Test Battery:

International AMTB Research Project, Gardner, 2004).

Parts of the questionnaire are from my pilot study with some revisions according to some

problems with participants’ understanding of directions and questions which occurred in

the pilot study, especially in the environment usage and attitude part.
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Participant Selection

The selection of the participants for this pilot study was “purposive.” I selected
the focal participants based on their answers to the survey questionnaire in (a) the out-of-
class English environments usage part, and (b) the attitudes towards English language
part. The participants were students who had positive attitudes towards English language
and actively participated in out-of-class English activities. The reason for choosing
participants who had positive attitudes towards English language is based on the
recommendation from past research works. For example, Gardner (1982) and Crookes
and Schmidt (1989 as cited in Ellis, 1994) agreed that students’ attitude is one of the key
factors which will lead to their motivation to learn and both learning attitude and
motivation affect learners’ learning (Démyei, 1998; Ellis, 1993, 1994; Gan et al., 2004;
Sanz, 2005). The reason for limiting participants to those who are actively involved in
out-of-class English environments links to the goal of the study and the research
questions. This study aimed to understand how Thai EFL students engage in English
activities outside of school. Therefore, the participants should be those who have already
experienced and are involved in these out-of-class activities. In this way, I hoped to gain
an understanding of the various types of environments and activities that the participants

engage in order to better understand and answer the research questions.

The questionnaires were coded and tallied using the spss* program. Only two

parts of the questionnaire were calculated for the participant selection: students’ out-of-

4 SPSS is a statistical analysis computer program which lets the user code, calculate statistics, analyze
statistic elements, as well as create statistical output including graphs, tables, and figures.
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class English activities involvement habitual and students’ attitude towards English
language learning, referred to from now on as activity scores and attitude scores,
respectively. The activity scores were calculated from two sources of data: (a) time: the
amount of time students participated in out-of-class English activities which were in 5-
score rank form, (b) type: number of out-of-class English activities participated out of 11
types listed. The average of the activity scores was 20.23 with 23 out of 42 students
(N=44, 2 missing) scoring higher than mean. Next, the attitude scores from 48
questions/statements were calculated following AMTB manual. Out of 42 students, 24
students scored higher than mean (M=165.12). Combining results from both activity
scores and attitude scores, 15 students met the criteria of scoring higher than the mean in
both categories. (See Appendix A for Table A | showing the score of each part for these
15 potential participants.) At first, I aimed at having five participants. I contacted these
five students in the order of their activity scores and briefly explained about the research
scope and arranged the time for the first meeting. Out of the five participants, one
student, Malee, was my participant from my pilot study.

This study first began with five participants. However, I chose to present stories
of only four participants and drop one case (Kulda). The major reason for doing so was
because of an insufficiency of both observation data and interview data. I was not able to
observe her as much as half of what I did with the other cases. Moreover, I only had a
chance to interview her once (not including the familiarization meeting before the
observation period). These were due to her tight schedule with a part time job as an
English tutor as well as her feelings of discomfort about allowing me to observe her at

home. After reviewing all sources of data gathered from this participant, I decided to omit
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this case and focus on only the remaining four participants in depth. For the sake of this

paper, I will only mention the remaining four participants from now on. All names of the

four participants given are pseudonyms which correspond to the first letter of their Thai

nicknames. Table 1 briefly describes the four focal participants: Opal, Benya, Malee, and

Namtip.

Table 1

Participants’ General Background Information as of Year 2008

Opal Benya Malee Namtip
Age 22 21 23 21
Academic Year 4" year 3" year 4" year 3" year
Majors Eng. - Eng. Eng. - Thai Eng. - Thai Eng. - Eng.
Current GPA 3.0-3.49 3.5-4.0 3.5-4.0 3.5-4.0
First studied
English
in school 5% grade 1* grade 1* grade 5% grade

Northern area North-eastern

Hometown Bangkok province Bangkok area province

Two participants, Opal and Namtip, lived in the university dormitory which was about 5

minutes walk to the Faculty of Education. Benya lived in an apartment near the university

which was around 15 minutes walk. Lastly, Malee lived with her family in a house which

is far away (seven miles from CU) which takes about 30-90 minutes commuting to school

depended on the traffic. (See Figure A1 in Appendix B for the map of participants’

residences.)
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English Education Program, Faculty of Education, Chulalongkorn University

In the secondary level, English education program at the Faculty of Education,
CU, leamners have to take many English courses (major courses and/or minor courses)
besides the twelve credits of the English foundation courses required by the university.
The twelve credits are divided into (1) six credits of two core courses (Foundation
English I and II) and (2) six credits of selective courses from the English language
courses such as Spoken Communication, English for Arts and Entertainment, Skills in
English for Graduates, and English for Future Careers. The Faculty of Education requires
learners in the secondary school teaching program to complete 74 credits for specialties
(37 credits each of the two majors). Learners can choose to major two fields in English,
French, German, Thai, Educational Technology, and Psychology Counseling, etc.

Benya and Malee both have English and Thai majors. In English major program,
Benya and Malee have to take 26 credits of core courses and 11 credits of elective
courses. Some English major core courses are such as Trend of British Literature, Trend
of American Literature, English Phonetics for Teachers, English Grammar for Teachers,
English Expository Writing Study, and Skills in Writing English Test. Some elective
courses are English Oral Communication, Composition-Précis and Letter Writing,
English Critical Reading, Speech Improvement, and Translation: Thai-English.

While Benya and Malee are in English and Thai majors program, Opal and
Namtip major in English and (Advanced) English major or English double major with the
30 credits of core courses and 24 credits of elective courses. Opal, Namtip, and other
leaners in English double major have to take 24 credit of the core courses extra than

other English major learners, for example, Mechanics of English Poetry, English Report
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Writing, Introduction to English Plays, English for Cross-Cultural Communication, and
Advanced English Expository Writing. They have choice of 13 credits of elective courses
such as Argumentation, Journal and Periodical Reading, and English Critical Reading.

From the English education program requirement, the participants certainly have
more opportunities for English learning in formal classroom setting than learners in other
majors. Therefore, they may have better English proficiency, language learning
strategies, and chances to meet and to talk to English Native speaker professors.

Moreo ver, they may be more likely to have positive attitude towards English language
and have more motivation in English learning and practicing. These factors ensure that
the participants have sufficient language background to engage in many out-of-class

English activities on their everyday basis.

Data Collection and Procedures

Overview

To gain thick description of the participants’ habits regarding of out-of-class
English activities involvement, in this study, I followed Lincoln and Guba’s (1985) use of
multiple data sources to enhance the credibility of findings. With a triangulation
technique, the researcher is able to test assertions on the whole set of data for
Corroboration or negation (Lincoln and Guba). Four primary data sources used in this
Study were participant observation field notes, interviews, students’ daily activity diaries,
and students’ self reflection journal to ensure that I would be able to capture the data

Within every angle. Other secondary sources included messages from e-mail and MSN
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IM, samples from Internet websites, and other related artifacts such as students’ reading
samples (newspapers, and magazines) video games, and students’ writing samples from
classes. The data collection lasted approximately 33 weeks from February 14, 2008 to

October 3, 2008. In the next few sections, I describe the ways in which I collected the

data, which was divided into three phases.

Phase 1: Sample Familiarization and Research Boundary Designation

After the focal participants were selected, I made contact and met with them
indivicdually to explain about the study, its goals, its procedures, their rights as a research
participant, and the consent form. Then, I had an informal interview with them
individually. The interview was conducted in Thai and the goals were to get to know the
participant and for us to be familiar with each other. The interview questions included
general questions such as education background, hobbies, and family members; routine;
their preferred time to be observed; and their comfort zone as far as being observed at
home or with friends. At this phase, I also asked the participants to complete two
instruments: the daily activity diary and the reflection journal. With diaries and journals, I
would be able to see some interesting aspects of students that are sometimes inaccessible
by other data collection techniques (Hyland, 2004). These personal documents, according

to Bogdan & Biklen (1998), are the narrative that represents a person’s actions, beliefs, as

well as experience, and thus are reliable source of data.
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Daily Activity Diary

The daily activity diary was intentionally designed to capture other activities
which participants did within each day. It was used in the pilot study and was very useful

and informative. It asks participants to estimate the number of hours spent each day on a
wide range of English activities they did outside of school and other details about those
activities such as place that the activities occurred, and person with whom they did the
activities. Participants were asked to complete this daily activity diary every day or as
often as they possibly could do and submit to me once every two weeks. The total return
forms were 246 activity diaries.

One major advantage of this instrument is that it is in open-ended form, which
allows students to fill in any activity that they possibly think they participated in with no
restriction on any particular English activity. Moreover, this anecdotal source provided
further information that was not seen by the research observations, such as activities
before going to bed. This data source was triangulated with interview data as well as the
reflection journal. (See Figure A3 in Appendix C for the sample of the daily activity
diary.) Regardless of specific directions about language the participants should use in this
instrument, all of them used a mixture of English and Thai language. Besides proper
English names such as movie name and restaurant name, they used English language
mainly with many words borrowed from English, for example, ‘TV’, ‘e-mail’, ‘MSN’,

‘Internet’, ‘[Inter]net’, ‘menu’, and ‘DVD’.

46




Reflection Journal

Reflection journal was a one- or two-page-long free-writing journal, which I

asked the participants to write once a week either in Thai or in English. This self-
reflection essay was another way for me to get into the participants’ heads and know
what they think regarding their English activities. In the self-reflection, participants could
write anything about the English activities that they did and anything that related to them.
I also provided some topics as guidelines in case they did not know what to write about.
The writings were in different forms: some were in hand written form and some were in
compuater typed file. Only Namtip wrote all journals in English. The rest of the
participants wrote in Thai with only a few in English. An example of a participant’s self
reflection journal is in Appendix D.

Although I asked the participants to write reflection journal at least once every
week, some participants did not do so. As a voluntary assignment, some participants
wrote more than others. Two participants (Benya and Malee) still wrote thejoumals (two
or three journals a month until the end of September 2008) and submitted to me via e-
mail attachment although the data collection period ended on May 22, 2008. Moreover,
Namtip lost her last three journals due to the problem with her computer and computer

virus. In total, I have 52 journals (47 journals from this study and five journals from

Malee from my pilot study).

Phase 2: Observation and Interview

After the first phase, I was more familiar with the participants. I started phase 2,

Which included observation and interview. This phase lasted about 13 weeks from
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February 25, 2008 to May 22, 2008 including two major procedures: observation and

interview.

Paprticipant Observation

Observation is a key role in an ethnographic research method. Denzin & Lincoln

(2000) said that an important way to get data about the community is by entering into that
community and looking into the situation. I employed the participant observation strategy
because I wished to gain a close and intimate familiarity with participants in their natural
environment. This method helped me understand the daily activity of participants through
analysis and interpretation of contextual behavior. Moreover, according to deMunck &
Sobo (1998), participant observation also enables researcher to access the “backstage
culture” (p.43) and to view “behaviors, intentions, situations, and events as understood by
one’s informants” in unplanned event. Unlike other methods such as survey, the
participant observation allows me to evidence the participants’ actual behaviors as well as
what happened, how, and why with regard to an English activity in an out-of-class
context. This information might be different from what the participants believed they
Were doing or claimed happened as found through other research methods. That is
because, through participant observation, I have a distinctive chance to “perceive reality
from the viewpoint of someone “inside” the case study rather than external to it” (Yin,
1994, 1 83).

My observation had two objectives. One was to investigate the participants’
English learning/practicing behaviors using English environments and their interactions

With available English environments surrounding them. The other was to construct “hard
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evidence,” that would ensure consistency and validity (Adler & Adler, 1994), by
combining the data with other evidence: interviews and other documents.
I acted as both observer (that is photographer and note taker) and participant (by
constantly responding in the conversation and/or asking students questions as they
worked). From my experience in participant observation of students during my pilot
study, I realized the importance of gaining their trust and comfort having me following
them and doing activities with them. I kept my participant role in trying to blend in as a
part of the participants’ social group or as an older ‘friend’. The first observation was a
little tense. I speculated that they felt awkward having a teacher follow them and do all
activities with them all day. DeMunck & Sobo (1998) recommended that, “only through
hanging out do a majority of villagers get an opportunity to watch, meet, and get to know
you outside your ‘professional’ role” (p.41). To develop relationships through hanging
out, three steps are moving from formal position, changing from intruder to welcoming,
and becoming intimate (DeMunck & Sobo). Therefore, I tried to the create atmosphere
and reinforce the participants’ impression that, rather than being observer and observed,
We were hanging out together. Through the hang out process, I hoped to be able to move
from being a stranger who is in the group to learn about the participants to beginning an
aCquaintance person to the participants and finally to being an intimate to them (deMunck
& Soby, 1998). Furthermore, I attempted to change their perspective on me as a teacher
by trying to be like them more. I changed my dressing style, conversation topic,
discourse, and mannerisms to fit each participant.
The next observations were much better. I developed and gained participants’

trust, rapport, and friendship as time went by. They noticeably were themselves and
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became more relaxed, happy, and comfortable with my presence; so did their friends and
family with less concern in having me as a teacher around them. Some participants felt
more open to me than others. Some of them treated me as their big sister or friend and
talked to me about many things not only about my study and English language learning,
but also their secret admirer, their boyfriend, and their fight with other friends. However,
I tried to balance my participant role with the observer role by not making significant
decision, preference, and comment on their behalf, not leading them to accomplish
English language tasks, and not interfering with their behavior, ideas, and decisions.
Within 13 weeks of observation period, I was able to observe the participants both
during the last week of class and during their summer break. Many observations occurred
both at home environments and other places. Usually both the participants and sometimes
other people determined my presence in any event to ensure their comfortable feeling and
their voluntarily. I focused my observation on getting descriptive data about how the
participants engaged in out-of-class English activities as well as the factors that affect the
involvement in those environments. I primarily paid attention to the participants’

behaviors while doing English activities both intentionally and unintentionally.

Field notes. The main purpose of keeping field notes was for me to record and to
document my observations, descriptions, reflections, and feelings during the participant
Observation period. Bogdan & Biklen (1998) mentioned that the field notes are the
Wl‘iting in which the researcher records ideas, reflections, strategies, and hunches of what
he/she hears, sees, thinks, and experiences while in the field. I originally took notes by

hand while I was in the field with the participants. I made attempts to do my brush up
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field notes in my computer in more detail based on my hand-written field notes within the
same day or the day following the observation so that the data would not fade away.
My field notes included two types of materials, following Bogdan & Biklen’s

(1998) suggestion: descriptive data and reflective data. I attempted to be as descriptive as
possible and present what I observed in detail without any evaluation. I included
participants’ portraits (e.g., appearance, dress, and gestures), physical setting,
participants’ behaviors as well as other present people, dialog or conversation, and my
behavior. My field notes reflective data were usually shorter than the descriptive data.
They contained my (positive and negative) feelings, ideas, assumption, as well as
problems occurring during the observation. Moreover, this section also served as a note
to myself where I made comments on and evaluated the participants, the study, and

myself. I had the total of 81 field notes (69 field notes from this study and 12 from my

pilot study).

Interviews

I conducted three semi-formal and semi-structured face-to-face interviews with
€ach participant prior to, during, and after the observation period. I attempted to set up a
ﬁ'iendly interview atmosphere, so that participants felt comfortable answering the
questions, yet it was not too informal that the participants did not pay attention. The
interviews were cautiously developed by considering research scope based on
Participant’s observation, field note, and reflection journals. The 40- to 60-minute
interviews were arranged on the basis of participants’ availability. I conducted all

interviews in Thai language to ensure that there was no language problem hindering the
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interview. The participants, moreover, would feel more comfortable, be able to

communicate their ideas more precisely and clearly, and tend to share their insight,
experience, and opinion using Thai language with me who shared the same native
language. Furthermore, some topics of the interview were their opinion on English
activities and English learning they perform/engage in during their free time, so the
participants felt easy and.relax talking and sharing their experience and idea openly
especially with their native language. Additionally, I found that rapport was developed

very easily after we had met many times and spent time together during the observations.

Interviewing. In the first interview, I had two goals. My first goal was to explain
and to answer some questions they might have about the research procedure as well as to
let them sign the observation and interview consent form. My second and more important
goal was to get to know the participants as much as possible, especially information
about their background, their family, their perceptions of English and English learning,
and their routine. It was our first face-to-face meeting to most participants except for
Malee whom I have known from my pilot study since 2006. They consented to audio
record our conversation. My first interview was with Benya. Following Bogdan & Biklen
(1998), I began the interview with small talk in order to develop familiarity. During the
interview, I noticed that Benya felt nervous when talking to me. She spoke softly with
Very short answers, twisted her hands, and shook her leg. I tried to change the topic and
talk about other topics which were more general such as her favorite food, television
Shows, and the shopping centers around CU area. That helped a little; yet, I still felt that
she was feeling tense. After the interview, I tried to evaluate the interview and myself as

an interviewer by recalling what had happened during the interview, what were some
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problems and what might cause those problems. I speculated that her nervousness and

tenseness might be due to her reticent character, our unfamiliarity with each other, or our
student-teacher social hierarchy. However, whatever the reason for this problem might
be, 1knew that it was important that I develop rapport and gain the students’ trust
(Lincoln & Guba, 1985) as soon as I possibly could.

I tried to minimize the tension from student-teacher social hierarchy and to create
a friendlier interview space by interviewing the second participant in a quiet coffee shop
near the university instead of my office at the Faculty of Education as I did with Benya.
We had coffee while interviewing. The interview went better in terms of the participant’s
anxiety. On the one hand, with the informal and food involved setting, the conversation
went smoothly and was friendly. It was like as if we were chitchatting during the coffee
hour; therefore, I accomplished my goal in gaining her trust and familiarity. On the other
hand, the open setting of the coffee shop made the participant’s utterance more difficult
to hear in the recorder. Furthermore, the participant was distracted more easily by some
people walking by. I solved these problems by having the participants wear the clip-on
Mmicrophone and seating them facing the wall.

Lesson learned from the first interview taught me to take account of students’
feelings and for out-of-class English activities and their perceptions on learning through
those activities. The review of field notes and reflection journals gave me findings from
Previous observation and shaped follow-up questions that sometimes required adjustment
Or modification. This process helped me validate data and their interpretations to ensure

Teliability of the research.
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Transcribing the interviews. As earlier mentioned earlier, I audio-recorded all

interviews. Since the interviews were conducted in Thai, I needed to both transcribe them
and translate them into English language. I found that these processes were time-
consuming and labor-intensive. Since this study is not aimed at examining the language
element or discourse analysis, the exact utterance word by word of the participants was
not of much concern. I was interested in the participants’ ideas, opinions, reflections, and
experience stories on and about out-of-class English activities, their perception of those
activities, and their English learning during their free time. I, therefore, decided to
transcribe and translate based on the main point that the participants gave and not using
verbatim transcript and translation method. In doing so, I attempted to keep the original
message as much as possible.

Before I started to transcribe and translate the interview, I listened to the whole
interview record at least once before and several times during the process. I found that the
translation part was much more difficult than the transcribing. With the big difference in
grammar structure of Thai language and English language and with the informal style of
the conversations during the interview, I found it was easier to combine two or three short
Sentences (usually phrases or cut-off clauses) in Thai and translate them into one solid
Complete English sentence. I tried my best and made every effort to keep the original
Mmessage and meaning from the participants when I transcribed and translated the
interviews.

When I incorporated the participants’ utterances into the text, I enclosed short
Utterances (less than 40 words) were enclosed within double quotation marks (“...”) and

Presented long utterances were presented in block format without the quotation marks.
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The italic text in single quotation signs5 (°...”) indicates English word(s), phrase(s), or
sentence(s) in original utterance or writing or reading. Thai people borrow many English

9 ¢

words and mix them with Thai language such as “computer,” “TV,” “shampoo,” and “e-
mail.” These borrowed words are pronounced with Thai accent, with the tone but without
stress, and sometimes are shortened, e.g. the word “Internet” is pronounced as “Internet”
and/or “net” or the word “e-mail” is pronounced “e-mail” and/or “mail.” The participants
borrowed many English words when speaking or writing Thai especially during the
interviews. I tried to keep the sense of how the participants used English language in their
everyday life including in their speech as much as possible. Therefore, I maintained every
English word(s), phrase(s), or sentence(s) which the participants used (when they heard,
spoke, saw or read, and wrote) with italic text in the single quotation marks. The square
brackets ([...]) were used when I added letter(s), word(s), or phrase(s) for the
grammatical and interpretable purposes. For instance, when the participant said in Thai
“Nu Len Net Muey Khuen Ka” (meaning “I used the Internet last night™), I translated and
Wwrote in this paper as “I used the ‘/Inter/net’ last night.” The participant actually
Pronounced the word “net” which is the short version of the word “Internet” that many
Thai people used. Among Thai people, we know that the pronunciation of “net” which
Stands for “Internet”. Therefore, [Inter] was added for readers’ clarification. Another
€xample is “I learned English from ‘TV", ‘com/[puter]’, ‘e-mail’, and books the most,”
said the participant. This sentence was spoken in Thai; however, she borrowed English
Words (i.e. “TV,” “com,” and “e-mail”) and pronounced them with Thai accent. When I

quoted this sentence, I put “TV,” “com,” and “e-mail” in the single quotation to signal

S
The single quotation marks are not used as the typical English linguistic or grammatical convention.
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that these words were spoken in English. The word “computer” was spoken as “com”
which was the short version of “computer” for many Thais. The “[puter]” was added to
the word “com” that the participant pronounced to be meaningful for the readers.
After I finished translated the transcripts all interviews, they were returned to the
participants for “member check” (Lincoln & Guba, 1985) before being analyzed as data.
The “member check” process helped increase “trustworthiness” in this study (Lincoln &

Guba) as it allowed participants the opportunity to verify the interpretations, translations,

and transcriptions.

Phase 3: Follow up Interview Electronically

After I returned to the States, I still kept in touch with the participants through e-
mail and MSN Instant Messenger. This phase lasted till October 3, 2008 (the last
reflection journal was received on this day). I e-mailed them asking some questions that
emerged after I transcribed the interviews and reread the field notes. Two participants
still kept their self-reflection journals, though they only wrote one or two journals a
month, and sent them to me as an e-mail attachment. Some of the participants e-mailed
e, telling about their lives during the school year and activities they did in general.
These data were very valuable in terms of counter-balancing the missing data from the
fielq, correcting my misunderstanding that I had from the field, clarifying the interviews,

and reaffirming my understanding of their behavior and thought.
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Data Analysis

Data analysis is an on-going process occurring simultaneously with data
collection. Given the nature of my research which focused on participant observation, I
was portraying participants’ involvement of out-of-class English activities. I also
organized my data according to my research questions. From my experience working on
the study, I found that data analysis processes in qualitative research often intertwined
with the data collection process. Therefore, these two processes sometimes occurred
simultaneously. For example, while I was working on transcribe and translate an
interview, I started to analyze it, write some memos and notes about the idea and points
that I questioned and noticed.

Throughout the analysis process, I followed the procedures of data analysis
described in Emerson, Fretz, & Shaw (1996), Bogdan & Biklen (1998), Miles and
Huberman (1994). First, I read collected data—field notes, interview transcriptions and
other documents—as a data set. Second, I asked questions of collected data and began the
open-coding process for constructing analytic codes and categories of participated
environments, with particular regard to some salient details such as: pattern, how, when,
where, and for what purposes. After selecting themes from the open codes, I developed
the coding system from the repeated behaviors, words, phrases, and ways of thinking that
displayed distinctive patterns after reviewing the field notes and interview transcriptions
many times. In addition, I wrote the initial memos to connect evidence found to
theoretical ground. Based on integrative memos, some assertions about relationships
between students’ participation in English environments outside school should be

captured and formed. I looked for the emerging themes or patterns which help identify
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specific focal students and environments. I attempted to find evidence to confirm and
disprove tentative claims arose in the memos in the earlier stage.

I prioritized my data sources into two levels: primary data (i.e. the observation
field notes and interviews) and secondary data (i.e. reflection journals, dairy activity
diaries, questionnaires, and other sources of data). I coded the observation field notes and
interview transcripts by phrases, paragraphs, and whole sections using the ATLAS.ti
program. I used the same coding system and coding categories for all secondary data. The
reflection journals along with other data, such as MSN IM history chat logs, e-mails, and
journals from Hi5 webpage, were kept in original language and coded by ATLAS.ti
program. I did not attempted to translate these secondary data into English before coding
(except for the daily activity diaries) because of the large amount of data and for the sake
of time. Since two participants had done their dairy activity diaries in English language in
the MS Excel program, I decided to translate and encrypted the other two participants’
activities diaries into the same form and coded them using MS Excel program.

With the emergence of new themes on the new set of data, the data analysis
process was reactivated and run repeatedly. The original data and preliminary output
were reevaluated and compared to the most recent data. If a common pattern was found,
the newly found theme was combined into the existing theme. Otherwise, a label of new
theme was attached to the most recently found theme. Consequently, initial codes and
categories were continually modified to accommodate more information from analysis of
field notes and transcripts. By sifting through the data, I traced the salient characteristics

of each participant, including factors influencing their participation and perception. Since
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I was open to possible emerging themes and patterns, I was able to classify and group

theme findings among participants in terms of similarities and differences.

Role of Researcher and Validity

Role of Researcher

The issue of my role as researcher received considerable attention since it shifted
to include a researcher, an English instructor, a counselor, and even an elder sister. To
achieve the goals of this study, I had to carefully balance these roles by considering each
role’s prudent conduct. As a researcher, my main duty was to accrue and augment
knowledge of out-of-class activities. In the role of an English instructor, I examined
students’ academic practice and contributed back to them. My role as a counselor or older
sister enabled me to develop close relationship with participants and thus, they tended to
be more open to sharing personal issues in the interview and informal conversation.
Although I had planned my participant observer role, I was still faced with several

challenging issues worth discussing. .

Negotiation between Researcher’s Background and Observations

Being an alumnus of Faculty of Education at CU, in addition to being a Thai
person, I have both advantages and disadvantages in sharing the participants’
experiences, feelings, and thoughts while observing them. Geertz (1973) stated that

“anthropologists don’t study villages...; they study in villages” (p. 22). These shared

experiences and culture between the participants and me led me to easily become part of
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their community. They not only helped me understand the participants better but also
benefited me in gaining trust from the participants and their friends as we have common
ground.

My personal background influenced both my interaction with and interpretation of
the participants. In my first meeting with Opal, my personal background and social norms
led me to have a presupposition and prejudice about Opal’s provocative dress style. I
even thought about changing the participant since she seemed to have no interest in
academics and I could have a hard time rely on her cooperation. After carefully reading
my field note, I realized that I unfairly judged her based on my own experience and
belief. Therefore, I started to look at her in a truthful way. Surprisingly, I found out that
she was one of the most reliable and responsible participants. This lesson taught me to be

careful and did not let my personal background overpower my researcher role.

Negotiation between Participant and Observer

Being a participant observer is not easy. Bogdan & Biklen (1998) advised new
researchers to balance their roles as participants and as observers when doing the
participant observation research. They suggested that too much participation could be
disadvantage as the researchers will blend in and will influence the subjects’ original
intentions. Moreover, it is likely that I would fail to capture many details while
observing, as I would treat things as normal occurrences and disregard them as important.
At the same time, too much observation could sometimes not obtain thorough

information that existed within participants’ group but hardly to be noticed from distant

observer.
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Although Bogdan & Biklen recommended that researchers have to find the
appropriate level of participation and observation while doing the research, I occasionally
found myself becoming oversocialized and thus sometimes lost my critical perspective
among the participants and their friends. For example, I found myself not paying enough
attention to detail when I went to a pub with Namtip and her friends and thus not able to
write an extensive field note. After finishing writing the field note, I evaluated and
examined what went wrong with my observation. I speculated that it might be because I
over-participated with Namtip and her friends. I admitted I had a great time and forgot
that I was there as the observer. It was not until the last half an hour that I realized that I
had not taken any note at all. Thus, I started to control, recollected myself, and assumed
my researcher role. Keeping Bogdan & Biklen (1998) in mind, every once in a while I
reexamined my participant observer role to determine whether I had became too native

and too close to the participants.

Negotiation among Several Roles

Since I assumed several roles while conducting this research, my main challenges
were to negotiate these roles according to the circumstances. As an English teacher, I
always wanted students to have the opportunities to learn and practice English as much as
possible. Occasionally, I wanted to help them solve language problems they were
struggling with as well as guide them to see and use some English activities which I
believed would be useful for them. For example, while Benya and I were walking in‘ the
MBK shopping center, we passed a warning sign. Benya did not pay any attention on the

sign at all. With my Ehg]ish instructor role, I guided her on how she could learn English
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from this wamning sign. As a consequence, Benya read the sign and became more aware
of all the signs and posters she saw the whole day I was with her.

Although it seems that I manipulated participants’ natural reaction to
environments, I treated this action as the strength of participant observation. First,
although one might consider this action as an intervention to Benya’s naturalistic
behavior in out-of-class English activities, she also benefited from my suggestion during
participant observation. Benya admitted later both in the MSN interview (on 10/02/08)
and in her reflection journal (B-Ref 17, 9/19/08) that my explicit guidance that day was
the key for her turning point starting to notice everything in the environment around her
which became one of the important topics in this study. Clearly, my action was to
promote the participant’s learning and encourage her to see learning opportunity, not to
hinder her learning/engagement in the out-of-class English activities. Second, with this
data collection method, I was able to balance my reciprocal relationships with my
participants. For instance, during participant observation of Benya, I performed my
instructor role by scaffolding her in how to learn English structure from the environment.
At the same time, as a researcher, I observed her reaction and was able to write rich and

thorough field notes.

Conclusion

In sum, I assumed several roles while doing the qualitative research with
participant observation method. I based my judgment on the participants’ benefits in
terms of their learning and their privacy. For instance, I mentioned some free out-of-class

English learning sources to the participants such as an Internet phone call program
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(Skype), Daily Xpress newspaper, Internet websites for ESL learning, and free download
dictionary program. Taking an English teacher role, I introduced resources to them and
they had latitude whether to exploit these sources. Serving in researcher role, I scrutinize
whether the participants engaged in and how they participated in any out-of-class English
activities as well as in those learning sources I introducing to them.

Stake (2000) stated, “qualitative researchers are guests in the private spaces of the
world” (p. 447). Hence, the observation would sometimes inadvertently trespass into
participant’s private lives. Therefore, since I served several roles in this study, I had to
firmly keep the collaborative relationship with my participant and most importantly, their
privacy and confidentiality was always reserved. Clearly, I made arrangements with my
participants on my presence and their names were changed to pseudonyms to conceal

their true identity.

Validity, Reliability, and Trustworthiness

In order to improve the quality of this qualitative study, attention has been given
to the validity and reliability of the findings. To ensure the validity, reliability, and
trustworthiness of the study, I employed many techniques and methods from Lincoln &
Guba (1985) and Merriam (1998): triangulation, member check, long-term observation,
and peer review.

First, I used triangulation, which is a process that can increase validity by using
multiple data sources to support the findings of the research. DeWalt & DeWalt (1998)
stated that “the goal for design of research using participant observation as a method is to

develop a holistic understanding of the phenomena under study that is as objective and
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accurate as possible given the limitations of the method” (p.92). Through observation, the
researcher can have an opportunity to see and to comprehend broader aspects of context
and phenomenon. Then, better inference on descriptive research questions or sounder
proof on hypotheses testing can be anticipated with confidence. In addition,
supplementary strategies such as data collection technique (e.g., interviewing, survey,
and questionnaires) and document analysis can be applied in conjunction with an
observation to enhance the validity of study. In this study, observation field notes were
triangulated with other sources of data included interviews, daily activity diaries,
reflection journals, and other artifacts.

Second, I used participant member checks with the interview transcripts. The
interview questions which were formed by the observation field notes acted as the
member check of my understanding and interpretation of the observation. The English
version interview transcripts were sent back to the participants for their member check,
moreover. In doing so, some made comments, elaborated on certain points, or corrected
my interpretations especially with the observation during the interview. In the process of
conducting member checks, I kept in mind that I should respect the participants’ voices.

Third, according to Lincoln & Guba (1985), prolonged engagement in observation
is one way to increase credibility of the study. I engaged in long-term study of the case
through participant observers, which is 13 weeks in the field and 33 weeks for total data
collection period. After spending time with the participants, they tended to open to me
and allow me to access their “internal” thought. This gives me better comprehension on

the influence of cultural knowledge and meaning on their actions.
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Finally, I attempted to submit early drafts of the research findings and data
analysis to peers for review and feedback. Lincoln & Guba (1985) defined peer
debriefing as “a process of exposing oneself to a disinterested peer in a manner
paralleling an analytic session and for the purpose of exploring aspects of the inquiry that
might otherwise remain only implicit within the inquirer’s mind” (p. 308). My research
peers were my research club comprised of four to six doctoral English/literacy education
students including me. In biweekly 2-hour meetings, this research club helped me not
only see different viewpoints, perceptions, interpretation, and analyses within the same
data set, but also confirmed my assumption and interpretation as well as identifying

relevant issues on data collection and data analysis.

Limitations

Some limitations of this study are discussed together with possible research
improvement. First, this study only focuses on the four-Thai female English education
major students in the Faculty of Education, CU in Bangkok. Hence, it was not rational to
generalize results of this study for larger populations such as Thailand population or even
the EFL students in other places outside Bangkok. Nevertheless, the results of this study
can still serve as springboard for further research. As Cohen (1998) stated in a review of
research methods:

Sometimes the data from semi-structured and unstructured instruments can be

used effectively to identify dimensions that can then be used profitably in

structured interviews or questionnaires. [Likewise,] it is difficult to generalize
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from a single case study, but when a series of them produces similar results with
respect to be or another dimension, then generalizations may begin to emerge

from the data. (pp. 28-29)

Moreover, all participants in the study have high English proficiency and are in
English major. On the one hand, this study explains the English activities that four
successful English leamners do routinely to enhance their opportunities to learn and
practice English outside of school. On the other hand, I could not attest to whether
participants used English environments because they were competent in English, or
whether having a habit of participating in English environments helped them gain
language proficiency.

Furthermore, this study emphasized the English environments that the participants
used outside school but did not examine participants’ academic English practices per se.
In fact, the study did not attempt to determine ways to build a bridge between English
proficiency or school English and English environment involvement outside school.
However, the knowledge gathered from this study could pave ways to connect in-school
English classes and usage of English environments outside of school.

Another limitation to this study relates to the questionnaire. First, the
questionnaire is in English language which might affect participants’ understanding of
questions. Howevgr, as the participants of this study are English major students, I believe
this issue does not affect the main findings from the questionnaire. Second, the |
questionnaire is mainly composed of ‘closed’ nature questions. For example, the list of
activities was fixed, although an open question was included to allow the participants to

add any activity not on the list. However, virtually all ignored that question with only two
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people filling it in. Nevertheless, the survey questionnaire was not the major source of
data in this study.
Lastly, many findings come from the analysis of self-reports. Cohen (1998) who
studied the strategies that students use for out-of-class activities pointed out that:
One of the main problems with oral interviews...is that much of the data
constitutes self-report or the learners’ generalized statements about their strategy
use. ... Once learners move away from instances of language learning or language
use behavior, they may also tend to become less accurate about their actual
strategy behavior. ... Learners may overestimate or underestimate the frequency
of use of certain strategies. They may also be unaware of when they are using a

given strategy, and even more importantly, how they are suing it. (p. 30)

The problem would arise when participants might provide information that they
feel comfortable to share or they think the researcher needs. In some cases, this
information might not reflect their true identity or opinions. However, if the researcher is
aware of this potential pitfall in a method, the problem could be accommodated and even
its negative effect minimized on the research outcome. Thus, though the self-report is
merely a part of the decision, Cohen (1998) believed that, for most learners, “items
referring to general behavior (i.e. ‘what you tend to do...”) may elicit learners’ beliefs
about what they do, rather than what they actually do” (p. 35, emphasis in original).
Although many of data collections in this study were in self-report form, data were
triangulated with the participant observation method which increases validity and

trustworthiness for the study.
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Summary

This Chapter outlined my research methodology conducted in this study. First, I
described the rationale for adopting qualitative multiple case study and ethnographic
approach in details. Then, pilot study, research site, and participants’ selection were
introduced to provide better portrait of this research. I, furthermore, provided the
sequence on data collection which included four phases followed by data analysis
process. Next, I discussed my major concerns about role of researcher and research
validity. Finally, I closed this chapter with the consideration of issues on some

methodological limitations.
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CHAPTER 3
FOUR CASES OF OUT-OF-CLASS ENGLISH LANGUAGE ACTIVITY IN

OUT-OF-CLASS ENVIRONMENTS

In this chapter, I provide descriptive data for my four participants. The data are
from participant observation, field notes, interviews, participants’ daily activities, and
reflection journals. I organize this chapter into six subsections. This first section serves as
an introduction to the rest of the chapter. It provides the chapter organization and the
rationale of my presentation of participant portraits. The next four sections which are the
heart of this chapter are the portrait of each participant. I decided to organize this chapter
around the participants individually.

Each portrait includes three major topics: (a) the background description of the
participant (e.g., general description, personality, English learning background, and
overview of everyday routines); (b) description of major out-of-class English activities
that the participant engaged in, how they participated in each activity, what they think
they learn from those activities, as well as their opinion on those activities; and (c) their
perspective on the out-of-class English activities. This chapter ends with a short summary
of the whole chapter.

Although many topics in each portrait overlap each other as the participants did

the same activities, I see it as an essential to portray this section case by case. First, after I
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observed each participant and closely read my field notes, intervie:ws,6 and their

reflection joumals,7 I realized that all the participants are different from one another. For
example, although the participants did the same activities, listened to the same songs, and
watched the same television program, they did the activities differently, their perspective
on the activities was different, and they had different purposes, approaches, and attitudes
in doing the same activities. (See Appendix F and Appendix G for the statistical data
calculated from the participants’ activity diaries.) Moreover, I wanted to keep the essence
of case study qualitative research approach which is central for this study by providing
thick description of each participant with an account of her personal, cultural, and social
background information. As a consequence, I present each participant’s case separately
with the goal of reporting the descriptive data as organic and contextualized as possible.
The following four sections are the portrait of my four participants: Opal, Benya, Malee,

and Namtip, respectively.

6 As mentioned in chapter 2, all interviews were conducted in Thai. The interview transcripts were
translated into English on the transcripts Italic and single quotation marks were used when the participants
spoke or wrote in English. The square brackets were used when letter(s), word(s), or phrase(s) were added
for the grammatical and interpretable purposes.

7 Participants wrote almost all of the reflection journals in Thai with some English words and phrases. Only
Namtip wrote all journals in English. Thai journals were translated from Thai to English with the same
system as the interview.
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Case 1: Opal

Description

Opal (pronounced O-Paw in Thai) was 22 years old. She was about 5.2 feet tall
and 115-120 Ib weigh with honey color skin. She had bangs with waist-length straight
black hair. She had big round eyes in a round-shaped face. She always dressed
provocatively. She usually wore a low neck-line short dress, big earrings, fashioned
necklace, and high-heeled sandals. She sometimes wore a fitted low-cut mini-T-shirt,
tight mini-shorts, a big flower and feather pin, big earrings, and high-heeled shoes. She
was a beauty-loving person who showed high interest in trendy fashion and her
appearance. Opal always wore a lot of makeup, thick foundation, pink brush-on, mascara,
pink lipstick and thick black eyeliner. She depicted herself as having strong feminine
styles and characteristics.

Opal was a friendly and chatty young woman who liked to talk about herself, her
life, her friends (especially male friends), and other general topics. Moreover, she was
frank, outspoken, and enjoys sharing her ideas, opinions, and feelings and was easy to
engage in conversation with. She was a self-confident and independent person who was
comfortable being in front of people and enjoys being impressive and receiving attention
from people. There were many times that she was not the center of attention, and she was
displeased. Being a goal-oriented person with determination and dedication, Opal had a
strong intention to advance her English-speaking skills and sought every possibility to
reach her goal. Opal had real interest in fashion and make up. She, moreover, liked

modern dancing such as hip-hop, funk, and modern jazz. She was in a dance group in the
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Faculty of Education and performed in many events. She took some dance classes and
practiced dancing with her dance peers after school.

Opal’s mother got divorced when Opal was very young. She lived with her
mother. She had two half-sisters (same mother but different father) both of whom were
married and lived with their family. Although both of her sisters were over ten years
older than Opal, she felt close to them very much. Opal’s home was in the suburb of
Bangkok which was quite far from the university; therefore, she decided to stay at the
university dormitory because of the convenience of the transportation. She had an
assigned roommate who was a fourth year student in the Faculty of Allied Health
Science.

The university female dormitory room was an extremely small room with a bunk
bed and a small built-in desk. Opal had to share bathrooms with her friends on the whole
floor. She complained about her dorm that it was so small, and it was too hot to stay in
the room all day because there is no air-conditioner but a ceiling fan. Therefore, she
barely stayed in her room during the day or during an exam period. Opal got along well
with her roommate, who was a fourth year student in the Faculty of Allied Health
Science. She confessed that she could not study in her room if her roommate was in the
room because she would not be able to concentrate.

Opal was now finishing her fourth year as an education major student in Faculty
of Education, CU. She had English and Advanced English majors. Next semester, she
would do the internship as an English student teacher in one of the public schools in
Bangkok as a practicum requirement of the program for one year before graduating.

Although Opal was an easy-going person, she did not have many close friends at school
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with whom she always hung out. She mentioned that it was because she liked to do things .

alone.

English Learning Experience

Opal first started to learn English at school when she was in the fifth grade.
However, it was not the first time that she spoke English. Opal narrated that she grew up
hearing English songs from the sixties and seventies such as “Beautiful Sunday” because
her mother was a singer in a band for a ballroom dancing club. Her mother and her sisters
usually practiced singing during their free time. When she was five years old, her mother
forced her to sing some English songs with her sister so that they could perform in some
events. She did not know any English and could not read any English at that time; so her
mother sounded out all English words into Thai spelling and let her sing along while
listening to the original version from the cassette tape.

Opal had been very much interested in English language since she started to learn
English, although she recalled that neither school nor family had seriously supported her
to study English. Her goal in learning English is to be able to use English efficiently and
fluently. She gave an opinion on her use of English language that “It seems that I don’t
use English because I just want to practice or learn English language itself. ... However, I
use English to achieve other things such as different culture, way of life, way of thinking,
and knowing people” (O-Interv 2, 4/9/08).

Opal explained to me that she had just started to work on her English seriously

during the last two years. When she first entered Faculty of Education and passed the
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English screening test for English majors, her speaking skills was poor. She narrated her

story in the interview:

One day when I was a second year student, my American professor met me at the
mall and asked me where I was going. I could not answer him. I said nothing but
‘Umm’ and ‘Err’. After that day, I was stressed out about my speaking
performance because at that time I was a second year English major student; yet I
could not speak English. I set a goal to myself, to be able to speak English. I
believed in myself that I can practice English by myself, in one way or another.
(O-Interv 2, 4/9/08)

From that day Opal aimed to improve her English-speaking performance. She thought
speaking skill was the first and most necessary skill for her as an English learner and as

an English teacher in her future.

Then, I started thinking about the way to help me reach my goal. I ‘google/d]’
hoping to find some articles for me to read some suggestions about language
learning. ... One day I came across one English learning ‘website’ which has the
‘chat room’ feature, so I signed up for the ‘chat room account’. ... I started to
‘chat’ in that chat room after that day. ... I had many friends from China and
Turkey, and I had a good time chatting with them. About a month later, I think, I
felt that my English was better. I felt more confident, so I started to chat with
people who were English native speakers such as ‘Australia’ and ‘[United States
of] America’ and who labeled themselves as ‘ESL’ instructor. ... At that time, my
only goal was to be able to speak. Learning English to me was to be able to
‘communicate’ fluently with people. This skill was much more important than
‘grammar’ or reading, I think. (O-Interv 2, 4/9/08)

Opal continued to use English and practice English by herself through many
English activities in her daily life such as online chatting and journal writing. The more
she used English, the more she felt comfortable in using English. At the time of this
study, Opal saw herself as being fluent in English speaking. She thought that her English
had improved very much, and she was now at the same level as some of her friends
whom she looked highly upon in terms of speaking proficiency when she first entered the

Faculty of Education. In the survey questionnaire, Opal rated herself 4 on the 5-score
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scale (1 is poor and § is excellent or very fluent) on all English skills, except for speaking

skill which was rated 5.

Overview of Opal’s Daily Routine and Out-of-class English Activities Involvement

Opal participated in many English activities outside the classroom. On most days,
she was involved in English language as much as Thai language. She considered herself a
person who used English and Thai language equally. She used Thai language with her
family, Thai friends, and in some other contexts, such as buying food. On the other hand,
she used English language talking and MSN Instant Messenger8 (IM) chatting with her
International friends as well as reading books and listening to music at the coffee shop.

She also saw herself as actively use English environments.

I think I am eager to use all environments that are in English whereas other people
are not enthusiastic in using them. I think I am not shy to try new things and to
learn and practice from new sources of knowledge. (O-Interv 2, 4/9/08)

If we compare the amount of English environments I use to the amount of
environments available, I think I use them a lot, and I am happy for the amount

that I use them in terms of time used and types of environments used. (O-Interv 3,
5/8/08)

On her free days, after getting up, Opal usually turned on the music, opened her

computer, and read news from Internet websites. She set her Internet home page to be

8 Instant Messenger (IM) is a type of synchronous chat or Internet Relay Chat which is a form of Internet-
based, real time text communication between users on the same system. Registered online users will
communicate through type text in real time with his/her simultaneous online partner. The MSN IM
(http://www.msn.conv) is a free download program which associated with MSN Hotmail e-mail account. It
is more private than the public chat room because only people who are in the user’ list will be able to IM
chat with him/her. Some features under this MSN IM program include the group chatting, conference
services (including voice and video), file transfer, web camera, and talking directly for free over the
Internet.
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Bangkok Post website (http://www.bangkokpost.com/) in order to force herself to read
news every day. Later, she might check her e-mail or IM chat with her friends depends on

whether or not there were any friends online at that moment. After that, she went down to
have brunch or lunch at the dormitory canteen. In the afternoon or evening, Opal
normally walked to the nearby shopping complex with her favorite book. There, she
usually window-shopped, went to the bookstore to get a free English newspaper (Daily
Xpress) and/or free bilingual magazine (BK or Guru), and read her books and the
newspaper at the coffee shop. Sometimes, she listened to the music from her cell phone
while reading. Opal usually spent 2-4 hours reading in the coffee shop. After dinner she
always stayed online waiting for her friends to MSN IM chat or talk through Skype9
program. Opal communicated (either IM chatted, e-mailed, or talked) at least with one
foreign friend within one day.

According to observation and the self-report daily activity diaries, Opal spent
most of her time using the Internet through MSN IM and Hi5 19 hetwork website, reading
books and free newspapers, as well as talking face-to-face or Internet phoning with her
visiting friends from Holland and Denmark. In the following section, I show how Opal

engaged in each out-of-class English activity and her perception of those activities.

? Skype program (http://www.skype.conv) is a software program that allows users to make telephone calls
from a computer to the telephone or cell phone and to call from one computer to another over the Internet.
The computer to computer call is free and unlimited time under the condition that both parties must
simultaneously be online and have registered account with the program.

1o HiS is a social network website. In Hi5 website (http://hiS.com/), members create a profile including
personal information such as interests, age, and pictures. Members can communicate to their friends by
posting both text and graphic message in others’ profile page. It is like a board where friends can stick the
post-it note to the profile page owner. The term “comment” becomes familiar known among Hi5 website
users. Others applications are such as photo album, slide show, songs, and gift sending.
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Doing Internet Activities

Opal did many activities through the Internet, especially text chatting through the
chat room and MSN IM as well as using the Hi5 network. Opal first participated in the
chat room when she was in her second year of Faculty of Education. She discovered one

public chat room from an Internet website (www.englishbaby.com) when she was

looking for the websites to help her improve her English speaking skill. On this English
learning website, there are different public chat rooms. Users needed to sign up for an
account in order to be able to access the chat room. As in many other chat rooms, a user
can make up his/her online name (i.e. screen name) and the users’ identities are
anonymous to the public.

According to the interview, Opal chatted with people in the chat rooms from this
English learning website. She made a lot of friends from China, Turkey, Australia,
Holland, and around the world. She realized that people joined this chat room for
different purposes, e.g., making friends, learning English, learning about a different
culture, doing business, and finding a date. Moreover, some of the people in that chat
room did not focus on practicing English, used bad language such as swear words all the
time, and were “dangerous.” Opal said, “Many times, especially in that public chat room,
some people tried to get some personal information from me, talked about a sexual topic,
and approach me to submit my picture in some suspicious websites. It’s ‘crazy’ and
‘scary ™ (O-Interv 2, 4/9/08). Therefore, she usually asked some chat room friends to
MSN IM chat with her, since she claimed that the MSN IM had better features and was

more private than the chat rooms in this English-learning website. Opal chose the MSN
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program because she had been using it though her hotmail e-mail account since she was
in high school.

Opal described herself as “a recovered ‘MSN [IM] addict’ person (O-Interv 2,
4/9/08).” She mentioned that she used to spend ten hours a day IM chatting with friends,
mainly with an Australian man name Mark (pseudonym) whom she knew from the
English-learning public chat room. Mark was an indirect inspiration for her to use MSN

IM two years ago.

Mark is very much crazy about me. ... We IM chatted every day. ... We IM
chatted about everything, what I did for the day, what I ate, and movies I liked,
etc. I also sent my writing assignment through the MSN IM and asked him to
proof read for me. He corrected my grammar and explained it through the MSN
IM. (O-Ref 2, 3/31/08)

Opal viewed MSN IM as a part of her routine life. She told me that once Opal told me
that once she turned on her computer and connected to the Internet, she stayed online on
MSN IM all the time until she went to bed. Nowadays, she stayed online 4-6 hours a day
IM chat with her three friends: Olin (Danish), Robert (Dutch), and Mark (Australian) (all
pseudonyms). “I would run to take a shower, talk on the phone, and came back to ‘chat’,”
explained Opal. Opal mentioned that currently she used MSN IM less than she did in the
past because of her busier semester and the technical problem with her computer. She
still IM chatted with or e-mailed Robert and Olin almost every day. Her MSN IM routine
had changed from staying online all day waiting for her friends to appear online to

making an appointment via e-mails with Robert and Olin for the time and day to appear

online on MSN IM.
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During IM chatting, I observed that Opal rarely opened the dictionary. If she

needed to do so, she would find some words in her Longman dictionary program installed

in her computer. She mentioned in the interview:

I tend to think that ‘MSN’ is more like a live chat. ‘MSN’ is like a ‘conversation’
but in written form whereas ‘e-mail’ is like letter writing but ‘informal’ style and
faster than mailing letter. ... I don’t use ‘karaoke Al language, and I don’t use

shorthand much. I will use it for only some words such as ‘thanx’, ‘tmrw’, and
‘btw’. (O-Interv 3, 5/8/09)

Opal told me in the interview that she did not use IM discourse including abbreviations,

shorthand, and emoticon much. However, from my observation, she used a lot of

emoticons such as © and ® as well as shorthand such as ‘pp’ for people, and ‘u’ for you

while IM chatting. She, furthermore, used a very informal MSN IM discourse style with

many punctuation marks such as exclamation points and question marks. She sometimes

did not capitalize at the beginning of the sentence and when using the pronoun “I”’. For

example, when Opal IM chatted in English with her English major female friend (AAA)

trying to set up the time to meet for her group work the next day (O-FN 16, 5/10/08,

English language and emphasis in original):

Opal:

AAA:

Opal:

AAA:

Opal:

AAA:
AAA:

‘What do you think? What time?
How about 10

10!!! (Surprised face emoticon) don 't know. too early......for me
111111

.......

Really? What time then?

How about noon? Then we have 3 hour to talk ‘coz i have to meet
BBB at 3. She wants me to go shopping with her.

Shopping again? !!!!!! (Surprised face emoticon)

noon is ok. I wanna see a movie See Prang. Did you see it?

11 ¥ araoke language in MSN IM is when the Thai words are spelled out into English letters according to
how they are pronounced in Thai language such as “Sa nook mai” for “Is it fun?”” Many times some Thai
IM users mix the karaoke style with English language, for example, “Have to go now. I Hew Kao mak
mak.” for “Have to go now. I am hungry very much.”
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Opal: Nope. wanna see it too. I will go with Robert on Friday.

AAA: Robert????? Who???? New guy? American?

Opal: Netherlands

AAA: Dark tall and handsome?

Opal: ha...ha...ha... White, short but veryyyyyy cute’. (Laughing face
emoticon)

Moreover, Opal sometimes smiled, laughed, and exclaimed in English such as ‘What?’,
‘Oh! No!’, and ‘Nice’ with the monitor while she was IM chatting with her friend. She
used MSN IM as her main activity and did some other activities as her minor activities
such as taking a shower, studying, doing homework, and eating.

During the interview, she discussed some features of the chat room and MSN IM
which both benefited and hindered her English language learning and practice. She
mentioned that chat room was her first choice as an out-of-class environment she would
like to use in order to improve her English-speaking skill. That is because first no one
knew who she was through the chat room because she could use a fake name while
chatting. “Therefore, I fell complete safe and would not feel embarrassed if she made
mistakes in grammar or spelling,” she said. Second, because the chat room and MSN IM
was text-based communication, Opal said she could proofread her sentence, erase any
misspelled word, or edit her sentence to be grammatical correct before sending it. Third,
unlike the face-to-face conversation that she had to respond immediately, she had some
time to open the dictionary if she did not know a word or to think about how to say the
sentence in English (O-Interv 2, 4/9/08).

However, Opal stressed that this anonymity feature of the chat room could cause
danger for the users if they did not use this environment warily. Opal added that MSN IM

was more private and thus safer because she could screen people she would IM chat to.
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She stopped talking to those people who sent her harassed chat conversations and only
IM chatted with people who were polite, she reported. In her opinion, chat room and
MSN IM was a double-edged sword. It was a useful English environment which helped
learners practice English language. On the other hand, it could harm learners who used it
obliviously.

Besides MSN IM and chat room, Opal also actively engaged in Hi5 network

website. She had her Hi5 profile page set up. She stated:

I use the ‘Hi5’ network website as a place to keep my photos and as a place that
my friends can come in and take a look at my photos. I started to work on my Hi5
‘profile’ page because I wanted to ‘impress’ a guy whom I liked a long time ago.
He is not Thai, of course. (Laugh) I made my ‘Hi5’ website just to ‘present’
myself in certain way and sent the link to him so that he could ‘browse’ my
pictures. ... It was the time that Hi5 network was really ‘boom’. Everybody had to
have a Hi5 page account. If not, you could be considered outdated. I was one who

followed the crowd. (O-Interv 3, 5/8/09)

On her Hi5 profile page, she wrote a long paragraph about herself: make up and her
favorite hobbies, books, and music. She had more than 150 pictures arranged into five
albums and seven slide shows. Moreover, she had a list of hyperlink songs under the
section ‘My Music Application’ where visitors could click and listen to those songs along
with the music video through the YouTube website which was embedded in the Hi5
website. However, she did not write any journal entries on her page.

Opal did not spend much time on the Hi5 website compared to what she did on
MSN IM. She checked her profile page once or twice a week to see if there was any new
comment for her. Not surprisingly, most of the comments sent to her were in Thai
language. Opal most of the time replied to the comments she received from friends with

short sentences, normally in Thai language. According to my observation, she sometimes
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wrote comments on her friends’ page in English or in Thai mixed with English. She used
English language with only some friends, especially when they sent her English
comments. Opal usually wrote informal short comments with abbreviations as ‘OMG’
(Oh my god), ‘BTW'’ (by the way), and ‘R U ok?’ (Are you okay?). Some of her

comments she sent to her friend are “ I’ve been very busy mag mag na ka. I think I'm

karaoke language ( ‘mag mag na ka’ means very much) and fast speech (‘wanna’) in her
comment.

The Internet is very important for Opal. Based on her normal routine, she did at
least one Internet activity a day, either IM chatting, e-mailing, visiting the Hi5 network
website, or using search engine (Google). During the observation period, there was a
week that her laptop was broken and she did not have a computer to use. She complained
with me about her “mysterious life” without her computer every time we met during that

week.

Reading Books and Magazines

Opal viewed reading as one of her hobbies. She did not intend to learn English or
know new vocabulary from reading. On the other hand, she found that she was happy
when reading; therefore, she read. In her opinion, reading books broadened her mind,
supplied her with new ideas, rationales, and different view points on something and made
her happy, in addition to practicing reading skill. A part of Opal’s routine was going to

the coffee shop to drink tea and read her favorite book and bilingual magazines.
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Opal read many English fiction books, especially those which were not too long
and were full of inspiration and unexpected turning points. She had read The alchemist: A
fable about following your dream, which she mentioned inspired her on how to conduct
life and continue to live meaningfully and encouraged her to have hope and self-
confidence. She was now reading Maximum ride: Saving the world and other extreme
sports , which is the third book out of four books in the series. Most of the time, Opal
chose to buy a book by its author, its received prize and award, and its cover design.

Opal usually went to the book stores which were in the shopping centers near her
dorm two or three times a week. Opal looked very happy when she was in the book
stores. When she first entered the book store, she walked directly to the cashier counter
and picked up a free English newspaper (Daily Xpress) and sometimes a free bilingual
magazine (BK, Guru, or Viva). After that she walked to the Best Seller shelf, then, New
Arrival shelf. She picked some books up and first looked at the front cover and then read
the synopsis on the back cover. Then, she opened and read the first three pages of the first
chapter. Opal explained “I wanted to see if the book is interesting, fun, and arouse me to
follow through the whole book.” Moreover, she said she normally bought pocket book
size with paperback type books because of their cheaper price (O-FN 7, 3/27/08). She
sometimes walked to the magazine shelf. She read some imported magazines about
fashion and celebrities. She normally spent an hour or an hour and a half in the book
stores just to browse around the books and magazines without buying anything. “I cannot
buy every book as I want to because I do not have that much money and I would not have
much time to read when school started,” Opal confessed (O-FN 7, 3/27/08). However,

she enjoyed reading the synopsis of each book so that she knew the short story of each
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book. She said she felt very knowledgeable when she could respond to her friends’
conversation about some books. She commented that she did not have to read every book
yet she felt good knowing a brief story about every book.

Her reading habit was obvious. Every time I saw Opal, she always had a book
with her in her big purse. If she did not know where to go or what to do during the day,
her first choice would be to go to the coffee shop and read. Many times, she switched
from reading her book to reading the free bilingual magazines and English newspapers
that were available at the coffee shop for a short while. Two free magazines that Opal
usually read at the coffee shop were Viva and BK both of which were English and Thai
bilingual magazines.

There was one time that Opal sat in the coffee shop and read for 5 hours. She told
me that she enjoyed the story of Maximum ride very much. In her opinion, a book is
another world that she would like to discover. I noticed that while reading, Opal never
opened the dictionary. Opal, moreover, did not read out loud or move her lips while she
read. She sometimes listened to the English music from her cell phone while reading. She
usually read during her free time and before going to bed for half an hour at least. I
observed Opal reacted to the book while reading. She smiled, frowned, sighed, and
moaned sometimes in English such as ‘Awe!’ and sometimes in Thai.

Reading books was the second activity that Opal did most often after MSN IM.
She explained that books were the most convenient English environment to use in her
case. That is because she could carry a book with her everywhere while she could not do
the same with her computer. Therefore, if she were out of her dorm room, the

environment she tended to use the most was books. However, English books were very
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expensive in her opinion. Opal did not borrow many books from the university library.

She mentioned that there were not a lot of books that she would like to read in the library.

Reading Newspapers

Opal read newspapers every day. She read both online newspapers and printed
newspapers. She set her Internet home page to the Bangkok Post website which was an
English language Thai newspaper. Therefore, every time she opened her Internet the first
page that appeared on the screen was this Bangkok Post website. Opal did not have
television at her dorm room. Hence, the only source through which she could update
herself on the current news was newspapers. Setting a home page to a newspaper website
forced her to at least scan through the headlines of different newspapers and maybe read
some news, in which she was interested. She did not read the hard copy of Bangkok Post
because it was expensive, and she would not read the whole paper, she said. Furthermore,
she told me that she had never bought printed English newspapers because they were two
or three time more expensive than Thai newspapers. She also found that the English
newspapers were most of the time too thick and that more than half of the paper that she
would not read such as “Business” and “Sports” section.

Daily Xpress was an English Thai newspaper which Opal read almost every day.
Opal got this free paper from the coffee shop, the sky train station, or the book store. She
usually read Daily Xpress at the coffee shop or at home. When she got the newspaper, she
first browsed through the whole paper, just flipped through the paper page by page. After
that she looked at the front page and “The City” section usually on page 1-7, where there

was local news, to see if there was any interesting news. She first read the headline, then
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the sub-headline. If she thought that the news was interesting from reading these two or
three sentences headlines, she would continue reading the whole news. If not, she would
skip and read another one. Opal quickly skimmed through international news section. She
paid attention on “What’s on/What’s up” section, which was a list of events such as art
exhibition and concert in Thailand. She also read comic page and movie review and
played Sudoku game.

Opal’s main purpose for reading newspapers was to update current news because
she had no television. She mentioned she knew that she had two options, to read Thai
papers or English papers, both of which she would accomplish her goal of knowing about
the news. When I asked her why she chose to read English newspaper instead of Thai
newspaper, she answered that one main reason she read Daily Xpress was because it was
free, and she could pick it up at the mall almost every day. “I didn’t read ‘Daily Xpress’
because I want to learn English or practice my reading skill. I read it because I want to
know the news and what’s going on,” Opal said that to me when I first saw her reading a
newspaper in the coffee shop. She added that, “‘Daily Xpress’is free’. ‘Free’is good.
What else is better than this? I got to know about news for free, and I can learn new
words and use English language as the extra profit” (O-FN 2, 3/10/08). While reading,
Opal did not run her finger across lines or open the dictionary or write any notes. I
noticed she never finished reading the whole paper. She never read the “Horoscope,”
“Business,” and “Sports” sections. She felt that the horoscope had too difficult
vocabulary that she would not understand. Moreover, she stated that she was not

interested in sports at all.
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Talking to Friends

Opal sometimes spoke English with some of her Thai friends from school who
were English majors, including Malee and Ohm. However, she did not speak English to
all her friends because she said some friends did not want to speak English with her. In
addition, Opal had many International friends. She had known most of them from the
chat room and MSN IM since two years ago. Opal mentioned three friends that she talked
to the most, Mark, Olin, and Robert, all of whom she stated she was special to or who
were special to her. I noticed she talked about these three people many times that we met,
especially Olin and Robert.

As mentioned earlier, Mark was an Australian man whom Opal met in the chat
room in the EnglishBaby website two years ago. After that, they became IM chat
partners. Opal told me that she talked to Mark every day both through MSN IM and
through telephone. “During those days, Mark called me almost every day, 3-5 times a

day. We were really close friends, even more than friends,” she said.

Mark is the person who helped me a lot with my English. My speaking skill is
considerably improved, part of it because of him. I practiced speaking with him
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