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ABSTRACT

This thesis adopted Mo’s (2020) system of teachers’ beliefs in teaching reading
skills for EFL tertiary students with the purpose of investigating teachers’ beliefs and
practices of using interactive activities (1As) in teaching reading skills to EFL tertiary
students in a Vietnamese teaching context. This study was carried out with three EFL
teachers from a local public university in the northern central region of Vietnam.

To seek for the answers to the research questions posed, the researcher gathered
data from three data collection instruments which formed a triangulation of this research
including in-depth interviews, classroom observations, and stimulated recall interviews.

It was shown in the findings of the study that EFL teachers perceived the use of
IAs in teaching reading subject through their beliefs of goals, beliefs of principles,
beliefs of contexts and beliefs of the teachers’ roles. In addition, the findings revealed
that the teacher participants used IAs in their reading classes in different ways. Most of
what they believed was consistent with the ways they acted in actual practices of
teaching the chosen subject. However, there still existed some inconsistencies due to the
impact of certain factors as addressed in the thesis.

This study, as the researcher’s intention, does not aim at giving any
generalization to the whole context of the EFL teaching and learning in Vietnam;
however, it is expected to depict the picture of EFL teaching in some similar Vietnamese
context. It is significant in helping Vietnamese EFL teachers have a deeper
understanding about foreign language teaching and learning in tertiary education at local
universities, which hopefully helps the policy makers have a better view on the whole
picture of teaching foreign languages in Vietnam. In addition, some implications for
whom the study may concern, and some recommendations for future research are also

presented.
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CHAPTER 1

INTRODUCTION

Serving as the introduction to the thesis, this chapter contains background of
the study, statement of the problem, research purposes, and research questions which
are in turn presented. An overview of the research significance and the structural
organization of the thesis are also addressed.

1.1. Background of the study

As a lecturer of English for nearly twenty years, | am personally aware that
English is by far regarded as the most dominant language of communication in the
trend of global integration. It is also the most popular language in schools, offices,
business, tourism, services, and so on. Responding to this international trend, English
Is introduced as a core foreign language (FL) subject by the Vietnamese Ministry of
Education and Training (MoET) from primary level of education with the aim of
providing students with enough knowledge to use this language for different
communication purposes; however, there exists a reality that in the FL context where
English is not commonly spoken in society, students are not sufficiently exposed to it
as a foreign language.

Despite the appearance of various teaching approaches, since the early 1970s
when English was popularly taught as a core subject among different foreign languages
in schools, the issue of classroom interaction has attracted the researchers’ attention
worldwide. Its main objective is to focus on the whole class interaction between teacher
and students, since “through interaction, students can increase their language store,
[...], and they can “use all they possess of the language [...] that they have learned or
casually absorbed in real-life exchange” (Brown, 2000, p. 165). Fostering students to
create an interactive language classroom has always been considered the target of
English language teaching for the fact that it can facilitate communication in a
classroom context, which may lead to the development of language competence
through face-to-face interaction (Long, 1996). Besides, classroom interaction has been
put in priority in language settings at different levels of education because it not only
provides collaborative contexts for language learning where learners can work with
language, receive feedback, and modify their language but also construct language
knowledge which peers (De Guerrero & Villamil, 2000; Ohta, 2001; Swain & Lapkin,
2013). These authors affirm that language learners construct their knowledge and

1



develop their target language through interaction with other related people in their
learning environment.

Educational studies in the field of classroom interaction (CI) including
interactive activities (1As) in FL classes have provided realistic viewpoints about how
IAs can be employed, and what benefits 1As bring to FL teaching and learning. Studies
in the field show that using IAs in language classrooms often helps teachers create a
successful and exciting environment for learning and allow teachers to tap into the
range of “multiple intelligences” as described by Howard Gardner (1983, cited in
Sipos, 2017, p. 74). In addition, since IAs serve important functions in facilitating the
learners’ involvement in the lesson, establishing and maintaining the social
relationships between teachers and learners in the classroom environment where the
learners can discuss, negotiate and express their ideas through the activities initiated
by the teachers are regarded as the central tool to facilitate, mediate and assist learning
(Poole, 2011). It is also noticeable that 1As are seen as a productive teaching technique
since they enable the learners to develop their command of the English language as
well as foster the effectiveness of English teaching and learning in a certain context
(Yu, 2009; Yusuf, 2011). These perspectives advocate the importance and necessary
of using IAs in a classroom environment for its significance to both teachers and
learners.

Reading, an important skill to be mastered in learning a language, is a core subject
in the EFL students’ learning program as it helps broaden their knowledge in other fields
and supports the other basic skills of English. This subject truly becomes a challenge for
many EFL students because it requires sufficient linguistic knowledge, appropriate reading
strategies and reading environment. However, despite this challenge, reading has by far been
regarded as one of the most commonly used skills at different levels of education and has
played an important role in enhancing students’ English ability as well as accessing
information (Monarisa & Suwarno, 2016). Furthermore, since it is considered a highly
effective means of extending our command of language, reading is of importance in every
language classroom, where language learning is the central purpose (Nutall, 1983, cited in
Monarisa & Suwarno, 2016). Students’ reading abilities largely depend on language
teachers’ instruction (Monarisa & Suwarno, 2016), and language teachers are encouraged
to use collaborative reading techniques to facilitate students’ reading skills (Yusuf, 2011).

As an EFL teacher who has been in charge of teaching reading subjects for EFL
tertiary students for a couple of years, the researcher is aware of the important roles of



reading skills in the English language and it is considered “a foundation” for ensuring
the FL learning process, and acquiring effective reading skills in English is one of the
most challenging activities (Huong. et al, 2021, p.84). It is no doubt that good reading
skills surely help students succeed in their learning process at school and in their lives
in general (Dechant, 1991, cited in Gamboa-Gonzélez, 2017, p. 160); however,
teaching EFL reading skills has not been an easy job for the fact that it requires teachers
to use different teaching strategies and activities to not only reach all students’
comprehension but make them become active readers as well (Pan & Wu, 2013).

1.2. Statement of the problem

Previous research has emphasized the importance of reading skills and the
effectiveness of interaction in EFL reading classes at the primary level (Miller, 2002; Y usuf,
2011), lower secondary and secondary level (Biswas, 2015; Suryati, 2015), and higher
education level (Gao, 2008; Rido et al. 2014; Rios-Revoredo, 2017). These studies reveal
that classroom interaction is seen as the key eclement to motivate the student’s active
participation in activities set by the teacher, and it is the teacher who makes influences on
the kind of interaction occurring in their own classrooms. This perspective is supported by
Luck and Lin (2017) asserting that interactions in FL classrooms are important social
activities for students to not only construct knowledge but also build confidence and identity
as competent language users. Through findings revealed by some researchers, an interactive
reading classroom has been proved to play a very important part in facilitating the students
in reading texts, as well as helping them understand the texts and deal with the tasks more
easily and effectively (Biswas, 2015; Rios-Revoredo, 2016).

In Vietnam, since the Vietnamese economic reform (called Doi Moi) in 1986, a
lot of changes have been made in every aspect of life. Thanks to the development of
the nation, an open-door policy was initiated, which created a crucial need for foreign
languages, especially English, the most popular language worldwide. Thus, English is
selected as one of the compulsory subjects for all levels, from primary schools to
universities in Vietnamese educational system and reading is taught as a basic practical
subject for every EFL student. Identified as the most important and dominant language
used in a large number of socio - economic sectors in Vietnam, English teaching and
learning has been put into consideration by the MOET. The National Foreign
Languages Project launched by the MoET has stressed the alarming necessity to
enhance the quality of language teaching and learning foreign languages, particularly
English to respond to the needs of students at all levels of education (MoET, 2008). In

the Vietnamese context of teaching reading, students had little exposure to strategies
3



to process information and found this skill to be the most difficult among the four
English language skills because teachers mainly base on traditional ways of teaching
to transmit knowledge (e.g., H. B. Nguyen, 2013; T. T. B. Nguyen & Nguyen, 2018;
N. T. Pham, 2010). One way to help students enhance their reading comprehension is
through interactive reading activities; however, this potential tool of English teaching
and learning still remains limited in tertiary contexts. In addition, little is known about
how teachers’ beliefs and practices of 1As as scaffolding strategies may help them to
facilitate students’ learning reading skills within the context of English teaching and
learning in Vietnam. The present study, therefore, expects to fill the gap of how
teachers’ beliefs and practices of using [As may facilitate EFL tertiary students’
learning of reading skills at a Vietnamese local university.

In addition, on searching related documents for the present study, the researcher
realized that the issues of CI in reading classes have been much concerned by different
researchers worldwide (Monarisa & Suwarno, 2016; Safriyani, 2017; Yusuf, 2011; Zhao
& Zhu, 2012). In the Vietnamese educational setting, a number of studies investigating
EFL reading such as reading strategies (Do Minh Hung & Nguyen Thi Phuong Thao,
2014; Nguyen Thi Ngoc Minh & Nguyen Thuy Nga, 2019; Huynh Van O, 2020; Nguyen
Thi Bich Thuy, 2018; Tran Thi Ngoc Yen (2018); teachers’ scaffolding in reading (Tran
Chau Ngoc & Nguyen Huan Buu, 2021). However, the studies on the employment of 1As
in EFL reading classes have not been thoroughly investigated yet, and it is particularly
new in the Vietnamese tertiary context. To the researcher’s knowledge, hardly any studies
relating to the field of 1As employed by EFL teachers in reading classes, especially the
teachers’ beliefs and practices of 1As employed in reading classes at the tertiary level in
the teaching context of Vietnam have been carried out, which leaves uncharted land for
researchers in Vietnam and others all over the world. Furthermore, since the empirical
studies on EFL teachers’ beliefs and practices of classroom interactions, especially 1As in
teaching reading in a certain Vietnamese context has been rather few, a real demand for a
scientific study of this matter conducted in a Vietnamese setting may be needed, the result
of which is expected to provide an insight into what English teachers’ cognition of IAs in
reading class.

Besides, the researcher’s experience as an EFL teacher at a local university in
Vietnam may be considered the personal and intrinsic motivation to conduct this study. To
the researcher’s beliefs, although a large number of policies or guidelines have been issued
to foster the quality of teaching and learning English to students at different levels of
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education, from elementary to tertiary levels, especially for those living in rural or remote
areas, the result seems not to be as high as expected. The researcher also agrees with Trinh
Thi Thu Hien and Mai Thi Loan (2018) stating that since English is taught and learned in a
non-native environment, students are not fully provided with conditions to better their
language levels. Besides, although the learner-centered approach has been encouraged to
apply in EFL language teaching, some teachers still keep following traditional ways of
teaching. Thus, it appears that having the entire classroom interactions in a creative and
friendly atmosphere which can motivate the learners’ interest, motives, and comprehensible
input becomes very significant for every teacher of English.

For the reasons above, the current study is carried out to investigate the topic of
interaction, the main focus is on the IAs in EFL reading classes in a local university. This
study is expected to address the issue by investigating how IAs are perceived and employed
by the teachers in reading classes so as to help students better at the subject. More
specifically, together with examining the teachers’ beliefs of 1As in teaching EFL reading
subjects, the researcher focuses on investigating the teachers’ actual practices and factors
that may affect their use of As in reading classes from the teacher participants’ viewpoints.
Grounding on the research findings, possible implications to improve the teaching of
reading subjects at the tertiary level in local universities and in EFL language teaching
context and the suggestions for bettering the teachers’ employment of IAs in reading classes
are also recommended and provided respectively.

1.3. Purposes of the study

The overall aim of this study is to investigate EFL teachers’ beliefs of 1As and
their application of IAs in reading classes at a local university in Vietnam and explore
the factors affecting the employment of 1As in reading lessons. More specifically, it
investigates the teachers’ beliefs about using IAs in their reading classes in order to
identify how they perceive the importance and benefits of IAs in improving the
students’ reading skills. Furthermore, it aims to identify the EFL teachers’ actual
teaching practice to understand whether what they perceive and what they really act in
their reading classes are compatible or incompatible.

In order to have a deep understanding of the congruence between teachers’
beliefs and practices in using IAs to make a collaborative classroom environment and
improve EFL students’ reading skills, the study explores the factors which may affect
the application of IAs to attract the students’ engagement and participation in reading

classes for the sake of addressing issues that may support or hinder the teachers’
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employment of IAs in teaching reading skills for EFL tertiary students. More
importantly, it aims to develop a thorough understanding of classroom interaction and
improve the quality of teaching and learning reading skills in an EFL environment with
IAs in the selected university as well as others with similar contexts.

1.4. Research questions

The study desires to seek answers to the following research questions:

1. What are EFL teachers’ beliefs in using interactive activities in EFL tertiary
reading classes?

2. How do EFL teachers’ beliefs correspond to their actual practice of using
interactive activities in EFL tertiary reading classes?

3. What factors do EFL teachers think may affect their employment of
interactive activities in EFL tertiary reading classes?

1.5. Scope of the study

Research on the field of CI in language teaching and learning is a broad field.
Within the scope of this qualitative case study, the researcher does not aim at covering
all types of CI that takes place in reading classes at different educational levels but
focuses on examining the teachers’ beliefs and practices as well as the factors that may
affect the relationship of teachers’ beliefs and practice in terms of teaching reading
subjects with 1As at a selected university in the central region of Vietnam.

The issue of using 1As in teaching reading skills to EFL students in the study
puts its focus on the teacher-student(s) verbal interaction instead of covering both
domains of classroom interaction (verbal and non-verbal). The interaction can be
between the teacher and an individual student, between the teacher with a small group
of students, or between the teacher and the whole class through a conversational
exchange. Regarding teacher’s beliefs, within the scope of this study, the notion of
teacher’s beliefs is used as a type of teacher’s cognition which means “what teachers
think, know and believe” (Borg. 2003, p.81). In terms of teachers’ practice, this study
mainly focuses on the investigation into how IAs are organized by the teachers in actual
EFL classrooms. More specifically, the study is only conducted at the tertiary level,
and merely in reading classes, not focusing on the IAs in any other basic skills of
English at lower levels of education in Vietnam. Although the results of the study are
not expected and intended for generalization, its findings are expected to be transferred
to other similar teaching contexts.



1.6. Significance of the research

The findings of the research might be beneficial and be able to contribute to the
improvement of the effective English teaching and learning process in theoretical,
pedagogical and practical aspects.

Theoretically, the study hopes to contribute to the appropriate literature on
teachers’ cognition of classroom interaction through the lens of sociocultural theory,
which can be employed to explain and interpret teachers’ beliefs of [As used in
teaching reading subjects. In addition, since a study of teachers’ cognition not only
“shapes what teachers do but also is in turn shaped by the experiences teachers
accumulate” (Borg, 2003, p. 95), the present study might be significant in providing
the researchers who desire to investigate deeply into the related issues as well as the
teachers who want to use IAs to teach reading subjects in practice with a broader view
of IAs and its use in EFL reading classes in the same context.

Pedagogically, the findings of the current research may provide implications for
teachers in managing and promoting IAs effectively in teaching reading classes. On one
hand, understanding teachers’ beliefs is important in the ELT context. It is even more
necessary to find out teachers’ beliefs of [As as they may indicate how teachers behave in
their actual reading classes with [As, and how teachers’ beliefs can influence their teaching
behaviors and actual teaching practices, as stated by Nguyen, N. T. (2014) that teachers’
beliefs influence instructional behaviors and actual teaching practices.

Practically, this research hopes to make a positive contribution to increasing the
quality of teaching English in reading classes by using IAs as a preferable technique.
More importantly, the findings from the data analysis are expected to be of great
significance in helping EFL teachers in the selected university and others in the similar
teaching context gain more experience in not only designing 1As but also scaffolding
their students in reading class in the most efficient ways. In addition, the findings are
desired to give valuable insight and useful evidence for the benefits of using IAs in
teaching reading subjects and can also be addressed as a potential topic for other
researchers who are interested in a similar field with respect to the improvement of
EFL teaching quality in the Vietnamese context.

1.7. Definitions of key terms

Following is the list of definitions of key terms used throughout the present

study. These key terms assist in framing the relevant issues in the deepest way. Some

other key terms are given when needed over the discourse of this chapter.
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Interaction: In this study, interaction is defined as social relationships formed
during collaboration in a classroom environment, devising a cognitively-working
space for knowledge construction by involved members.

Interactive describes direct two-way communication (i.e., face-to-face)
between the teacher and students or among students in reading classes.

Activity is defined as a task selected to achieve a particular teaching/ learning
goal (Richards & Rodgers, 2014, p. 161).

Interactive activity is a reciprocal one deliberately used by teachers in order to
scaffold and motivate students’ involvement, participation, and collaboration in the
process of learning reading subjects. In this study, interactive activities mean a set of
actions performed by students in EFL reading classes as a response to the different
types and degrees of scaffolding provided by teachers in reading classes.

Scaffolding: This study borrows and Schmidt’s (2012, p. 466) definition of
scaffolding. Then, it is defined as a teaching - learning strategy in which the teacher
and students engage in a collaborative problem-solving activity with the support and
guidance of the teacher to enable students to become increasingly independent. In other
words, scaffolding is the activities used by teachers to help students to become more
independent learners during reading lessons, i.e., to take on targeted tasks as much and
proactively as possible.

1.8. Organizational Structure of the Thesis

The thesis was structured into seven chapters.

Chapter 1 presents the introduction of research rationale, research questions,
scope and significance of the study.

Chapter 2 is the Literature Review which aims to review the relevant literature
to this study including some key points in Vygotsky’s SCT, the nature of reading in
EFL environment, teachers’ beliefs and practices in the investigated field, and the
related studies in the field to be investigated.

Chapter 3 focuses on Research Methodology where research approach and
design, research instruments, data collection procedures, data analysis methods and the
issues of validity and reliability are presented.

Chapter 4, 5 and 6 present major findings and discussion of research questions
with detailed discussion.

Chapter 7 is the Conclusion and Implication summarizing major findings,
stating pedagogical implications and limitations of the study, and recommending
avenues for future research.



CHAPTER 2
LITERATURE REVIEW

This chapter critically reviews relevant literature in order to provide a
foundation for the research questions that the present study is grounded on. Firstly, a
brief description of sociocultural perspectives in relation to social interaction in
English reading classes is stated. The issues relating to teachers’ beliefs, and teachers’
practices concerning teaching English reading subjects with IAs are justified. The
chapter also includes a review of related studies around the world and in the
Vietnamese teaching context, spotting the gaps in the relevant literature and the
theoretical framework navigating the present study. The final section summarizes what
has been previously discussed.

2.1 Vygotsky’s Sociocultural Theory (SCT)

2.1.1 Sociocultural in Language Teaching and Learning

Partially derived from the study of a Russian psychologist named Lev Vygotsky
(1978) and his colleagues, the sociocultural theory focuses on the cognitive cycles of
human beings which originate from two social levels: interpersonal level and
intrapersonal level. At the interpersonal (social) level, this theory views learning and
development as a process being embedded within social events and occurring as a
learner uses language to interact with other people, objects, and events in the
collaborative environment. At the intrapersonal (individual) level, learners also use
language as the key mediational tool to support the cognitive development inside their
minds to construct knowledge. Although these two levels are distinctive, they share a
common feature that at both social and individual levels, language plays a primary role
and is, thus, considered a powerful mediational tool. As a result, the sociocultural
perspective maintains the relationship between social interaction and language learning
through which the cognitive knowledge is co-constructed because the higher mental
functions like problem-solving, voluntary attention and logical memory are mediated
through the people’s interaction by the use of mediational tools (Lantolf & Thorne,
2006; Watanabe, 2014).

Grounding on the lens of SCT which emphasizes the importance of the
interpersonal (social) level in the process of cognitive growth, Roth (2000) confirms
that making sense of others and constructing knowledge on such a social level allow
learners to relate themselves to different circumstances. He also states that the roots of

individuals’ knowledge are found in their interactions with their surroundings and
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other people before their knowledge is internalized. The sociocultural view also shows
that language is not composed of internal structures located in the individual (Lantolf,
2000) but fundamentally social with linguistic resources in our everyday
communicative activities and practices (Wells, 1993), and classrooms are important
sociocultural contexts for the learners to conduct their learning. Le Pham Hoai Huong
(2003) describes SCT as a meaningful foundation for language learning and
development due to its notion that human activities take place in a cultural context, are
mediated by language and other symbol systems. These viewpoints support
Vygotsky’s (1978) theory stating that learning is a continual movement from the
current intellectual level to a higher level which more closely approximates the
learner's potential in a certain social and cultural environment.

SCT views social and cultural environment as the core or primary element for
the language learners to achieve cognition. Through their participation in interactional
activities with more capable members such as teachers and peers, learners acquire the
linguistic, sociocultural, and other knowledge and competencies considered essential
to full participation (Hall, 1995; Lantolf, 1995; Lantolf & Appel, 1994). That is to say,
the social environment is seen as the place where learners acquire their cognition, and
individual development cannot be achieved without its social context. In other words,
SCT states that “without social interaction with other more knowledgeable peers,
cognitive development will not occur” (Ghafar & Dehgan, 2013, p.68). Thus, the focus
of this theory is on the importance of language which implies that “participation in a
culturally organized activity is essential for learning to happen” (Lantolf & Thorne,
2006, p. 214). Among various key concepts suggested by SCT initiator and his
followers, zone of proximal development (ZPD) and scaffolding are the two most
relevant ones closely related to this current study.

2.1.2 Major tenets of Vygotsky’s sociocultural theory

Two major tenets which lay behind Vygotsky’s work in the SCT in learning are
Scaffolding and Zone of Proximal Development (ZPD). As described by SCT
perspectives, learners’ cognitive development is not an internal process. Instead, it
involves the interaction between teachers and students in the classroom context where
“all higher functions originate as actual relationships between individuals” (Vygotsky,
1978, p.157), which emphasizes the teacher's role in mediating and assisting the
learners’ learning and identifies individual learner’s current level of development as

well as provides them with opportunities to cross their ZPD. From the SCT perspective,
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learning is viewed not as “products and states” but as ‘“changes and processes”
(Schinke-Llano, 1995, cited in Vo Thi Khanh Linh, 2020). These “changes and
processes” occur in the interaction learning context of the language learners in their
ZPD through mutual scaffolding.

2.1.2.1 Zone of Proximal Development (ZPD)

One of the major tenets of Vygotsky’s sociocultural theory is the Zone of
Proximal Development (ZPD) presenting a crucial concept in the socio-cultural theory
which clarifies the important role of teachers as mediators (Clark & Graves, 2004;
Kozulin, 2004; Lantolf & Poehner, 2008; Lantolf & Thorne, 2006, Reza & Mahmoud,
2013). Defined as “the distance between the actual developmental levels as determined
by independent problem-solving and the level of potential development as determined
through problem-solving under adult guidance, or in collaboration with more capable
peers” (Vygotsky, 1978, p.81), ZPD emphasizes that human mental activity is a
particular case of social experience, that is, human beings can learn things through
interacting with the more capable peers in the social environment if the knowledge is
within their ability to acquire.

According to sociocultural perspectives, language learning occurs through
social interaction when individuals use language to interact with their more proficient
peers in the learning environment. In the sense of ZPD, through collaborative working,
learners can complete tasks more easily (Donato, 1994; Kos 2016; Watanabe, 2008).
ZPD is, therefore, regarded as “the core element” of Vygotsky’s theory as it “refers to
a distinguishing point between students’ performance when they are not guided or
helped by other people” (Salem, 2017, p. 97). In other words, learning in the ZPD is
activated “only when a child is interacting with people in his environment” (Vygotsky,
1978, p. 90), and the learner’s performance when guided by teachers is better than the
performance of those who do not receive any help and guidance. Thus, an
understanding of human thinking and knowledge depends on an understanding of the
social experience and the force of the cognitive process derives from social
interactions.

The notion of the ZPD has led to valuable and insightful studies in the field of
teaching languages to learners at different levels of education. At tertiary level, a
number of related studies were conducted. For example, Anton (1999) investigated
interactive exchanges between teachers and learners in the L2 classroom through
learner-centered and teacher-centered discourse. The research data were collected from

11



the observation of first-year university French and Italian classes throughout a
semester. The research results showed that in comparison with the teacher-centered
classroom where the opportunities for negotiation and scaffolding within the ZPD were
reduced, in the learner-centered classroom, teachers could lead students to become
highly involved “in the negotiation of meaning, linguistic form, and rules for classroom
behavior during classroom activities” (Anton, 1999, p.314). A similar study conducted
by Donato (1994) investigating teacher-learner interaction during the presentation of
grammatical concepts was an example of employing ZPD in language teaching and
learning. With a set of data from an open-ended classroom activity in an intermediate-
level French class in college, the finding of the study showed how formal explanations
could be constructed by teacher and learners through a negotiation process. It also
demonstrated that the learners provided peers with appropriate guidance in engaging
activities in class, enabling the students to accomplish a higher than their current level.

In brief, ZPD is an important tenet in SCT because it “puts the emphasis on
social aspect and regards it as primary for cognitive development to occur” (Ghafar &
Dehgan, 2013, p. 405). Vygotsky’s notion of ZPD emphasized that learning does not
occur in isolation. Instead, it is strongly influenced by social interaction which takes
place in meaningful contexts. In other words, the social interaction with more
knowledgeable and capable others and the environment, impacts their ways of thinking
and interpreting situations (Packer & Goicoechea, 2000, as cited in Ghafar & Dehgan,
2013, p. 405).
2.1.2.2 Scaffolding

The term “scaffolding” was not directly described in Vygotsky’s (1978) theory,
yet it is, in fact, included in his interpretation of the ZPD tenet. As the first introducer
of scaffolding, Wood (1988, cited in Aliyu & Yakubu, 2019) describes it as a process
of constructive support in form of interaction in ZPD between an expert (more capable
peer) and a novice (less capable peer) until the novice can do things independently.
According to Wood (1988, as cited in Aliyu & Yakubu, 2019, p. 87), scaffolding is a
“tutorial behavior that is contingent, collaborative and interactive”. He explains that
scaffolding is contingent because in the learning process, the teacher and the learner
may influence or be influenced by one another. It is collaborative because learners
jointly achieve the result. It is also interactive because in the teaching and learning
process, two or more people are mutually engaged in the activities.
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Regarded as a key concept of sociocultural theory regarding social interaction,
scaffolding, together with ZPD, “places the social context at the heart of the learning
and communication process” (Jalilvand, 2014), where students can get benefits from
social interactions “under guidance or in collaboration with more capable peers” (p. 4).
By providing enough assistance to EFL learners, teachers can facilitate their students’
learning ability, and gradually they can perform by themselves in similar situations as
they were (Poorahmadi, 2009). The above viewpoints of scaffolding prove that this
tenet can occur in collaborative form and accomplishment where both scaffolders and
scaffoldees can exchange their roles and get mutual benefits from scaffolding activities
(Donato, 1994). Since scaffolding is seen as an interactive process occurring between
teacher and students who must participate actively in the teaching and learning process,
the study follows the current trends of viewing scaffolding as an interactional process

of teacher’s assistance in the language learning environment through IAs.

Scaffolder
(Teacher)

Joint Problem
Solving Activity

Cognitive
Development

Figure 2.1 Interaction and Collaboration Among Learners, Peers, and Teacher
in an EFL Context (Behroozizad et al., 2014, p.222)

Figure 2.1 shows that in the scaffolding process, the problem-solving activity is
aimed to justify the distinction between an individual learner’s actual development
level and his/her potential level. By collaborating with a more capable person such as
a teacher and/or peer in problem-solving activity, the learners are expected to shorten
the distance between their actual level of development and potential level. In EFL
classrooms, learners can develop a framework or skeleton for their learning through
social activity under the guidance of the teacher as an expert. A teacher who provides
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a supportive learning environment plays a central role in helping the learners become
more involved in the performance of different language tasks. In this case, mutual
interaction (peer scaffolding) between teacher and students and among students would
be promoted. This enhanced interactive relationship is supposed to motivate the
learners’ participation and collaboration, which may result in effective communication
by employing a set of learning strategies (Behroozizad et al., 2014).

Van de Pol et al. (2010) classify scaffolding into six categories to help complete
learning activities: feedback, giving hints, instructing, explaining, modeling, and
questioning. This classification is based on the studies of Gallimore (1988); Tharp and
Gallimore (1988); Van de Pol, Volman and Beishuizen (2010, 2011); Wood et al.
(1976). Tharp and Gallimore (1988) regard these categories as six means of “assisting
performance” namely modeling, contingency management, feeding back, instructing,
questioning, and cognitive structuring, and Wood et al. (1976) confirm that scaffolding
has six different functions that contribute to the interactive environment of the
language classrooms: recruitment, reduction of degrees of freedom, direction
maintenance, marking critical features, frustration control, and demonstration. Van de
Pol et al. (2010) support previous studies and they emphasize that these six categories
are seen as scaffolding strategies that help make students be “active participants™ (p.
273) in foreign language learning process.

More specifically, six means of teachers’ scaffolding to the students’ learning
activities are described or defined as follows:

Table 2.1  Description of scaffolding means in language teaching

No. | Scaffolding means are defined/ described as...
1 | Feeding back the provision of information regarding the student’s
performance to the student him/herself.
2 | Giving hints entails the provision of clues or suggestions by the teacher

to help the student go forward. The teacher deliberately
does not supply the entire solution or detailed instructions
under such circumstances.

3 | Instructing the teacher telling the students what to do or explanation
of how something must be done and why.

4 | Explaining the provision of more detailed information or clarification
by the teacher.

5 | Modeling “the process of offering behavior for imitation”.

(Cited in Tharp and Gallimore 1988, p. 47)
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6 | Questioning asking students questions that require an active linguistic
and cognitive answer.

(Adopted in Van de Pol et al., 2010, p. 277)

In brief, under SCT’s lens, learning is generally a process through which

learners acquire knowledge from interactions with more knowledgeable peers and
experts whose scaffoldings likely advance them to be more capable of performing tasks
slightly beyond their current capacities in comparison with when they work
individually. That is to say, scaffolding is “construed as the support given by a teacher
to a student when performing a task that the student might otherwise not be able to
accomplish” (Van de Pol et al., 2010, p. 274). When learners appear to be more
autonomous, support is advisably withdrawn so that they can internalize acquired
knowledge and experiences on their own (Vygotsky, 1978). Since the nature of
classroom interaction is the collaborative teaching and learning relationship,
Vygotsky’s (1978) SCT is seen as the skeleton of this study which focuses on the 1AS
employed in EFL reading class, and particularly concentrates on scrutinizing the
interactive processes of the teachers and learners involved in the particular teaching
and learning context of reading classes.
2.2 Reading Comprehension from Sociocultural Theory
2.2.1 Some perspectives about Reading Comprehension

Reading is a rather complicated skill in the process of English language
acquisition which “involves making sense and deriving meaning from the printed
words” (Linse & Nunan, 2005, cited in Haryanto et al., 2016, p. 89). Because of its
complexity, researchers in this field have suggested different definitions of reading.
Nunan (1999) views reading as a receptive skill as it involves the processing of the
generated ideas by others that are transmitted through language. In contrast, some other
researchers (Alyousef, 2005, Celce-Murcia, 2001; Dana and Hedgcock, 2009) show
their opposition to Nunan’s viewpoint by stating that reading can be seen as an
“interactive” process between a reader and a text which leads to automaticity or reading
fluency, or a complex interaction of cognitive processes and strategies used by the
reader and various types of information contained in the text. The viewpoint that
reading is not a passively receptive skill is also supported by Brown (2000) who views
reading as “a process of negotiation of meaning”’ or “an interactive process involving
a text, a reader, and a social context in which the reading process occurs” (p. 189), and
Alpini (2019) who regards reading as a highly complex activity, including various
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important aspects, such as recognizing symbols quickly and accurately comprehending
clearly and with discrimination the meanings implied by the author.

Reading comprehension is the process of constructing meaning through the
dynamic interaction among the readers’ existing knowledge, the information suggested
by the written language, and the context of reading situation (Anthony et al., 1993;
Birsch, 2011; Farrell, 2012; Gilakjani & Sabouri 2016; Pressley, 2000). Here, reading
is, once again, viewed as an interactive process between a reader and a text in which
learners are involved in processing, constructing texts, and elaborating their meaning
to enhance comprehension. (Paris, et al., 2009; Grabe & Stoller, 2013; Gilakjani &
Sabouri, 2017). Hermosa (2002) and Meniado (2016) support this viewpoint by
stating that reading comprehension is a series of cognitive activities that include a lot
of dimensions like the understanding of words and their meanings, mindful reaction,
and integration.

From the above perspectives about reading skills, it can be summarized that
reading comprehension is a process to decode the meaning encoded from the text with
three main components involving the reader, text and activity. These three components
are interrelated in different stages of reading, and the reader’s levels of comprehension
can also be classified based on the interaction of those components. Since the main
purpose of reading comprehension is to show the reader’s ability to read a text and
understand the meaning it implies, comprehension in teaching reading is highly
emphasized, as stated by Snow (2002), without comprehension, reading is nothing but
symbols that do not provide the reader with any information. More specifically, in the
English language classroom setting, reading comprehension is both an active and an
interactive process where teachers set a good interaction with their students in the
classroom environment. Through the teachers’ assistance and guidance characterized
as teachers’ scaffoldings, the interaction between the students and the texts is much
smoother, and the students are expected to comprehend the reading text more quickly
and deeply.

2.2.2 A Sociocultural Perspective of Reading

For many years reading has been viewed purely from cognitive perspectives,
and a great deal of research has focused on the cognitive aspect of reading which put
their emphasis on the individual cognitive process (King, 1987; Rueda, MacGillivray,
Monzo, & Arzubiaga, 2001; Segalowitz & Lightbown, 1999). Within the socio-
cultural context, Snow (2002, cited in Woolley, 2011) identifies areas that impact the

students’ reading comprehension including the text, the activity, and the reader.
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(Figure 2.2). These areas revolved around the purpose of the reading and interrelated
in dynamic ways in the reading process. As shown in Figure 2.2, reading
comprehension is the process of simultaneously extracting and constructing meaning
through interaction and involvement with written language. These three elements, i.e.,
reader, text, and activity which are entailed in the comprehension process, as implied
by Snow’s (2002) chart, are influenced by the sociocultural context. According to
Snow’s (2002) perspective, these three elements form a triangulation of the reading
circle, the reader does comprehending, the text is to be comprehended, and the activity
is a part where the comprehension process takes place. That explains why these three
elements cannot be separated from their sociocultural context. Comprehension is,
therefore, the reason for reading. If readers can read the words but do not understand
what they are reading, they do not achieve the goal of reading.

LA

Reader

Figure 2.2 Variables that affect reading performance
(Woolley, 2011, p. 21, after Snow, 2002)
As reviewed in the previous part, in language learning contexts, scaffolding is

a kind of support given to a learner by either a teacher or peers in a learning process in
order to attain ZPD. In reading classes, scaffolding refers to any support given to a
learner which helps him/her obtain meaning and get an overall understanding of the
content of a text through reading activities (Aliyu & Yakubu, 2019). For instance,
before a reading comprehension lesson or at the pre-reading stage, a teacher can
provide the students with the meaning or pronunciation of a difficult word used in a
text. Teachers can also give background knowledge of the text in order to facilitate the
students’ understanding of the overall meaning of a text. Furthermore, at the end of the
lesson, or at the post-reading stage, teachers can also ask the students some questions
which would also enhance their reading comprehension. In this case, learning occurs
through interaction, negotiation, and collaboration among learners. Therefore,
supporting students to engage in the activities, talk, and use of tools in order in the
learning process should be the goal of teachers.
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The interpretation of the chart above shows that reading comprehension is an
active process where readers construct the meaning of the reading text by combining
their prior knowledge and experience, the information in the text, and their views of
the text. According to the SCT, learning is a process through which learners acquire
knowledge from interactions with peers and experts that are more knowledgeable.
With the guidance and support of their peers and experts, learners become more
capable of performing tasks that are slightly beyond their own independent knowledge
and ability. As such, they become more knowledgeable and experienced with the task,
the supports are withdrawn while they internalize the acquired knowledge and
experiences (Vygotsky, 1978). Vygotskyan SCT, therefore, provides the basis for a
different focus, which helps characterize reading comprehension as a result of different
types of interaction occurring when the teachers provide their learners with mediation
by different scaffolding techniques in order to help the learners gradually withdraw
from the teachers’ assistance and become more independent readers.

2.3 Interactive Activities (1As)
2.3.1 Interactive Activities in Language Teaching

According to Redondo (1997), “interactive” proliferates to the point that it has
been a popular term with most researchers. In Oxford Advanced Learner Dictionary
(2005), to interact means to communicate with somebody while you work, play or
spend time with them (p.777), and interactive means involving people working together
and having influence on each other (p.778). These definitions emphasize the direct
two-way communication of the interaction which are seen as the working definition of
this study.

In ELT environment, interactive teaching and learning is a special form of the
organization of cognitive activity, a method of cognition implemented in the form of
joint activities of teacher and students, in which all participants interact with each
other, exchange information, jointly solve problems, simulate situations, evaluate the
actions of others and their own behavior, immerse themselves in the real atmosphere of
business cooperation to solve the problem (Vinogradova et al., 2018). In other words,
I As provide opportunities for learners to use the target language in a communicative way
for meaningful activities. Thus, learners are required to participate and involve in
activities to produce the target language to become effective communicators. As
highlighted by Swain (1985, as cited in Jeyasala, 2014), As make the students really use
the language. This idea is supported by Lee (2004) saying that promoting 1As seems to

18



be an alternative means to help L2/FL learners to acquire the target language in a
meaningful and appropriate way. It is believed that by means of interaction, L2 learners
can optimize their language competence and use appropriate strategies to modify and
negotiate meaning in spite of their inaccurate and incomplete utterances. In order to
achieve the best effectiveness of I1As, as suggested by Gebhard (1998), at least five
following factors should be taken into account. They are (1) reducing the central position
of the teacher; (2) appreciating the uniqueness of individuals; (3) providing chances for
students to express themselves in meaningful ways; (4) giving opportunities for students
to negotiate meaning with each other and the teacher; and (5) giving students choices as
to what they want to say, to whom they want to say it, and how they want to say it. The
above factors emphasize the central position of students in a foreign classroom. Instead
of teachers’ domination in class, students are given more opportunities to express their
ideas and share their thoughts for the sake of increasing their target language use and
improving their language competence.

IAs are also defined as activities involving the participation of both teachers and
students in class (Safriyani, 2017). For example, the teacher interacts with the whole
class; the teacher interacts with a group, a pair, or an individual learner. Learners
interact with each other: in pairs, in groups, as individuals or as a class and learners
work with materials or aids and attempt the task once again individually, in groups or
so on. As also stated by Safriyani (2017), teaching is an interactive act, and interaction
is achieved through activities or utterances produced by lecturers and students in the
teaching and learning process. Walsh (2011) also regards classroom interaction as “a
central tool to facilitate, mediate and assist learning” (p.158) where teachers and
students can establish social relationships, negotiate and express their ideas through
discourse (Cazden, 1988). In this interactional process, the teacher plays the role of a
scaffolder who “controls the floor, asks questions, issues instruction, prompts, and
evaluates” (Richards, 2006, p. 61), and the students involve giving their answers to the
teacher and responding to the teacher’s turns.

The review above shows that IAs employed in the classroom facilitate
conversational exchanges and collaborations between teachers and students, as well as
among the students. These activities require the active participation and learning of the
learners, which is seen as a vital element to make the language class more interactive.
In this process, conversations are part of the sociocultural activities through which
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students construct knowledge collaboratively. Learners’ participation in such activities
can create interaction which helps them enrich their linguistic resources and build their
confidence to communicate with others in English. In other words, teachers and
students use IAs to exchange thoughts, feelings or ideas in their classroom
environment. They are also seen as the medium through which the process of teaching
and learning is realized directly in the classroom. It is based on the assumption that
through IAs, teachers can deliver their messages or lectures to the learners and the
learners can decompose the teaching structures and derive meaning from classroom
activities.
2.3.2 Interactive Activities in Reading Comprehension

A lot of studies conceptualize reading as an act of connecting written symbols
to oral language, and structuring the meaning (Anderson, 2003; Birch, 2007; Grabe &
Stoller, 2002; Hedge 2001; Israel and Duffy, 2009; Linse and Nunan, 2006; McKenna
and Robinson, 2005; Paris and Hamilton, 2009). According to Hedge (2001), in EFL
reading class, interactive reading comprehension activities are those in which there is
an interaction between the text and the reader while the reader is trying to make sense
of the text. These activities are also those which require the interaction among/between
different levels of knowledge of the reader during the process of making sense of the
text. From the interactional angle, reading comprehension is viewed as a process in
which a reader with a purpose in mind interacts with the text through a certain activity,
extracting meanings for the purpose of comprehension. This proves that reading
comprehension is an active and interpretive process rather than a receptive one as
defined by Goodman (1998). Smith (2012) adds that reading comprehension is an
interactive process because readers constantly form hypotheses, test predictions, and
use their knowledge to construct meaning. As stated by Grabe (1991), reading consists
of a number of interactive processes between the reader and the text, in which readers
use their knowledge to build, create, and construct meaning. This idea is supported by
Ruiz (2015) saying that reading is an interactive, problem-solving process of making
meaning from texts. Reading comprehension is, therefore, viewed as an interactive
process between a reader and a text and the purposes for reading in which learners are
involved in processing, constructing texts, and elaborating its meaning to enhance
comprehension.

Unlike other language skills, teaching reading skills is a more complex task
since the process of reading can be done internally and individually. Seeing the quiet
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seems to be the indicator of learning taking place, which means that reading classes
are often individually assigned (Safriyani, 2017). However, different from cognitive
aspect of Cl which puts stress on the individual mental activities when conceptualizing
thinking and views interaction as supporting the individual’s knowledge construction
since it helps to activate existing knowledge of the individual, sociocultural perspective
views that although this is an individual task, it does not mean it excludes interaction
with others. While cognitive perspective views reading as an individual activity, and
what happens in reading activities can take place inside the reader, sociocultural
viewpoints regarded reading as interactive both internally and externally. The internal
factors emphasize the students’ language competence and their internal reading ability
and the external factors focus on the teachers’ interference and performance to
students’ reading ability, such as teaching methods, teaching materials, the content of
reading lessons, and the potential application of learned knowledge in daily life. These
two factors of interaction can foster or hinder learners’ reading performance
(Taladngoen, Palawatwichai, Estaban, & Phuphawan, 2020).

In the current trend of language teaching and learning, using IAs in FL
classroom settings in general and in English reading in particular seems to be
preferable by the teachers because they may meet the needs of students with different
levels. In addition, even though it is not as perfect as expected, it is applicable in
explaining, instructing, or fostering EFL students to read texts with the most
excitement and effectiveness. 1As are, therefore, worth being applied in reading classes
(Nunan, 1991; Safriyani, 2017, Walsh, 2011). These researchers affirm that IAs are of
great importance since it is seen as interactional scaffolding activities which help the
teacher allow his/her learners to interact and express their ideas but also guide them to
become more reciprocal, which is considered to be essential for teachers to manage
their class and the activities they set for their students in the lessons. In the present
study, the term “interactive activities” is suggested as teacher’s interactional
scaffolding activities taking place in an EFL reading class to motivate students’
participation, collaboration, and exchanging ideas for constructing the meaning
conveyed in the reading texts. This interpretation, on one hand, expresses the nature of
interaction taking place inside a foreign language classroom; on the other hand, it
serves the purpose of the present study which aims at investigating what teachers
believe and what they really do in their reading class with the activities they design

and/or organize to encourage their students’ collaboration in reading lessons as well as
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the influencing factors affecting the relationship between teachers’ beliefs and
practices.
2.3.3 Principles of teaching EFL reading skills

As Safriyani (2017) stated, “teaching is an interactive act, whereas interaction
is the communication among teacher and students which run continuously as
responsive acts” (p. 292). Unlike other language skills, reading is rather distinctive
since “reading classes are often very quiet” and “seeing the quiet seems to be the
indicators of learning taking place” (p.292). Hizriani (2017) listed out a number of
studies on identifying some principles in teaching reading which have been conducted
by Hood, Solomon and Burns (1996), Harmer (1998), and Brown (2001). Related to
their findings, the writer considers that there are five key principles for developing
reading skills: (1) determining the profile of the learners, (2) determining clear
objectives of the reading classroom, (3) recognizing the role of the teacher (and the
students) in the classroom, (4) using different reading strategies and techniques, and
(5) using authentic and variety materials.

Firstly, it is very important for teachers to know the profile of their students, in
terms of their cultural background, age, and level of competency in L2/FL reading
because the differences among learners can affect learning processes and teaching
procedures. This principle is supported by Hedge (2000, p.16, cited in Hizriani, 2017)
who states that teachers need to keep a sense of their students as individuals when
making decisions about course content and methodology. In case of EFL reading
classes, it is the teachers who should understand the students’ level of English reading
ability. Although it is clear that there is a progression of reading abilities for language
students from a beginner level to an advanced level, teachers should take into account
some other aspects to determine the level of students’ proficiency (Hood, Solomon,
and Burns, 1996, p.30, cited in Hizriani, 2017). By doing so, the teachers can select
appropriate approaches, suitable texts and activities for their students.

Secondly, teachers should set clear and specific objectives of reading classroom.
Since reading in FL classes is an activity with an academic purpose rather than simply
reading for enjoyment or entertainment, it is important that the teacher should know the
reader’s purpose because it will help students to comprehend the reading texts and achieve
satisfactory results in reading. Students want to improve their reading skills for many
different important reasons. Their goals may be related to their further education which is
involved reading textbooks and lecture notes, or they want to improve their employments
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prospects or for other practical purposes. The purposes for reading not only guide the
teachers to select the right materials but also help them determine the appropriate approach
to apply in their reading classes. Davies (1995, p. 132, cited in Hizriani, 2017) confirms
that there is a close mutual relationship between reading purposes and reading texts. While
reading for pleasure typically requires narrative or literary style, reading for learning is
predominantly informative texts. Therefore, identifying the purpose in reading is required
for the students’ efficient reading comprehension.

Thirdly, teachers should recognize their roles in the reading classroom. As the
most important elements in a reading class, teachers play essential roles since their
attitude and performance may have either positive or negative influence on students’
performance. Harmer (2001, p.213, cited in Hizriani, 2017) explains that in order to
encourage students to read enthusiastically in class, teachers have five main roles, i.e.
an organizer who tells students exactly what their reading purpose is and gives them
clear instructions about how to achieve it; an observer who observes students’ progress
to know how well they are doing individually and cooperatively; a feedback organizer
who organizes feedback sessions after reading to self-check about their performance
in order to motivate their students’ engagement in reading lessons; a prompter who
reminds students to pay attention to the language features in the text, and a controller
who directs students to certain features of text construction, clarifies in ambiguities,
and makes them aware of issues of text structure which they had not met before.
Moreover, Nuttal (2005, p.32, cited in Hizriani, 2017) mentions that teachers should
be responsible for helping students to get pleasure from their reading by choosing
suitable texts and tasks to practice, making sure that all of the students work
productively and apply their full potential to interpret the text themselves, and
monitoring students’ progress according to their capacity.

Fourthly, teachers should use different reading strategies and techniques in the
reading classroom. It is essential for the teachers to make use of various strategies,
techniques and activities in teaching reading for the students to adjust their reading
style to conform with different situations and goals. When various reading strategies
and activities are employed, the students can manage their reading experience, and they
can gain confidence in their reading ability. Keatley and Kennedy (1998, cited in
Hizriani, 2017) suggest some typical strategies which can help students read more
quickly and effectively including previewing, predicting, skimming and scanning,
guessing from context, and paraphrasing. Using various strategies and techniques,
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especially interactive reading activities in teaching reading is of great benefits for
helping the students to adjust their reading style in order to deal with different
situations and goals of reading skills.

Finally, teachers should use authentic and variety materials. In selecting
materials, teachers should take into account some aspects related to their students.
Nuttal (2005, cited in Hizriani, 2017) offers three criteria for choosing reading text for
students: (1) suitability of content, (2) exploitability, and (3) readability. Authentic
material is often preferred to use in reading classes since they not only have
characteristics of true discourse, being coherent and clearly organized but may be more
motivating as well. Hizriani (2017, p. 6) recommends that “authentic material is ideal
since teachers want their students to be able to cope with the same kind of reading that
encountered by native speakers of target language”; however, if the teachers cannot
find the material at the right level, they can “simplify or specially rewrite it” (p.6).

Mo (2020) also suggested five general principles in the teaching of reading
namely (1) teaching background knowledge for comprehension, (2) building main-idea
comprehension, (3) promoting comprehension by focusing on key details, (4) building
rapport with students, and (5) developing language skills for English exams.

Regarding teaching background knowledge for comprehension, Mo (2020)
adopted three approaches in the teaching of background knowledge: teacher-led, student-
centered, and interactive. Teacher-led approach was realized by the teacher’s direct
instruction of background knowledge; student-centered one involved the use of
presentation in which students worked in groups to collect, design, and present
background knowledge in front of the class, and the third concerned the use of
communicative activities that engaged students in obtaining background knowledge in a
constructive way. As for building main idea comprehension, Grabe (2009, p. 204, as cited
in Mo, 2020) said that main-idea comprehension refers to the ability to “identify main
ideas of the text, integrate them into a text model of reading, and develop an appropriate
situation model of reader interpretation”. In addition, promoting comprehension by
focusing on key details is included in Mo’s (2020) principles, as stated by Grabe (2009),
is an integration of background, grammar, and vocabulary knowledge, effective use of
comprehension strategies to deal with difficult texts, and strategic processing abilities to
maintain a high level of comprehension. The fourth principle is building rapport with
students. Mo (2020) said that the teaching of reading is not only an instructional process
but also a social one that involves social interactions between teachers and students.
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Building this rapport well can create a positive classroom climate and enhance students’
confidence and communication skills. The fifth principle is developing language skills for
English exams. Through this principle, teachers can reinforce students’ language skills
and language knowledge by making use of training sessions or exercise classes. Thus,
these principles, which are set in teachers’ beliefs form the foundation stones for
structuring a theory of interaction in the language classroom (Brown, 2000), and are
important in designing IAs in teaching reading.

In brief, different authors have different ways of interpreting about the principles
of teaching reading. All of them are regarded as important principles that the teachers
should follow to get the success in teaching reading subjects, since by recognizing the
profiles of the learners, the roles of teachers (and students), setting clear objectives and
purposes, using authentic material with various strategies and approaches can serve the
purpose of facilitating the students to improve their reading skills.

2.4 Teachers’ beliefs and practices
2.4.1 Teachers’ Beliefs

Teacher beliefs are significant subjects in teacher education that have been
designed to help teachers develop their thoughts and principles. However, as stated by
Johnson (1994, p. 439), teacher beliefs are neither easy to define nor study because
they are not directly observable” despite the fact that their perceptions about teaching
and learning “are generally stable” and “reflect the nature of the instruction the teacher
provides to students. Li (2012, cited in Gilakjani & Sabouri, 2017) represents that
teachers’ beliefs have a key role in language teaching since they can influence teachers
in terms of the teaching approach in their classes, their values, their perceptions of the
world, lesson planning, decision-making, and classroom practice.

Issues relating to teachers’ beliefs have been a matter of concern by different researchers
such as Borg (2003), Burn (1996), Calderhead (1996), Chu (2014), Erkmen (2012), Mo
(2020), Kumaravadivelu (2012), Pajares (1992), Xu (2012), and Zhang (2020). It is firmly
believed that teachers’ beliefs are innate in people’s concepts, similar to personal capacity
or knowledge and that such beliefs may develop alongside the application of teaching
practices. The construct “teachers’ beliefs” is interpreted by Borg (2003) as teachers’
perceptions. It is, to a larger extent, regarded as the teachers’ cognition, which is
conceptualized as “what teachers think, know, and believe” (p.81). Notably, when Borg
(2003) reviewed research concerning teacher beliefs, he found that in teachers’ individual

cognitive world, it is highly challenging to distinguish between some specific concepts, to
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name a few, ‘knowledge,” ‘belief” and ‘conceptions.” According to Borg (2003), terms like
“teacher belief” and “teacher cognition” are often applied interchangeably, and they can
both be used to describe teachers’ conception, perception, and knowledge in the stages of
teachers’ professional development In Calderhead’s (1996) study, he mentions five main
categories of teachers’ beliefs which are well connected with each other — beliefs about
learners and learning, teaching, curriculum, learning to teach, and about the self and the
nature of teaching. Burn (1996) also divides teacher beliefs into five categories which he
calls core beliefs for EFL teachers: English language beliefs, teaching beliefs, learning
beliefs, beliefs regarding the roles of teachers and students, and professional beliefs (Figure
2.3). Calderhead (1996) and Burn (1996) share the same number of core categories in
teachers’ beliefs; however, only two of them are quite the same: beliefs of teaching
and beliefs of learning. The three remaining items are different. While Calderhead
(1996) emphasized teaching curriculum, the ways to teach, the self and the nature of
teaching, Burn (1996) put more focus on language, teachers’ and students’ roles, and

teachers’ profession.

EFL techer
beliefs
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Figure 2.3 Categories of Teachers’ Beliefs (Burn, 1996)
Mo (2020) chooses Skott’s (2015) definition of teachers’ beliefs which refers
to “individual, subjectively true and value-laden mental constructs that are of relatively

stable results of substantial social experience and that have a significant impact on
one’s interpretations of and contributions to classroom practices” (p. 19, cited in Mo,
2020, p. 53) as the working definition for his study. He points out four main features
of teachers’ beliefs in language teaching from Skott’s definition, i.e., (1) being
subjectively true; (2) involving both cognitive and affective aspects and being value-
laden, (3) being considered as contextually situated and remains relatively stable; and
(4) having a significant influence on the way in which teachers interpret and deal with
problems in practice. Grounding on Skott’s (2015) definition of teachers’ beliefs and
Fives and Buehl’s (2012) classification of the functions of teachers’ beliefs, Mo (2020)

builds a framework of teachers’ beliefs system as modelized in Figure 2.4.
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Figure 2.4: Teachers’ beliefs system by Mo (2020)

2.4.1.1 Theoretical Beliefs

Mo (2020) defines theoretical beliefs as “the mental construct concerning the
interpretations of goals in the teaching of reading” (p.57). Borrowing Mo’s (2020)
conception, in this study, the researcher defines theoretical beliefs as a set of goals that
EFL teachers believe to be achieved in the process of applying IAs into teaching EFL
students reading comprehension subjects with the aim of motivating students’ active
participation and collaboration in the reading lessons, which can better their reading
comprehension ability. These goals provide some kind of information about teachers’
beliefs. “Teacher’s beliefs and values shape the prioritization both of goals and
knowledge employed to work toward those goals” (p.8), or “they (beliefs) shape the
goals teachers have for classroom interactions” (Schoenfeld, 1999, p.248).
2.4.1.2 Action Beliefs

Mo (2020) refers to action beliefs as a type of theory-in-use that are
demonstrated in teachers’ classroom practices. Such beliefs are unarticulated and can
be inferred through their actual practice in classroom settings, especially “the way they
worked with students and the tasks that they required of the students” (Breen, Hird,
Milton, Oliver, & Thwaite, 2001, p. 478). They can be seen as a set of action principles
that guide teachers’ immediate actions and deal with pedagogical tasks and problems.
Classroom practices can be seen as a type of compromised behaviors or actions
emerging from the self-negotiation process of different sets of beliefs and the desire to
ease the instructional tensions in specific situations. From the perspective of the theory
of actions, there may be inconsistencies between theoretical beliefs and action beliefs,
which can be attributed to both external factors (situational constraints) and internal

factors (teachers’ awareness).
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2.4.1.3 Context Beliefs

Context beliefs are concerned with teachers’ evaluative understandings of their
social practices in relation to the significance of their teaching, which is best
conceptualized as teachers’ concerns on how specific factors support or hinder the
enactment of their beliefs. These concerns involve teachers’ needs, current goals,
values, or anything that they care about. From Van der Meulen’s (2002) perspective
(as cited by Mo, 2020), context beliefs reflect teachers’ understanding of contextual
influences on their teaching. Context beliefs may serve as a set of psychological
variables that help teachers make sense of the instructional tensions they face.
Grounding on Skott’s (2013) PoP model, Mo (2020) conceptualizes teachers as the
agent that actively participates in and makes sense of their social activities emerging
from dynamic interactions with colleagues, administrative staff and students. Context
beliefs provide an alternative perspective that allows researchers to “think” beyond
classroom teaching and situate teachers’ classroom practices in the school
environment. In this sense, teachers’ classroom practices and social practices are
closely related and constitute the key parts of their professional lives.
2.4.1.4 Beliefs about Teachers’ Roles

Mo (2020) defined beliefs about the teachers’ roles as “the evaluative
understandings of a set of characteristics associated with teachers’ professional roles”
(p.59). This author regards beliefs about the teachers’ roles as the core beliefs, which
reflect teachers’ fundamental understandings on the key elements in teaching, the idea
of what constitutes a good teacher and education, a view of knowledge, as well as their
positions about others in the school community (Wang and Du, 2006, cited in Mo,
2020). It suggests that teachers’ roles are more dynamic and span over a certain stage
rather than their entire professional lives. In this case, teacher beliefs about their roles,
coupled with other beliefs, represent “the interconnected, affective, conceptual and
evaluative perspective that teachers develop about themselves, their students, students
learning, a method of instruction, curriculum, and schools as social institutions”
(Zembylas & Chubbuck, 2015, p. 174, cited in Mo, 2020).

That teachers’ beliefs play an important role in language teaching has been
firmly asserted because grounding on their beliefs, teachers can decide which of their
teaching approach is the most appropriate. As indicated by Borg (2003), “teachers are
active, thinking decision-makers who make instructional choices by drawing on

complex practically-oriented, personalized, and context-sensitive networks of
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knowledge, thoughts, and beliefs” (p. 81). This perspective is advocated by Farrell and
Bennis (2013) who state that teachers’ beliefs can affect their goals and processes,
teaching materials, classroom interaction models, their roles, students and workplace,
teachers’ teaching practices and instruction in the classroom. Furthermore, teachers’
beliefs also affect teaching processes, decision-making in the classroom as well as
direct the implementation of the teaching approach which can influence the outcomes
in term of teachers’ teaching development and students’ learning performance
(Pitikornpuangpetch & Suwanarak, 2021).

The literature reviewed above shows that there are quite a few researches which
have tried to show the importance of teachers’ beliefs in their teaching practice. These
studies provide a firm foundation to understand the relationship of teachers’ stated
beliefs and actual classroom practices as well. Thus, for this study, teacher’s beliefs
mainly refer to teachers’ interpretation or understanding of teaching and learning EFL
reading with 1As, which helps to solidify this foundation and studies the relationship
of the beliefs and practices of the EFL teachers working in a local university in
Vietnam with reference to their application of 1As into teaching of reading.

2.4.2. Teachers’ Practices

As stated by Borg (2003), grounding on different purposes of each study, the
concept of teachers’ practices may be interpreted as what teachers do in the classroom
with different types of activities. He also reaffirms that teachers’ practices are also
shaped by “the social, psychological and environmental realities of the school and
classroom” (p. 94). From his viewpoint of teachers’ cognition and the key factors of
teachers’ practices, he defines classroom practice as the interaction of cognitions and
contextual factors. Teachers’ practices, like teachers’ beliefs, depend on the particular
teaching context. Borg (2003) highlights, “teachers’ practices are [...] shaped by the
social, psychological and environmental realities of the school and classroom” (p. 94).
He also emphasized parents, principals’ requirements, the school, society, curriculum
mandates, classroom and school layout, school policies, colleagues, standardized tests
and availability of resources as the factors affecting the way the teachers actually do in
their teaching process. Thus, in the framework concerning elements and processes in
teachers’ cognition, Borg (2003) defined teachers’ practices as the interaction between
the cognition and influential factors. Besides, while investigating teachers’ practices,

it is vital that this issue should be put in relation to not only teachers’ cognitions but
29



influential factors in the particular teaching context as well.

Fives, Lacatena and Gerald (2015, cited in Le, 2017) define teachers’ practices
as “all activities associated with the practice of teaching, including but not limited to
lesson planning, assessment activities, instruction and interaction with students,
parents and colleagues” (p. 252). Isac et al. (2015, cited in Le, 2017) divided the
process of teachers’ practice into two main areas: teacher instructional practices
(instructional strategies that the teachers use in the classroom) and teacher
collaborative practice (the collaboration process inside and outside the classroom), and
they found out that these two types of activities are “different but yet interconnected”
(p. 22 - 23).

In this study, the concept of teachers’ practices mainly focuses on the activities
teachers use in the reading classroom, as well as their organization of IAs at different
stages of reading lessons for the sake of motivating students’ collaboration and
participation, from which to achieve the most fruitful learning outcomes. Particularly,
the analysis of teachers’ practices puts its direction to the teaching procedure, and
teaching approach that teachers apply to make their reading class as interactive and
effective as they can.

2.4.3 Relationships between teachers’ beliefs and teachers’ practices

Teachers’ beliefs (what teachers believe) have been proven to have an influence
on their behavior (what teachers do in their classroom practices) (Baker, 2014;
Basturkmen et al. 2004; Borg, 2003). As stated by Basturkmen et al. (2004), teachers’
beliefs could be a factor influencing classroom practices in either compatible or
incompatible ways.

In a number of recent studies relating to the relationships between teachers’
beliefs and practices, some researchers found the compatibility between these two
elements in foreign language class settings (Barrot, 201; Kuzborska,2011; Wang,
2006). Moreover, according to Lefebvre et al. (2006), it can be affirmed that teachers’
actions in the classroom are connected with the thinking and feelings from their
previous experiences. As stated by Pajares (1992, as cited by Bingimlas & Hanrahan,
2010, p. 418), “teachers’ beliefs influence and play a fundamental role in their
knowledge acquisition and interpretation, task selection, and course content
interpretation”. It means that beliefs can influence actions, learning processes,
thinking, and also the decisions making about content, task, and activities. In a study

conducted in a similar context by Mansour (2008), an interesting finding is drawn out
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that beliefs control the gaining of knowledge and are also influenced by the knowledge.
It can be said that there is a correlation between belief and teachers’ knowledge, and
also, beliefs are part of the different characteristics that compose the teaching process.

However, a number of studies have found inconsistencies between teachers’
beliefs and their practices. For example, Pham Hoa Hiep (2007) investigates three
teachers’ beliefs and implementation of communicative language teaching in Vietnam.
His findings reveal that although these teachers’ beliefs are in line with the principles
of the communicative language teaching approach, they are not able to implement
activities such as pair work, group work, and role play. The inconsistency between
teachers’ expressed beliefs and their actual classroom practices was due to several
contextual factors such as traditional examinations, large class sizes, beliefs about
students and teacher roles, students’ low motivation, and teachers’ limited expertise in
creating communicative activities.

Similarly, Richards and Pennington (1998) studied five teachers who had been
trained to implement the principles of communicative language teaching in Hong Kong
secondary school classrooms. They reported that although these teachers expressed
their belief in a communicative teaching methodology during their first year of
teaching, practical considerations such as large classes, exams pressures, lack of
confidence to go beyond the textbook, discipline problems, and unmotivated students
forced these teachers to deviate from communicative language teaching.

In summary, the above-mentioned studies provide evidence that beliefs affect
teachers' practices in many ways. They indicate how a teacher’s set of beliefs can have
an influence on the overall nature of his/her practices. They also show that what
teachers admit to believe and what they actually do in the classroom may or may not
be consistent, and that the degree of congruence can be influenced by various
contextual factors. Since the focus of the current study is investigating what EFL
teachers believe and what they actually do when teaching reading subjects to EFL
students at tertiary level with IAs, identifying the relationship between these two
aspects is of great usefulness, because what the teachers believe may match or
mismatch with what they do or perform in their actual reading class.

2.4.4 Factors affecting teachers’ beliefs and practices

That the beliefs can influence teachers in terms of the teaching approach in their
classes, their values, their perceptions of the world, lesson planning, decision making,
and classroom practice has been supported by different researchers such as Chu (2014),
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Erkmen (2012), Kumaravadivelu (2012), Pajares (1992), Xu (2012), and Zhang
(2020). Xu (2012) mentions that teachers’ beliefs can determine their actual behavior
toward students. He adds that when the teachers realize students’ English background
knowledge and their language proficiency level, they consequently attempt to
determine and adapt their teaching behavior and methods to serve students’ better-
learning performance. Another researcher, Kumaravadivelu (2012), showed his
support for Borg’s (2001) viewpoint that beliefs serve as “a guide to thought and
behavior” (p. 186) in language teaching by regarding beliefs as “the driving force
behind the decision that individuals make throughout their lives” (p.60). These
viewpoints prove that beliefs and practices are two interrelated items. However, these
two issues may be compatible or incompatible with each other by a number of related
subjective and objective factors.

Borg’s (2003) framework of teachers’ cognition highlighted four main
elements affecting teachers’ beliefs namely schooling, professional coursework,
classroom practice and contextual factors which can be addressed as the major
influential factors. The first factor relates to “schooling”. Andriani (2014) points out
that teachers’ level of general education, training, age, salary, and the principals’
support are also related to the beliefs and practices of teachers (p.138). Supporting
this 1dea, Andriani (2014) says that the teacher’s learning experience from the very
first schooling to the latest which is very strongly influential in the beliefs the teacher
has later positively or negatively. In addition, as identified by Girsoy (2013), the
prior language learning experience accumulated by the teachers is seen as a form of
beliefs that seemed to be quite stable and resistant to change.

The second factor goes to “professional coursework”, referring to teacher
education and training programs. Some researchers (Almarza,1996; Richardson, 2003,
cited in Zheng, 2009) found out that short training programs made little positive impact
on teachers’ beliefs while some others such as Andriani (2014), Debri (2012), Soldat
(2009) might see the great changes of this factor in the teachers’ beliefs within a certain
amount of time. Glirsoy (2013) made a comparison between teachers’ education and
teachers’ experiences to see which is more effective in forming teachers’ beliefs and found
out that both factors were equally influential. Thus, it is probable that the impacts of
teachers’ education and experience on the ways they think and believe might depend on
certain contexts as well as the types and the duration of the training programs.

In terms of “classroom practice”, Borg (2003) viewed this factor as the
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teachers’ teaching experience which has been identified to make a great impact on the
teachers’ cognition. His viewpoint was supported by Breen et al. (2001); Larcote and
Canabal (2005), and Nunan (1992). Among the factors addressed, classroom practice
was regarded as the most influential one since it controls the teachers’ instruction
performance (Phipps & Borg, 2009). However, according to Le Van Canh (2011), “the
number of studies on the impact of teaching experiences on teachers’ beliefs is quite
small and most of these studies were conducted with ESL rather than EFL teachers”
(p.46), which is considered as a gap for the researchers in the field.

Regarding the fourth factor, contextual factors, Borg (2003) addressed it as the
culture of teaching where social and institutional layers were the focus. As stated by this
researcher, there were a number of factors relating to the teaching environment to be taken
into account. For example, the interaction of the teachers with their students, their
colleagues, and administrative boards as well as other elements such as the rewards for
teaching profession, the intrinsic value of the teaching career, and the environment where
they are working. However, as Borg’s (2003) claim, there still exists an absence of
research investigating the impact of contextual factors on teachers’ practice.

In his study, Mo (2020) also addresses four typical factors that may hinder the
consistency level between EFL teachers’ beliefs and their practices of teaching EFL
reading skills in the Chinese tertiary context: (1) an examination style, (2) the roles
of the teacher, (3) working conditions, and (4) teachers’ professional development.

In terms of the examination style, Mo (2020) identifies that the dominance of the
examination-oriented education exerts a profound and lasting influence on the ways of
teaching ELT in the Chinese university context. Therefore, both teachers and students
highly emphasize the importance of exam preparation. While the teachers spend a
significant amount of classroom time and energy helping students familiarize test formats
and providing students with appropriate guidance to do the test well, the students are
encouraged to learn effortfully in order to pass the English test in the most fruitful way.

Regarding the roles of the teachers, Mo’s study reveals that EFL teachers still
play traditional roles in teaching English in general and reading comprehension in
particular. The educational reform requires that the teachers should construct a new
role aligning with the paradigm of student-centered teaching, and the new role should
be built on a student-centered awareness, subject matter knowledge, flexible
pedagogical skills, and competence in using advanced information technologies;
however, the teacher finds it very challenging and complicated to fulfill because they
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“have to replace their prior knowledge and skills with the new educational philosophies
and skills” (p. 37).

As for the working conditions, Mo (2020) finds out that EFL teachers are, to
some extent, dissatisfied with the unfavorable working conditions that they are dealing
with. Large class sizes, limited number of instructional hours, mixed ability students,
an increasing workload, low salaries, and unstable employment are the prominent
factors affecting their commitment to the teaching job of ELT in China. Together with
the limited instructional hours which are often called “a tip of the iceberg” (Mo, 2020,
p 38), the teachers have to spend a large amount of their time on the associated work
such as writing lesson planning, giving feedback on students’ assignments, scoring
students’ test papers, and participating in the teaching panels’ activities. Another
factor, teachers’ low salaries, poses a significant challenge to the success of the current
ELT reform in general and in language classes in particular. If teachers are expected
to undertake the major responsibilities of transforming reform initiatives into
classroom practices, as Mo (2020) suggests, the problems relating to low salaries
should be adjusted and solved. Challenges coming from the issue of unstable
employment are also seen as influential factors that affect the relationship between
teachers’ beliefs and teachers’ practices. According to Mo (2020), “higher education
1s viewed as a huge market in China” (p. 39) so the teachers’ employment is very
competitive. University teachers are not traditionally hired by the government with a
permanent position as they used to be. Instead, they are working under short-term
contracts with universities, which makes them feel unstable This negative feeling may
affect their dedication to the teaching job.

Regarding teachers’ professional development, Mo (2020) states that the
teachers’ increasing workload is seen as another factor affecting their professional
development. In addition, due to the lack of necessary communication between
teachers and policymakers, teachers may be resistant to the reform initiatives (p.40).
The quality of professional development programs offered to teachers is also seen as
the hindrance to the teachers’ professional development as they seem theory-oriented
or more concerned about academic achievement rather than the quality of classroom
teaching. It is true that continuous professional development may help teachers
improve their teaching effectiveness, but some of the issues mentioned above may be
the barriers to the teachers’ professional development.

Some researchers also addressed the factors affecting teaching reading skills
34



(Boonchum, 2020; Gilakjani & Sabouri, 2016; Tran Quoc Thao et al., 2018). These
researchers drew out a number of significant factors sharpening teachers’ beliefs such
as teachers’ professional training, instructional materials, teachers’ experiences,
students’ previous knowledge and language proficiency, lack of experts’ pedagogical
theories, etc. Therefore, the success of teaching reading skills is affected by different
factors, which should be concerned by the teachers in the field. Especially, teachers’
professional development, working condition, teaching hours, testing style, authentic
materials for the course and students’ background knowledge and language
competence can be addressed as the major factors affecting the effectiveness and
proficiency of teaching and learning EFL reading skills.
2.5 Previous related studies and gaps in the literature
2.5.1 Previous related studies

Up to now, the matter of applying interactive reading activities to teach reading
skills to EFL students has been widely investigated (Alshammari, 2015; Attarzadeh,
201; Babashamsi et al., 2013; Dehgan and Ghafar, 2013; Dong, 2017; Saleem and
Azam, 2015; Yusuf, 2015).

Alshammari (2015) shows his approval of developing interactive approaches to
EFL reading classes by mainly focusing on the interactional elements not only between
the bottom-up and top-down approaches but between what is written in the text and
what the reader brings to it to seek thorough comprehension as well. By using a
comparative descriptive method, this researcher claims that “traditional ways of
comprehension are of very limited potential as learning activities” (p. 6) and suggests
“active reading task” (p. 6) that may change the way students interact with the given
texts. He also lists out activities that can be useful for an interactional (pre, while, post)
reading process with the aim of improving the student’s reading skills However,
despite various reading activities he could collect from three textbooks, he failed to
classify which ones are used to facilitate interactions in reading classes

As for the [As in teaching reading skills, Yusuf’s (2011) experimental research
investigated the impact of IAs on students’ performance in reading comprehension.
According to her, [As comprise of “the activities that learners can be exposed to that
demand high levels of students’ participation” (p. 524). By analyzing the results of two
reading tests, pretest and posttest with the participation of eighty senior secondary
students in Kaduna, Nigeria, the researcher affirms that 1As have a positive impact on

students’ reading skills. The finding also indicates that IAs can improve the students’
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reading performance by motivating them through positive interaction between teacher
and student and between students and students.

Regarding the effect of sociocultural perspectives on teaching EFL reading
skills with 1As, Dehgan and Ghafar (2013) investigate the possible effects of
sociocultural-based teaching techniques on reading classes among lIranian EFL
university learners. The researchers of this study are sure about the existence of no
difference in the level of proficiency of the two groups by conducting an independent
sample t-test. The finding of this study shows an interesting result that learners who
receive sociocultural teaching techniques outperform those who do not in their use of
reading strategies. The finding also reveals that the scaffolding techniques cater to
language learning strategies in general and reading strategies in particular. From the
research findings, they conclude that Vygotsky’s SCT on social interaction found
positive effects of teachers’ IAs to help language learners better at their reading ability.
Similarly, Saleem and Azam’s (2015) study shared the same findings as Dehqan &
Ghafar’s (3013) indicating that sociocultural teaching strategies provide a better
reading perspective for EFL learners’ RC in comparison to those of the conventional
method, and suggested a new way for language teachers and researchers into how to
equip EFL learners with language learning strategies.

In another study, Salem (2017) investigates whether EFL teachers employ
scaffolding strategies for developing their students’ reading comprehension skills or
just for assessing their comprehension, and tries to demonstrate whether teachers are
aware of these strategies or they use them as a matter of habit. This descriptive
qualitative study uses a questionnaire and structured interviews for collecting data from
ninety-four non-native English language teachers in the intermediate schools to assure
the suitability for the nature of the study. The study findings reveal that teachers tend
to keep using scaffolding strategies to achieve better performance in reading
comprehension. More interestingly, those teachers use such strategies in order to
achieve comprehension rather than to assess comprehension. Results of the study
consolidate such premise that there are statistically significant differences between
male and female teachers in three main scales; using cooperative strategies, using
multiple strategies to help them practice skills, and using metacognitive skills in favor
of female teachers.

Alyousef (2005) suggests six general component skills and knowledge areas

involved in reading, i.e., automatic recognition skills, vocabulary and structural
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knowledge, formal discourse structure knowledge, content/world background
knowledge, synthesis and evaluation skills/strategies, and metacognitive knowledge
and skills monitoring. He also lists the IAs that the teachers can take before reading a
text, i.e. discussing the titles, subheadings, photographs, identifying text structure,
previewing, relating the passage students are going to read to something that is familiar
to them; providing a brief discussion question that might engage the students and
providing an overview of the section they are about to read; naming the selection,
introducing the characters, and describing the plot; and directing the students to read
the story and look for particular information. In the while-reading stage, Alyousef
(2005) shares an interesting finding that most of the students participating in his study
had a positive report on the 1As used in this phrase. He also suggested that teachers
should use a balanced approach to teaching reading by incorporating both top-down
and bottom-up processes in order to get better reading outcomes.

In a study by Attarzadeh (2011), the effects of scaffolding language on learning
reading of various text modes on Iranian EFL learners with different levels of language
proficiency were examined through a quantitative experimental design. In this
research, 180 EFL learners were randomly selected and divided into three groups of
low, mid and high proficiency through the TOEFL language proficiency test. They
were taught different text types such as narrations, argumentations, descriptions and
explanations. The scaffolded groups were exposed to a constructivist interactive model
of learning while the non-scaffolded groups were subjected to the traditional individual
reading. The finding of his study revealed that the scaffolding reading subjects of various
text modes, levels of learners and interaction of them were highly significant. The
scaffolded narrative text type with the strongest mean was superior to all other text types
and mid-level learners also had the strongest mean in comparison with the other levels.
Significant interaction effects on any of the dependent variables were also found.

More recently, Aliyu and Yakubu (2019) conduct research to investigate the
impact of sociocultural factors on teaching and learning reading skills in Nigerian
classrooms. Using semi-structured interviews with 18 ESL second-year
undergraduates, the study discusses the sociocultural views on reading comprehension
and reports students’ views of a problem-based learning approach on their reading
comprehension. The findings reveal that the problem-based learning approach has a
positive impact on participants’ reading comprehension. It increases their interest and

engagement with texts during reading. The study also provides some implications for
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teaching reading skills in the sociocultural context and encourages further research to
investigate the effectiveness of instructional approaches that incorporate the socio-
cultural perspectives on EFL reading.

In searching for the most compatible approach to teaching Vietnamese EFL
tertiary students reading skills, a lot of research has been conducted on different issues
relating to classroom interaction such as peer interactions in EFL university classes,
interactions in large classes, and classroom interaction through cooperative learning
activities. Some major issues relating to teaching reading skills such as reading
strategies, the impact of background knowledge on EFL reading, difficulties
encountered by EFL university students in reading, or the teacher’s belief and
perception of teaching reading in Vietnam (Nguyen, 2012; Do & Nguyen, 2014; Bui
2017; Nguyen, 2018). Unlike primary and secondary students, tertiary students are
better motivated to learn English because high proficiency in English is of great
importance for them to find good jobs after graduating from the university (Hoang,
2010). Do and Nguyen (2014) indicate the importance of reading skills to EFL students
by stating that “reading English texts is the base that helps them to master the target
language, enabling them to study at higher education and life-long learning, and also
weaving into the English-speaking academic community as well as global job-market
organizations of increasing competition demands” (p. 10).

Tran Thi Thanh Thuong (2018) investigated the strategies used by English
teachers to manage interactions in large classes. The result findings indicated that the
majority of the teachers reported adopting team work, group work and pair work as
strategies to provide students with more opportunities to interact. The authors pointed
out that large English classes in Vietnam could adopt the principles of SCT to promote
interactions between teachers and students and among students.

In another study, Phuong Hoang Yen and Nguyen Thi Lam Giang (2017)
examine teachers’ questions in a Vietnamese high school reading classroom. This case
study is conducted with six EFL high school teachers and 10 reading lessons in
Vietnam to explore the teachers’ use of questions and to analyze if these questions
facilitate the students’ critical thinking. Classroom observations and the cognitive
domain of Bloom’s taxonomy are used as the research instruments. The study results
reveal that teachers asked lower-cognitive questions related to recalling facts or
grasping the main contents of materials, especially knowledge, than higher-cognitive
questions. The results also reckon the limited use of higher-cognitive questions would
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limit the development of students’ critical thinking. Therefore, the case study
recommends that teachers are expected to pay more attention to higher-cognitive
questions after asking a series of lower-cognitive questions in order to provide an
environment rich in opportunities for enabling critical thinking. Additionally, teachers
should be trained how to ask questions appropriately and effectively, especially higher-
cognitive questions.

Vo Thi Khanh Linh (2020) conducts a study to investigate peer interaction in
speaking tasks by EFL college students in Vietnam. Thirty second—year students from
a college of pedagogy in Vietnam are chosen as the participants. Video - recordings,
semi-structured interviews and learning diaries are used as the main research
instruments to gather data. This research puts its main focus on the association of peer
interaction and language learning in the EFL context of speaking tasks from the lens
of SCT. In addition, the research findings also help enhance the understanding of pair
work for language development, especially in EFL contexts where EFL learners have
few chances to practice the target language outside classrooms. Finally, the study
reveals that not all types of peer interaction facilitate language learning equally and
then highlights the role of peer interaction type in a learning context (Storch, 2002) of
EFL like Vietnam.

Although the studies related to the issues of classroom interaction in EFL
classes are quite numerous, there is a lack of empirical studies denoting the teachers’
beliefs and practice of IAs on EFL learners’ reading comprehension, particularly at the
tertiary level in Vietnam. Furthermore, the recommendation of deploying IAs in
reading classes has not been identified and evaluated in much research so far.
Therefore, such studies like the present one are supposed to more or less narrow down
the gap concerned, especially in the Vietnamese language teaching context.

2.5.2 Gaps in the Literature

As reviewed, most of the related studies either focuses on classroom interaction
or scaffolding strategies in English reading classes rather than mentioning IAs used in
EFL reading classes as this study intends to. Very few studies which aim to link reading
with IAs from EFL teachers’ perspectives in a single context of a local university in
Vietnam have been conducted so far. Therefore, this study attempts to provide ample
evidence for clarifying the usefulness of using IAs in reading classrooms through the
lens of socio-cultural theory.

In addition, after a long time searching for the work studying issues relating to
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teaching and learning this practical skill, the researcher could search a number of
studies which have been done on such certain topics as reading strategies, reading
difficulties, teacher’s beliefs and practices of teaching reading. However, these studies
fail to pay attention to a deep investigation into |As which are employed by the teachers
in reading classes in order to assist the students in the process of learning as well as
helping them better at this skill. Furthermore, the research conducted so far is mostly
for the sake of improving English reading skills for lower-level students in primary,
lower secondary, or secondary education systems rather than for students with higher
critical thinking at the tertiary level; which leaves uncharted land for the researcher. In
addition, very few among these studies clearly show the congruence in the teachers’
cognition and their use of IAs in their actual reading class, which arouses the researcher
to conduct research to fill this gap (Miles, 2017). More than that, these above studies
fail to identify the factors affecting the use of 1As in teaching EFL reading, which
leaves unanswered in the Vietnamese teaching context. The above reasons urged the
researcher to carry out the present study.

2.6 Theoretical framework of the study

In this study, the researcher borrows Vygotsky’s (1978) SCT theory on social
interaction in combination with Mo’s (2020) teachers’ beliefs system as the theoretical
framework.

Vygotsky’s SCT which emphasizes the sociocultural context in teaching and
learning process has a great impact on the study of teachers’ beliefs in the field of language
teaching and learning (Borg, 2003, Johnson, 2003; Johnson, 2009, Johnson & Golombek,
2011; Kubanyiova, 2012, Mo, 2020). They support the notion that “teachers might be
engaged in meaning-based cognitive activity that is shaped by the social context of their
classroom” (Burns et al., 2015, p. 586). From this theory, teachers’ beliefs originate in and
are fundamentally shaped by participation in specific social activities and sociocultural
practices (Johnson, 2009, 2015, as cited in Mo, 2020).

Mo’s (2020) model of teachers’ belief system views teachers’ beliefs as a
mediational tool in which a teacher transforms external activities of social interactions
into internal activities for teacher thinking. He affirms while the process of
internalization happens independently or automatically depending upon a teacher’s use
of their beliefs and other internal tools to make sense of the environment, regulate their
behaviors, and deal with social relations with others, the establishment of particular

beliefs is “the result of a teacher’s prolonged and sustained engagement with the social
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activities in the school community” (p.52).

In this study, Mo’s (2020) belief system can firstly serve the purpose of
investigating the teachers’ belief of IAs in teaching English reading subjects in a
certain place in the Vietnamese tertiary setting, which has a lot of similarities with the
research site he chooses to conduct his study. Secondly, his study investigates teachers’
beliefs about teaching reading skills for EFL tertiary students in China, and the present
study, grounding on his study, aims to discover a more specific aspect, that is, IAs in
teaching reading subjects. Thirdly, his study uses Vygotsky’s SCT as a theoretical
foundation which is the same as the researcher’s intention to use this theory to explore
the social interaction in reading class with IAs. Therefore, the present study is expected
to give an insight into how EFL teachers perceive the potentiality of employing I1As in
teaching reading subjects to EFL students in the university context.

The present study is concerned with investigating EFL teachers’ beliefs about
IAs in EFL reading comprehension and their application of IAs to teach EFL students
reading comprehension in the Vietnamese tertiary context. It is conceptualized as the
theoretical framework to seek what teachers believe and what they really do in practice
in order to find out whether what the teachers perceive about IAs in reading class
matches or mismatches with what they perform in their actual teaching reading context.
2.7 Summary of the Chapter

This chapter has presented some of the key theoretical backgrounds relating to
the present study. As the fundamental base of the study, the SCT framework with the
key concepts of ZPD and scaffolding is synthesized. In addition, since this study aims
to investigate the teachers’ beliefs and their actual practice of deploying IAs in teaching
reading skills to EFL tertiary students, a review of such issues provides important
background for collecting and analyzing the data relevant to the present study. In
addition, synthesis and critical review of studies relating to the relationship of teachers’
beliefs and practices with the focus on interaction in reading class have shown the
strengths and limitations of the previous studies in Vietnam and in the world. The
chapter also points out the gap in the literature and emphasizes the need to conduct a
study on IAs in the educational context of Vietnamese EFL classes at the tertiary level,
especially 1As in teaching reading subjects. The research methodology will be
presented in the next chapter with a detailed description of the research approach,
design, research sites, participants, and instrumentation in accordance with the detailed
demonstration of the whole procedure of data collection, and analysis for the sake of
answering the research questions as posed in Chapter 1.
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CHAPTER 3
RESEARCH METHODOLOGY

This chapter justifies the methodology used to conduct this study. It first
presents the research approach and research design employed. It explains why the
qualitative approach and case study design are appropriate to address the research
questions. It also describes, analyses, and justifies data collecting methods and then
states how the collected data will be analyzed. In addition, the research setting,
participants and the researcher’s roles, data collection methods, and data analysis
methods are described in detail. Issues of trustworthiness including credibility,
transferability, dependability, and conformability as well as ethical issues are also
mentioned in detail.

3.1. Research Approach and Research Design

Schumacher and McMillan (1993) states that the research approach and
research design played a very important part in a study since they are regarded as the
foundation to build a strong study and guide the project so as to obtain the most valid,
credible conclusions drawn from the answers to the research questions. In this section,
the research approach and design adopted to carry out the current study are in turn
described and justified.

3.1.1 Research Approach

Foster and Ohta (2005, p. 403) emphasize that sociocultural perspectives
prioritize qualitative research methodology and pay close attention to the settings and
participants in interactions. Thus, in this study, the qualitative approach is regarded to
be the best choice since it is appropriate with the overall research purpose, which aims
to understand the selected EFL teachers’ beliefs of employing IAs in reading classes
and their practices within their teaching context. In addition, the qualitative approach
allows the researcher to identify the issues of investigation in an inductive way, as

suggested by Saunders et al. (2009).
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Table 3.1 Criteria for researcher’s choosing qualitative research approach

(Taken from Saunders et al. 2009)

Qualitative/ inductive research
approach emphasizes on...

This study focuses on...

Gaining an understanding of the
meaning humans attached to events

Gaining understanding of EFL
teachers’ beliefs and practices

A close understanding of the

A close understanding of an EFL

research context teaching in a Vietnamese context,

particularly in specific context of a

local university in the north central

Vietnam

o The collection of qualitative data o The collection of qualitative data

from the in-depth interviews,

classroom observations, and

stimulated recall interviews

o A more flexible structure to permit| o A flexible process of collecting and
changes of research emphasis as the analyzing data from multiple
research progresses sources

o A realization that the researcher is| o Researcher positions herself as the
part of the research process teacher participants’ colleague with

more than 18 years of teaching

experience and participates in the

research as a non-interfering

interviewer and observer

o Less concern with the need to| o Closely relate to the particular
generalize contexts, thus, the generalization is

not intended in this study.

The qualitative approach is used in this study in order to investigate the issues

relating to classroom interaction, specifically IAs employed in reading subjects by EFL
teachers in a local university in Vietnam. There are three specific reasons to choose the
qualitative approach for the present study. Firstly, in terms of its nature, qualitative
research is holistic, descriptive, and interpretive (Bresler & Stake, 2017), so this
approach is appropriate with the research questions arising in this study. These
characteristics fit well with the objectives of the current study, that is, to explore EFL
teachers’ beliefs and practice of using IAs in teaching reading subjects for EFL
students. Secondly, as the issue of teachers’ belief of IAs and how IAs are applied to
real reading classes are rather subtlely personalized, the qualitative research is suitable
for achieving the objectives set for the study. That is, by employing the qualitative
approach, the researcher could find out the most effective way to explore the matter of
concern within a specific sociocultural context since participants have opportunities to

show their real teaching as well as their viewpoint on the issue concerned. Thirdly, the
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qualitative approach used in this study aims to provide more specific and greater
empirical groundings for how teachers perceive IAs, and how they apply different
types of activities in their teaching reading subjects. Identifying teachers’ beliefs of
different issues relating to the employment of 1As in teaching EFL reading subjects as
well as specific factors associated with classroom interaction between teachers and
students provides valuable significance to the language teaching and learning
community.

In summary, qualitative research is chosen for the present study because it
proves to be efficient in guiding the researcher in selecting the research method and
setting the logical procedure for the interpretations of data and research findings.
3.1.2 Research Design

Grounding on the nature of the research in a naturalistic classroom
environment, a case study is employed to conduct this study. The case study is chosen
as the research design for the present study since it is expected “to provide the detailed
contextual analysis of a limited number of events or conditions and their relationships”
(Dooley, 2002, p.335), and reflect “real-life situations” (Flyvbjerg, 2006, p. 235). The
employment of a case study or this study is expected to facilitate a deep investigation
into EFL teachers’ beliefs and practices of deploying IAs in reading classes in the
context of Vietnamese higher education. Within this teaching context, this study aims
to seek answers to the key issues relating to the EFL teacher’s beliefs, the relationship
between the EFL teacher’s beliefs and real practice, and the influential factors affecting
the deployment of 1As in EFL reading classes which are posed as the research questions
of the study.

Specifically, the researcher employs a case design for this study for four
reasons. Firstly, it fits with the study’s main objective which investigates how three
EFL teachers in Vietnam perceive the IAs in reading classes, and how they employ the
IAs in their real lessons to make their students involved in and get the most
effectiveness in comprehending the reading texts. Secondly, within the scope of this
research, this design provides deeper insights into the issue of how EFL reading
comprehension is taught to university students using 1As set by the participating
teachers. By employing the case study, the researcher can understand how EFL
teachers think, believe, and know about 1As in regard to goals, principles, contexts,
and teachers’ roles, their actual performance to make their real reading class as

interactive as possible, as well as the influencing factors that lead to the compatibility
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and/or incompatibility between what the teachers believe and how they act in practice.
Thirdly, the researcher conducts a case study by herself, and the findings from her
study may be a good reference not only for her colleagues who are currently teaching
reading subjects at the selected university but for other teachers and for researchers
who are interested in the topic as well. Finally, as identified by Yin (2013), a case study
is related to the extent to which the researcher would like to have no control over actual
behavioral events. In this study, the researcher participates as a non-participating
observer to record what was going on in every reading class without joining any
activities initiated by the teachers or giving any comments, evaluations, or suggestions
about the observed classes.

In brief, a case study design is believed to be the most appropriate because of
its fitness for the purpose of the present study. It is expected to help clarify the
understanding of the possible benefits of using IAs in reading classes in EFL tertiary
Vietnamese teaching and learning context. By employing in-depth interviews before
the actual teaching practice, classroom observation and stimulated recall interviews
conducted right after the end of the lessons, the researcher desires to get sufficient data
for this qualitative case study.

3.2 The Research Setting

Within the scope of this study, the researcher does not intend to cover the beliefs
and practices of all EFL teachers from different universities in Vietnam but only tries to
focus on EFL teachers who are currently teaching EFL reading skills at a local university
in north central Vietnam. This selection is based on the following criteria.

The first criterion is geographical location. The selected university is the
unique university of the province which takes on the duty to train highly-qualified
human resources for not only the whole province but the neighboring ones as well. It
is located in a rather small province in northern central Vietnam where the socio-
economic conditions are still at a medium level. Although a lot of changes have been
made in all fields of development, the average standard of living of the local people is
still low in comparison with some other provinces in the region and nationwide.

The second criterion is the historical development process of the selected
university which makes it a distinctive institution in the province and the whole region.
Established in 2006 on the basis of a vocational school of pedagogy, it is the only
university in the province with multi-disciplinary, multi-level, and multi-field of
training. With more than 60 years of its tradition, the university directs its aims of
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providing highly qualified human resources mainly for the whole province, the
neighboring provinces, and the others nationwide. In addition, this university is now
in the process of renovating all aspects from the management team, lecturers, facilities,
and teaching equipment for the strive to become a prestigious university in the region
and nationwide, a center for training high-quality human resources of the Central
region in particular and the country in general.

The third criterion is closely related to the research design of the present study.
Accordingly, the chosen qualitative method design, which is expected to give reliable
qualitative data, requires a setting with the allowance for the collection of not only
representative and diversified but also deep and detailed data, which leads to the
characteristic of case study research (Bodgan & Biken, 2007). A case study, as
previously mentioned, was selected for the current study in an attempt to achieve a
deep understanding of EFL teachers’ beliefs, their real application of IAs in teaching
reading comprehension for their EFL students, and the contextual factors affecting the
relationship between their beliefs and practices as well.

The fourth criterion is representativeness. Different from national and regional
universities that are often located in the big-centered cities and are directly governed by the
MOET, the local ones are often situated in the province and are under the provincial
authority’s management. For the local universities like the selected university in this study,
the local students and the local teachers are seen as the most important feature. The students
studying in this university vary in terms of geographical location, social background,
specialism and English proficiency. Their entrance examination result is at the lower range
in comparison with the regional and national universities, and their background knowledge
of the English language, as far as the researcher’s understanding, is not good enough
although English is one of their core subjects at high school. It is understandable because
most of them come from rural areas where socio-economic development is still at a low
level, and their focus on the English language is not sufficient enough.

Together with the above criteria, the general development trend of the higher
education system in Vietnam is also seen as an important factor to influence the
researcher’s setting selection. In some recent years, while regional or national
universities are actively improving in all aspects to be able to catch up with reputable
universities in the world, local/ provincial universities like the selected one are facing
many difficulties in order to survive despite their important role in training specialized
human resources to meet the need of socio-economic development in accordance with
local characteristics.
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Last but not least, the typical characteristics of the Foreign Language Faculty of
the university where the selected participants are working are seen as a typical criterion
for the researcher to choose the research setting. As one of the oldest and the most potential
faculties of the university, this faculty is responsible for teaching English, Chinese and
French for all levels of training in the institution as well as other institutions of the
university throughout the province. With the heavy workload in contrast with the limited
number of English teaching staff, the lecturers are in charge of a rather large number of
teaching hours per week, which significantly affects other activities such as self-study,
professional training opportunities, seminars and even their preparation of lectures.
Moreover, EFL teachers at the selected university also differ in origin, experience,
qualifications, and expertise. The number of teachers gaining a PhD degree is still limited.
Besides, since they are “local”, they are not granted many opportunities to update the
newest teaching trends in the world, and they do not have many chances to integrate with
the latest renovation in science and technology relating to their working field.

In brief, the selected university is believed to be representative of tertiary
settings where the living condition is still limited, the investment for higher education
is not sufficient enough, the student’s background knowledge is, in general, limited,
and the teachers lack potential chances to update the teaching methodology. It is
obvious that although its findings might not be convincing enough to be generalized
for the whole system of tertiary education in Vietnam as it is expected, this study is
absolutely possible to be conducted in a smaller scale with a desire to depict the picture
of EFL teaching in some similar Vietnamese context. Considering those criteria, the
researcher decides to carry out a case study at this university.

3.3 Participants of the study and the researcher’s roles
3.3.1 Participants of the study
3.3.1.1. Some characteristics of Vietnamese EFL teachers

Being aware of the important roles of the teachers in Vietnamese EFL teaching
contexts, in 2008, the Decision No 1400/QD-TTg was signed by the Prime Minister,
and the Vietnam’s National Foreign Language 2020 Project, the biggest project for
improving the quality of English teaching and learning in Vietnam up to now has been
approved with the aim of improving foreign language teaching and learning for the
period 2008 - 2020. Basing on the assumption that teaching staff plays the key role in
achieving this goal, increasing the number of qualified teachers has been one of the
central focuses of the project (Dinh Thu Hien, 2019, p. 92).
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Mullock (2003, cited in Dinh Thu Hien, 2019, p. 92) categorizes the characteristics
of an EFL teacher into five qualities including pedagogical content knowledge and skills,
attitudes and behaviors towards students, teacher’s personal characteristics and attitudes,
content knowledge, and broader educational goals and skills. In her study, Dinh Thu Hien
(2009) advocates English competence, teaching skills, and socio-affective skills as the
most referred features when referring to an ideal Vietnamese teacher of English. Her study
is in line with Tran (2015) who views these characteristics as the main features of a
desirable English teacher in Vietnamese teaching context.

Within the scope of the present study, the researcher does not expect to cover
EFL teachers coming from different levels of education in different regions in
Vietnam, but only focuses on EFL teachers who are currently teaching reading subjects
in a local university in northern Vietnam which is closely related to the researcher’s
working place. In addition, as far as the researcher’s understanding, seeking the cases
which are easily accessible and are willing to share their beliefs and practices may
provide her with more chances to collect reliable data and ensure a deep and detailed
description of the investigated phenomenon. It is addressed as one of the criteria to
select the participants for the study.
3.3.1.2. Participants of the study

In this study, the researcher invited three teachers coming from the Faculty of
Foreign Languages of the selected university to be the participants. This number of
selected participants satisfied Flyvberg’s (2006) viewpoint that in order to achieve the
great possible amount of information on a given problem or phenomenon for a case
study, a representative case or a random sample “may not be the most appropriate
strategy” for the fact that “the typical or average case is often not the richest in
information” (p. 229). This researcher was also aware that it would be “more
appropriate to select some few cases chosen for their validity” (p. 229). Bearing such
criteria in mind, the researcher decided to conduct a small survey, on one hand, to have
the right choice of participants for the study; on the other hand, to get sufficient and
valuable information about the teachers’ perception of the investigated issue and their
actual practice in their particular teaching context.

To select the most potential participants for the study, a consent letter for
inviting participation was designed in Vietnamese with information about the
background of the researcher, the aims of the research, the description of the research
procedure, a brief justification about the benefits, and confidentiality with the
participants of the research. Then it was sent to ten out of twelve English teachers of
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the Faculty of Foreign Languages, except for the researchers and the other teacher who
was abroad. According to the collected response, half of the teachers agreed to
participate in the research. However, due to subjective and objective constraints, the
researcher was only able to select three out of five teachers as the main participants for
this study. The three selected teachers are females due to the fact that in the faculty of
Foreign Languages of this university, all of the English teachers are female, which can
be addressed as a limitation of the study. These selected participants were introduced
about the purposes of the project, what they would do in the interview and in their
observed reading classes, especially the three - stage procedure of a reading lesson.
Since a major part of this investigation focuses on the IAs used in reading classes, they
were asked for a commitment to follow the teaching reading procedure during the
intervention. The names of the participant teachers, as committed from the beginning,
are not revealed but anonymously called as Lisa, Rosie and Maria for the ethical issues.
With these pseudo names, the participants feel more secure and comfortable when
taking part in the interviews or observation procedure conducted.

As described in Table 3.2, the youngest participant is 35 years old and the
oldest is 42. This age rank is in the normal range for the teachers to accumulate enough
experience for their teaching career (Borg, 2003; Buzzelli & Johnston, 2014)
Therefore, in this study, the main focus was on three teachers as participants who had
more than ten years of teaching experience and accumulated sufficient professional
qualifications to meet the requirements that were indispensable in teaching tertiary
students as regulated by the MoET of Vietnam.

Table 3.2 Information of the teacher participants

) Participants
Profiles - - -
Lisa Rosie Maria
Age 35 37 42
Gender F F F
Qualification MA in TESOL MA in TESOL MA in TESOL
Teaching experience 11 13 18
Majors Reading, Writing, | Reading, Writing, | Reading, Writing,
ESP ESP Business English

Lisa started her teaching career as a lecturer of English at the selected university a
year after she graduated from the University of Pedagogy. Before that, she had one-year
probation at a local high school. She got a Master degree in TESOL in 2015 with an
excellent qualification. Since then, she has not frequently participated in professional
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training courses due to some of the private matters, i.e., getting married and giving birth
to children. Despite the fact that she has not had many opportunities to attend the ELT
workshops, seminars or professional training classes, she still tries to upgrade updated
teaching approaches by herself. To her colleagues’ appreciation, she is a very dedicated
teacher and always shows her enthusiasm in teaching English. She is in charge of teaching
reading and writing as Basic English skills, and some ESP subjects for tertiary students.
With nearly eleven years of experience, she is confident and positive enough to attract the
students’ attention and active participation in every class she is assigned to teach.

Rosie is a young teacher with high potential to develop herself in her teaching
job. Before starting her teaching career at the university, she used to be a high school
teacher of English for nearly two years. She got a master degree in TESOL in 2014.
Since that time, she has been assigned to teach reading subjects to tertiary students.
With the desire to renew herself to get the updated teaching approach, she always tries
to seek opportunities to participate in seminars, webinars, workshops, conferences, or
quick courses relating to professional development, renovation of teaching
methodology and so on either in person or virtually. She says that although she is rather
busy with her workload at the university and at home, she tries to arrange time suitably
so that she can join the professional training or the quick courses about teaching
methodology renovation. With more than thirteen years of teaching experience, this
teacher possesses an academic qualification in teaching English for EFL tertiary
students with full of confidence, dedication, and enthusiasm.

Maria is the oldest teacher selected as a participant for the present study. Her
age and her teaching experience show her maturity in the teaching profession. Her
highest qualification is a Master’s degree in TESOL. Her teaching experience includes
Reading, Writing, Practical Grammar, and Business English. As an experienced
teacher of the faculty, she highly appreciates the participation in programs or quick
courses to improve teachers’ teaching competence. Similar to Rosie, Maria often
makes use of the opportunities to attend seminars, conferences, or quick courses so as
to accumulate more experience in teaching English to EFL students.

In spite of differences in age, teaching experiences, and positivity in adjusting
new teaching approaches, they have the common viewpoint in adopting teaching
approaches for their own. Firstly, they are currently teaching reading skills to EFL
students. When talking to all participants about the project the researcher is going to
conduct, all of them show their willingness to participate in the project and they really
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want to search for the best way to help their EFL students improve their reading skills.
In terms of qualification and experience, they are all professionally trained to serve in
the field of teaching English as a foreign language. All three participants are masters
in TESOL. Their qualifications in teaching English are highly evaluated; furthermore,
their experience in teaching English to EFL students shows their quality in the teaching
profession, which is convenient for the researcher to get sufficient data for the study.
One more reason that three teachers in the university are chosen for the study is
working desire. These teacher participants are colleagues of one another and they all
have the same desire to contribute to the improvement of quality in teaching and
learning English in general and reading skills for tertiary EFL students at their
university. Therefore, this study is expected to be of significance for opening a new
perspective on teaching the English language in general and reading skills in particular.
3.3.2 Researcher’s roles in the study

Different from quantitative research where the “vantage point of total
objectivity of the researcher is highlighted” (Le Thi Hong Duyen, 2017, p. 60), in
qualitative research like the present one, the researcher is often seen as “as the primary
instrument or medium through which the research is conducted” (Lofland et al. 2006,
p.3). The problem of subjectivity in such kind of study is not considered as a thread
but a crucial and inevitable issue to the qualitative researchers. Therefore, it is
necessary that the researchers be aware of their own roles in order to minimize the
biases when conducting the studies.

Firstly, as an EFL teacher, the researcher brings all of her knowledge, attitudes,
and experiences to the study. She also experiences the challenges EFL teachers may
face with the reading proficiency of EFL students. The research also observed that EFL
teachers in her faculty delivered their Reading lessons as routine year after year without
much adjustments or changes. The so-called stagnant situation should have been
adjusted through each of the courses. So, in order to avoid biases that may exist in the
study, the researcher tries to be as self-critical and objective as possible.

Secondly, regarding the issue of subjectivity in conducting the qualitative case
research, although it is commonly understood as an inevitable thread, the researcher
takes this issue into consideration since she is aware that in order to avoid this problem,
she should try to minimize the inexplicit and non-transparent processing not only in
the data collection stage but the whole research implementation procedure as well.
Being aware of the issue of subjectivity, before carrying out the research, the researcher

51



briefly introduces the research topic, describes its major aims, who the participants are,
what criteria are used to select the participants, and what they are required to do in
order to help her fulfill the project. By doing so, the teacher participants are familiar
with the research topic. On observing classes, playing the role of a researcher and a
non-participating observer or outside observer, the researcher does not take part in any
teaching procedure in reading lessons rather than observing and recording what is
going on in the chosen classes.

Last but not least, the teacher’s role as a PhD candidate at a university with full
of tradition and advancement in central Vietnam may gain the respect and trust of the
participating teachers. After explicitly understanding their important role in the present
study, the selected teachers are willing to support the researcher in the data collection
process. They all express their strong expectation that the study can do something good
or favorable to make its contribution to the adjustment of the EFL teaching and learning
situation as it is at present.

3.4 Data Collection methods and Procedures

This section consists of three main parts: the research triangulation, the main
research instruments, and the procedures to collect the necessary data for the study.
3.4.1 Research Triangulation

Mackey and Gass (2015) confirm that the popular triangulation of data
collection methods for interaction-based research includes interviews, observations,
diaries, or journals. However, grounding on the distinctive features of the present
study, diaries or journals are replaced by stimulated recall interviews for the sake of
checking or reaffirming what EFL teachers actually do in their teaching procedure in
comparison with what they think it should be. In this study, data triangulation including
interviews with the teachers before their actual teaching, classroom observations to
observe and record what 1As are organized in reading class to corroborate interview
data, and stimulated recall interviews conducted after observing the process of a
reading class is designed (Figure 3.1). While in-depth interview is used to collect data
for the first research question, the combination of the three so-called instruments is
used for the second and the third ones. The effectiveness of using this triangulation of
the mentioned strategies in researching teachers’ beliefs and practices about a certain
topic is firmly verified by Le Van Canh (2011). He agreed with Burns’s (1992)
viewpoint stating that teachers can verbalize how their beliefs underpinned classroom
practices. As the primary aim of the present study is to investigate EFL teachers’
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beliefs and practices in a Vietnamese tertiary context, this triangulation of data
collection methods is adopted.

| Qualitative Case Approach |

| Research Questions

In-depth Interviews
(teachers) - Q1

In-depth Interviews — Classroom
Obzervations + Simulated Eecall
Interviews - Q2

In-depth Interviews +
Simulated Fecall Interviews +
Classroom Observations — (3

Diata Collection Diata Collection

Drata Collection

Data Analysis Data Analvsis Diata Analysis

Findings Findings Findings

Data Triangulation
Paradigm

Figure 3.1 Data triangulation paradigm

It seems that the choice of these data collection methods facilitates the
researcher to obtain purely qualitative data, which satisfied the chosen research
approach and design stated in the previous part. The results of this qualitative case
study are expected to be practical in nature and include a description of common 1As
frequently employed by the teachers that influence the learning environment as well as
the effectiveness of the reading classes. In the next section, the rationales of the
instrumentation choice and the detailed description of each type of instruments are
clearly stated.
3.4.2 Research Instruments

This session provides a rationale for the adoption of three main instruments
that are chosen to collect data for the present study, namely: in-depth interviews,
classroom observations, and stimulated recall interviews.
3.4.2.1 In-depth Interviews

In this qualitative case study, together with classroom observation, one-to-one
in-depth interview was chosen as the main instrument. As explicated by Cohen,
Manion and Morrison (2011, p.439):

The in-depth interview, as its name suggests, is conducted to explore issues, personal

biographies, and what is meaningful to, or valued by, participants, how they feel about
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particular issues, their attitudes, opinions and emotions. They tend to be semi-
structured, to enable the course of the respondents’ responses to dictate the direction
of the interview, though the researcher also has an interview schedule to keep an
interview on track, and may operate probes to inquire further into issues.

It is clear that one-to-one in-depth interviews, the chosen data collection tool,
are relevant to the study for the following main reasons. Firstly, this instrument
provides the researcher with more detailed information or a deep understanding of a
subject from the individual participants without any distraction or intervention of
others as in group interviews. By using this instrument, the problem of “group
harmony, a characteristic of Vietnamese collectivist culture” (Canh, 2011, p. 94) can
be avoided. With the interview questions designed, the researcher can elicit what the
teacher participants experience with 1As and how they react emotionally to their
experiences, which helps the researcher understand the feelings participants express
through their real teaching process. Secondly, the interview questions can generate
descriptions of what teacher participants share about the teaching and learning
condition and atmosphere, which are very important for the researcher to understand
more thoroughly the teaching context in which the teacher participants work. In
addition, the mutual trust between the researcher and the teacher participants is more
consolidated, which can make the participants feel more secure and comfortable when
being observed later. Thirdly, the researcher can ask for clarification or for the details
of issues that might not be fully comprehended when observing the participants’
classes. By doing so, every endeavor is made to put the participants at ease, and a
harmonious and amicable rapport between the researcher (as interviewer) and the
teacher participants (as interviewees) is built with a view to encouraging them to reveal
worthy and truthful information and avoiding negative or positive comments on their
responses. Moreover, questions are sometimes paraphrased, the question order is
slightly changed and unscripted questions are also used to fit with the talks.
3.4.2.2 Classroom Observations

Classroom observation is employed in this study because it is seen as a valuable
way to provide evidence of what happens in the classrooms (Borg, 2006). It can also
provide the opportunity to record information as it occurs in a setting and it is fruitful
and workable to reveal the classroom teaching and learning strategies (Creswell, &
Creswell, 2017). In this study, observation was conducted in real reading classrooms
in order to give a real insight of the phenomenon to be investigated.
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To serve the purpose of the study, classroom observations were carried out to
record all activities in reading classrooms between teachers and students that could be
seen as interactive ones. More specifically, its primary aim was to explore what kinds
of 1As most and less frequently designed and used by EFL teachers in order to foster
their students’ engagement and comprehension at different reading stages. The
classroom observation field note was prepared and informed to the observed teachers
in advance. However, this did not either restrict the teachers from teaching naturally
or prevent the researcher from conducting the observation with an open mind to try to
explore the researching issue in a natural way. Being aware that any of her
participations or interferences in the teaching process might interrupt classroom
activities, the researcher chose non-participating classroom observations to collect
data. This non-participating observation method allowed the researcher to gather data
more naturally and reliably in a more direct way. According to Creswell (2009), a non-
participant observer visits the site and records notes without involving herself or
himself in the participants’ activities. Therefore, in this study, the researcher sat at the
back of the classroom to record the observable facts under study without any
participation in the selected teachers’ teaching procedure.

All of the activities organized for interaction in the reading classroom were
recorded. Audio digital recording used while observing the reading classes is seen as
the “live” and most reliable source of data for this study. On observing reading classes,
the researcher put an MP3 player to record what the teachers instructed and led the
students to the reading tasks for the sake of getting the most fruitful outcome. In order
to minimize the intrusive impact on such observations, the researcher asked the teacher
for her putting a cell phone under the teacher’s desk to assist the recorder in case of
unexpected failure. In this way, the researcher’s participation did not cause much
impact on the natural procedures of the teacher’s actual performance. While observing,
the researcher especially paid attention to the teachers’ teaching procedure and the
activities the teachers initiated or organized for the students to participate in so as to
make their reading class interactive. In addition, the issues of “what the teachers use
such activities for” was also noted because they were then used to compare with what
the teacher participants responded to in the in-depth interviews.
3.4.2.3 Stimulated Recall Interviews

Together with in-depth interviews and classroom observations, stimulated
recall interviews (or post-lesson discussions) were implemented to confirm and clarify

55



more information relating to the participants’ behavior or actual practice taking place
during the classroom observation session. In order to ensure the accuracy of the
information collected from this type of interview, the researchers are often advised to
be aware of the time lapse between the event and the recall. Regarding this criterion,
Gass and Mackey (2013) suggest that the researchers should use this instrument within
48 hours after the events take place for the sake of achieving approximately 95% of
accuracy.

In this study, the researcher’s aim to employ stimulated recall interviews was,
first and foremost, to discuss with the teacher participants about the issues taking place
during the time they teach reading lessons with 1As that need to be more clarified. The
related issues were the reading activities they used in the lesson, why they did that;
how effective they felt about their lesson, what made them feel satisfactory and/or
unsatisfactory about their class, and what they would do if they had a chance to teach
the lesson again. Furthermore, it was to make a comparison between what they thought
(as responded in the in-depth interviews) and what they actually did (as observed and
recorded in classroom observations) to find out whether there were any matches or
mismatches between the two channels of information.

Since all of the three participating teachers are the researcher’s colleagues, the
process of data collection seems to be favorable. At the end of the class, despite the
heavy workload, the teachers tried their best to spend some time responding to the
recalled questions posed by the researcher. Thanks to this favorable condition, most of
these interviews were taken right after the classroom observations. In some cases, due
to urgent tasks or personal work, some of the interviews were a little bit later than
expected. However, none of the interviews were delayed until more than 2 or 3 days
later, which means that all of the backup interviews were conducted within 48 hours
after the observations. That is to say, the researcher followed strictly the time to
conduct a stimulated recall interview as suggested by Gass and Mackey (2013).

3.4.3 Data Collection Procedure
3.4.3.1 Interview Procedure

Question Design

As planned, the interviews were designed in Vietnamese in order for the
researcher to make sure that the teacher participants felt comfortable and responded
exactly to what they wanted to say. Their full meaning response helped the researcher
to collect data with high quality and ensure the validity and reliability of the data
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collected. Most questions in the interviews were open-ended in order for the teacher
participants to express their thought in an open manner, which could provide “depth,
nuance, complexity and roundness of the data” (Mason, 2002, p.65), rather than “yes,”
“no,” or one-word answers. This type of questions also aimed to develop the
participants’ responses in the most natural way. Sometimes, in order to confirm the
information from the participants’ responses, some close — ended questions were
employed, particularly when their responses were unclear, lengthy or ambiguous.

More specifically, the questions in the pre-interview were designed based on
the items established in the framework. The flows of questions asked during the
interview were grounded on the interview guide created by the researcher. Topics and
issues to be covered were specified in advance in outline form. All the questions were
divided into sub-categories related to the theoretical framework of the study. In this
study, the interview questions were designed to collect the participant teachers’
responses in terms of their beliefs about goals, principles, contexts, and teachers’ roles
relating to 1As in teaching reading subjects. This source of data is of importance for
the researcher to decode the need-to-be-uncovered issue in the research questions of
the current study.

Interview Procedure

Initially, the teacher participants were informed of the purposes and the
procedures of the interviews. The researcher reminded them about the consent form
sent to them via email before for confirming their volunteer participation in the
research. They were also informed that the interviews would be voice recorded and
selectively transcribed for later analysis. In addition, as clearly stated in the consent
form, since the participation was voluntary, participants could withdraw from the study
if they felt uncomfortable for joining or due to some unexpected reason.

Every interview lasted from 25 to 30 minutes, but some of them were longer than
scheduled because the teacher participants were full of willingness to share what they
wanted. All interviews were voice recorded by an MP3 device and transcribed according to
the interviewer and interviewee turns of speech. These data were used to compare and
combine with the data obtained from the classroom observation in order to seek an insight
into EFL teachers’ beliefs of [As and their actual practice in EFL reading class.

The stimulated recall interviews did not take as much time as the in-depth
interview which took place before the observations. In this case, each of the interviews
lasted from 7 to 10 minutes. For the interview which took place right after the
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classroom observations, the researcher used field notes when discussing with the
participating teachers since the teaching procedure of the observed lesson was still in
their mind, and their memories were still fresh enough to recall what they had already
done. Meanwhile, for the delayed interviews within 48 hours, field notes and the
transcription of the classroom observations were simultaneously used in order to recall
the teachers’ thoughts about their actions. As mentioned, the stimulated recall
interviews were to confirm and elicit what had been going on in the actual teaching of
reading lessons mainly including reading activities deployed, the reason for their
employment of such activities in their classes, their feeling about the effectiveness of
the lessons, the reasons making them satisfied or dissatisfied with the activities they
deployed. In addition, this back-up discussion helped the researcher, on one hand,
understand the compatibility and incompatibility between what the participating
teachers thought and what they truly did in their teaching process, on the other hand,
identify the influential factors affecting the teachers’ beliefs and practice relationship.

After the in-depth interviews and stimulated recall ones, the recorded responses
were re-listened, transcribed, translated and selected for data analysis. The data
collected from the interviews, in combination with those collected in classroom
observations from three participants were then analyzed collectively and selectively to
figure out their cognition of the issue investigated.

In short, the process of collecting data started by interviewing teachers before
class time, and stimulated recalls followed after the classroom observations. The
participants were interviewed individually grounded on the interview guide. The whole
interview guideline was shown to the participants to read before the interview took
place since, as far as the researcher’s understanding, by knowing the questions in
advance the participants would get a good understanding and focus their attention on
the points of the questions so that they could give the information needed more
efficiently and accurately.
3.4.3.2 Observational procedure

In this study, twelve out of thirty periods of the whole course were observed
by the researcher. Each period lasted 50 minutes. The reading classes were allocated
with four teacher-instructed periods per week, which meant that the researcher spent
three weeks observing each of the selected teacher participants. At first, the researcher
intended to observe half of the total allocated periods of the reading course, but
unluckily, due to the breakout of the COVID 19 pandemic, the teaching-learning
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process was implemented online. Being afraid of the invalid data collected from
observing online reading classes via Zoom or Google Meet system, the researcher
decided to shorten the number of observed classes into twelve periods. Although the
duration of observing the participants took up one-third of the total course time, the
research could collect the data adequately to identify the interactive activities EFL
teachers often employed to motivate their students in reading classes.

The observation process was conducted as the timetable set for the course of
each class. During the observation, the researcher sat at the back of the class to observe
and record the participant’s teaching with an audio recorder and took notes on the
observation sheet (Appendix G) without any participation in the lesson. The researcher
also recorded the whole teaching procedure of the teacher in chronological order
instead of merely focusing on the 1As designed by them, which might help to minimize
the researcher’s own bias on the observed data. After finishing the observational task,
all of the details observed were transcribed. The data collected from classroom
observation were analyzed in accordance with the participant’s responses in the
interview.

In brief, in this study, classroom observation was one of the three main
instruments to collect data concerning the activities designed by the teachers in their
actual reading classes and how these activities are organized to foster the students’
participation and to make their activities more interactive and effective. The data
collected from this channel in collaboration with the data collected from the interviews
strengthen the reliability of this study.

3.4.4 Pilot study

A pilot study is necessarily conducted to prevent the occurrence of a fatal flaw
in a study that is costly in time and money and it is seen as the indispensable step for
the researcher to identify potential problems and to revise the questions before the
commencement of the data collection (Polit & Beck, 2017). In this study, before
officially conducting in-depth interviews with the teacher participants, a qualitative
pilot study was conducted through discussions with two teachers who were not selected
to be the participants of the main study. These teachers were chosen since they were
satisfied with the criteria of selecting research participants, and had similar
characteristics with the participants of the present study. This pilot round aimed to
check if the questions designed for the main official study were clear, concise, and
understandable.
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Before conducting the pilot interviews, the two selected participants were
asked if they would like to be interviewed in Vietnamese or English. Interestingly, both
of them preferred to use Vietnamese as it was easier for them to share their thoughts
and feeling about the subject matter. Thus, the interviews were conducted in
Vietnamese language and recorded for the purpose of checking the clarity of the
interview questions and the quality of the voice recorder. Each piloted participant was
interviewed once, and the interviews were arranged in the Teachers’ self - study room
1 in the Learning Resource Centre of the university. After the first interview which
lasted 27 minutes, the researcher considered the revision of the interview protocol and
audio recording to check the quality of recording and the whole process of
interviewing. This piloting round allowed the researcher to rephrase and modify
interview questions to obtain richer data for the study. In addition, the piloting phase
helped the researcher to self-assess her ability to employ this instrument effectively.
Specifically, the researcher improved her ability to encourage interviewees to share
what they thought as frankly and thoroughly as possible. Also, through the first pilot
study, the researcher realized that she spent too much time explaining the questions.
Similarly, while conducting the second pilot interview (26 minutes), she found out that
a list with umbrella and probing questions was seen as a useful tool, since sometimes
the researcher and participant was engrossed in the conversation, and they might forget
to ask some key points prepared. After two pilot interviews, the researcher’s skill of
interviewing was much improved, especially the skill of asking for further information
regarding unanticipated themes that were meaningful and relevant for the study. More
significantly, this pilot phase helped the researcher realize the importance and
necessity of the interview questions, which not only put the teacher participants at ease
but also check the researcher’s understanding of the participants’ responses to ensure
that their opinions were fully captured and understood.

Grounding on the pilot round, the researcher decided to adjust some points in
the proposed questions for an in-depth pre-interview. For example, at first, the
researcher intended to include questions about the personal information of the
participants in the question list, which made it rather lengthy and took a certain amount
of time for the interview. However, after piloting, these questions were separately
prepared in the form of a personal profile and sent to the participants via email. In that
way, the researcher could collect enough related information from the participating
teachers without spending too much time on the interviews on this part. Besides,
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observation via audio-recording was tested with one class to make sure that the
equipment obtained clear sounds of the reading activities in the classroom and that the
oral exchanges were clear enough for transcription. When all the tools were able to
collect answers from the respondents and revised as mentioned above, the main study
was carried out with high certainty and safety.

3.5 Data Transcription

Since the purpose of this study was to investigate IAs taking place in reading
classes, the audio-recording technique was employed, for it is more convenient for the
researcher to both observe what is going on in the reading class and record the activities
for later analysis. Accordingly, all of the raw data collected from the interviews and
classroom observations were verbally transcribed, translated, and checked again with
the original recordings to ensure the accuracy of the data. Then, the transcriptions of
the interviews and classroom observations of each teacher were neatly kept in a
separate folder for data analysis procedures. As for the guarantee of the collected data,
in order not to confront the unexpected loss of the data due to technical failure, the
researcher copied all of the data sources into several files. A removable hard disc was
also used to save the data in case the researchers’ laptop was out of order.

As mentioned above, all of the interviews were carried out in Vietnamese, so
the excerpts for reference in the presentation of the finding analysis were firstly
extracted in Vietnamese to ensure the accuracy of the participants’ responses, and then
they were translated into English by the researcher. Then, in order to ensure the
authenticity and accuracy of the translation versions, both Vietnamese and English
versions of the transcription were sent back to the participants for double checking
before the rechecking steps were done by an accredited translator. To ensure the
accuracy of the translated versions, the researcher tried to keep the teacher participants’
responses in the correct format in English. By doing so, the researcher aimed to make
her translation and the back-translation versions as similar as possible before using
them as illustrations of the findings in the data analysis process.

3.6 Data Analysis Procedures

In this study, two main types of data were collected, i.e., interview data and
classroom observational data. The researcher employed the thematic analysis method
to analyze the data collected.

3.6.1 Interview Data Analysis
Among different approaches to qualitative analysis, thematic analysis was
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considered a foundational method (Braun & Clar4ke, 2006) for the following reasons.
Since it is not only “a method for systematically identifying, organizing, and offering
insight into, patterns of meaning (themes) across a dataset” but also “offer a more
accessible form of analysis, particularly for those early in a qualitative research career”
(Braun & Clarke, 2006, p.81). In addition, thematic analysis is flexible in nature. Its
flexibility and usefulness can “potentially provide rich and detailed, yet complex
accounts of data” (Braun & Clarke, 2006, p. 5). They also developed a six-phase
approach to thematic analysis to serve the purpose of those who want to use thematic
analysis for their research (Figure 3.1). Because of its flexibility and accessibility, such
guideline was employed to analyze the data in this present study

Phase 1: Phase 2: Phase 3:
Familiarizing = Generating * Searching for
with the data initial codes themes

) |

|
Phase 4: | Phase 5: | Phase 6:
Reviewing | Defining and Producing the
potential themes naming themes report

Figure 3.2. Thematic analysis Guideline (Braun & Clarke, 2006)
Phase 1: Familiarizing with the data
In this phase, the researcher read and reread the data in an active manner to
search for some initial meanings. She was aware that the more time she spent on
reading the database, the deeper she could understand the information supplied by the
participants. Thus, after transcribing data as stated above, she printed all data as a hard
copy and read them carefully. Then, all data were noted down with some initial ideas.
Although this phase is time-consuming, she tried to read the data several times because
it “provides the bedrock for the rest of the analysis” (Braun & Clarke, 2022. p.87).
Phase 2: Generating initial codes
As defined by Boyatzis (1998, p. 63), code “is the most basic segment, or
element, of the raw data or information that can be assessed in a meaningful way
regarding the phenomenon”. In the present study, manual coding was employed in
order to maximize the researcher’s reflection on the data and facilitate the tracking of

the coded data for subsequent phases of analysis. After transcribing the data from the
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interviews with the teacher participants, the researcher read the transcript as carefully
as possible to identify and underline important phrases or ideas and code them
accordingly with the corresponding extracts included. Then, all of the codes and the
extracts were put together in a file for later checking and sorting.

Phase 3: Searching for the themes

In this phase, the researcher was required to concentrate on the analysis at a
higher level, i.e., to sort different codes identified in Phase 2 into potential themes so
as to match the aim of the study, and the three research questions posed. It is important
for the researcher to identify which codes were significant, and could be used as the
main themes and which ones would be supporting codes.

Phase 4: Reviewing potential themes

In order to have the most potential themes fitted with the research questions
addressed for the present study, the researcher was aware of the necessity of revisiting
the research questions before deciding which themes to be used. The process of
selecting themes follows six criteria suggested by Strauss and Corbin, 1998, (cited by
Braun & Clarke, 2009).

1. It must be central; that is, all other major categories can relate to it.

2. It must appear frequently in the data, which means that within all or almost
all cases, there are indicators pointing to that concept.

3. The explanation that evolves by relating the categories is logical and
consistent. There is no forcing of data.

4. The name or phrase used to describe the central category should be
sufficiently abstract.

5. As the concept is refined, the theory grows in depth and explanatory power.

6. When conditions vary, the explanation still holds, although the way in which
a phenomenon is expressed might look somewhat different.

Phase 5. Defining and naming themes

In this phase, the researcher refined the themes by naming them with the more
suitable labels for the sake of making the findings in the study become “a complete
story” with different volumes, and a volume portrayed main themes named for the
readers to read and evaluate. For this purpose, the researcher kept in mind two
questions, one with “What” and the other with “How” as suggested by Braun & Clarke

(2006, p. 121). The questions were “what story does this theme tell?”” and “how does
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this theme fit to the overall story about the data?”” Braun & Clarke (2006, p. 121).
Phase 6. Producing the report
In this final stage, producing the report, the arguments for each of the themes
were developed. In addition, the vivid extracts to support such arguments were
selected, which provided a comprehensive description for each theme. The analysis of
interview data was always in the combination with the observational data for the
research finding to be fully written up.

Based on Braun and Clarke’s (2006) guideline, the overall category in this
study was identified as “EFL teachers’ beliefs and their practices of employing IAs in
reading classes”. Then, the sub-themes were related to three research questions of the
study, namely: (1) EFL teachers’ beliefs of IAs in teaching reading subjects, (2) EFL
teachers’ actual practices of 1As in teaching reading, and (3) The factors affecting the
teachers’ employment of [As in teaching reading. Accordingly, the potential themes
included in each of the sub-themes were categorized grounding on the analytical
framework of the study. As in the following example of an in-depth interview with

Maria:

Categories
/Potential theme
In your opinion, do interactive activities in the reading comprehension class help

Code/sub-theme

Transcription

students increase their language use?

Yes, 1As help my students increase their
practical use of language by interacting
with me and their friends in an appropriate
way. When students are encouraged to
express or share their ideas with their
group, their partners or the whole class as
much as they can, they feel
encouraged and confident to join, and they
reduce passiveness and anxiety by

more

themselves or by their friends’ support.
(Maria)

Confirming about
the benefit of 1As

A teacher’s way to
help students use
oral language

Encouraging Ss to
interact

Specific benefit of
IAs

IAs for increasing
oral language

3.6.2 Observational Data Analysis

If interview data were mainly used for the sake of investigating the first main
theme “EFL teachers’ beliefs of IAs in reading class”, the data collected and
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transcribed from classroom observations were of great importance for the researcher
to explore what would be in the second main theme “EFL teachers’ employment of 1As
in an actual reading class”. The phases of analyzing observational data were generally
the same as the ones applied for the interview data. Accordingly, all recordings of
classroom observations were also carefully transcribed for manual coding. After
finishing this stage, the researcher spent a certain amount of time reading the transcripts
in order to become intimately familiar with the data. Important excerpts in the
transcripts will also be noted. The observational data were then used to compare with
the interview data in order to examine whether what the teachers perceive is compatible
with what they actually do. Data collected from different channels, transcripts from
classroom observation, recordings from interviews with teachers will be carefully
processed to identify EFL teachers’ beliefs of [As and their application into their actual
teaching reading comprehension. From the detailed description of data collection and
data analysis above, a diagram of collecting, transcribing, coding data for the present

research finding analysis is as follows,

Raw Data dnllertinu
Ik
Data Transcribing and Reading

L
Data Coding, Categorizing, Reduction and Labelling

Thematic Data Presentation

Il

Data Analysis and Interpretation

g 4

Discussing themes Making Inferences

(Tnterviews and Classroom Observations) (Tnterviews and Classroom Observations)

N v

Conclusions and Implications

Figure 3.3. Data Transcription and Analysis Procedure

bo



3.7 Trustworthiness of the Study

Regarding the issue of trustworthiness, four criteria that qualitative researchers
should consider to ensure the validity and reliability of their studies including (1)
Credibility, (2) Transferability, (3) Dependability, and (4) Confirmability which is
addressed by Lincoln and Guba (1985) are adopted.

3.7.1 Credibility

In qualitative studies, credibility is considered the construct of truth value which
refers to the extent that the findings of the research can be trusted and credited (Lincoln
& Guba, 1985). Thus, in order to ensure the credibility of the present study, some
techniques were used during the process of conducting the research.

Firstly, as stated, in this study, a triangulation of instruments including
classroom observations, in-depth interviews, and stimulated recall ones is used to
collect the data. By employing various tools, the researcher can collect sufficient data
for analyzing processes. The multiple sources of data gathered provide the researcher
with worthy data to analyze the teachers’ beliefs and their enactments of 1As in their
actual teaching reading process, and give an insight description of the relationship
between teachers’ beliefs and teachers’ practices of employing 1As to find out the
consistency and/or inconsistencies of this relationship as well. Data from classroom
observation in combination with the data from the stimulated recalled interview
sessions are used to analyze the factors affecting this relationship. This source of data
allows the researcher to gather information which might not be mentioned in the
interviews. Audio recordings are made during class hours in order to avoid missing
crucial observational information.

Secondly, the researcher tried to build a “prolonged engagement” (Lincoln &
Guba, 1985, p.65) between the researcher and the participating teachers right from the
beginning time conducting the study. In this study, the relationships between the
researcher and three participants tended to be caring rather than empowering. In
addition, this relationship was also assumed to be more culturally mental in nature. It
was shaped by the Vietnamese culture in which people tended to be willing to share
their knowledge and experience with each other. The researcher highly expects and
appreciates the enthusiasm and great cooperation and contribution of all three
participants.

Another technique that was used to gain credibility of the study was frequent
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debriefing with peers as suggested by Lincoln and Guba (1985, p.67). During the data
analysis stage, the collected data and analytical segments were presented with the
consultancy of the researcher’s supervisor. Because the direct meetings were prevented
by COVID 19 pandemics spreading all over the world, and Vietnam was not an
exception, the researcher and her supervisor had regular online meetings to discuss the
interpretation of the data in the study. The supervisor’s critical feedback was valuable
and helpful in not only directing the researcher to the right way in the process of
arranging and analyzing the data, but also helping the researcher widen her
perspectives on the issue which is being investigated.

Finally, since the present study uses only qualitative design the researcher’s
background, qualifications, and experience surely influence the observations and
conclusions of the research. Therefore, her educational background, her academic
qualification and her personal teaching experience were added as an indispensable
technique to make the study credible. With the background knowledge, professional
qualifications in the research field as well as experiences accumulated in nearly
eighteen years teaching English at the university, the researcher expected to contribute
herself to the credibility of the study.

3.7.2 Transferability

Referred as the criterion to verify the possibility of applying the study findings
into other settings outside the boundaries of the study, transferability is one of the
indispensable requirements in any qualitative research (Lincoln & Guba, 1985). In this
study, apart from classroom observations and in-depth interviews, validation of
translations from Vietnamese to English is employed. In addition, the transcription
from audio recording, or the process of transferability is done to modify the data
collected from the major sources. Moreover, all of the steps and stages in the data
collection and data analysis process are explicitly and concisely described and
explained. With the thick and detailed description and explanation, the transferability
of the study to the relating field or other similar contexts is strongly facilitated, and the
readers of the study are provided with a clear view of the study investigated.

3.7.3 Dependability

Compared to the reliability in quantitative studies, the notion of dependability

in qualitative ones emphasizes the consistency and repetition that the results of the

findings bring to the research. In the current study, in order to maintain consistency,
67



all three chosen participating teachers underwent the same procedure of data collection
and analysis. Specifically, the same interview guidelines and classroom observation
techniques were used to explore the teachers’ beliefs and their actual practices of
deploying 1As in their teaching reading skills, and by cross-comparing three
participants, the researcher could seek for the dependability standard of the study.
Finally, the details about the methodology applied allowed the study to be repeated
(Lincoln and Guba,1985, p. 71).
3.7.4 Confirmability

Confirmability is, to a certain extent, similar to the criterion of objectivity in
quantitative research. This criterion requires the researchers to guarantee that the
findings of the study are drawn from the researcher’s informants and inquiry itself, not
from the researcher’s biases or preferences (Lincoln & Guba, 1985). In this study,
confirmability is achieved by triangulation of multiple sources of data taken from pre-
interview, classroom observation, and stimulated recalls. Besides, the important stages
of the research process such as data collection, data interpretation, and data analysis
are in turn explicitly described. One more important element to ensure the
confirmability of this study is the transcript rechecking with the informants. By doing
so, the researcher is more confident in using the sources of data collected without any
hesitation about its accuracy. Finally, yet importantly, when the thesis is completely
done, the appendices of sample raw data of interviews and observations as well as the
illustration of instruments used to collect data are also attached for reference.
3.8 Ethical Considerations

Permission to conduct this study is accepted and supported by Hue University
and under the direct administrative guidance of University of Foreign Languages and
International Studies. All of the three teacher participants were volunteers and their
anonymity was maintained throughout the research process. That is, to ensure the
participants’ identities in this current study not to be revealed and their ideas not to be
jeopardized, at the very beginning of the study, the researcher asked for the
participating teachers’ permission in advance and discussed with them about the
contents and the duration of the study. Furthermore, the researcher informed the
participants carefully of the purposes of the study and confirmed with them that no
names or any information about them would be disclosed. The participants’ names

used in the thesis are also pseudo names. Besides, all of their participation in teaching
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real classes for the researcher’s observations, their answering to the interview, and
audio recordings were based on a voluntary basis. In addition, in order not to make
students feel unnatural being observed when they learned the reading lessons, the
researcher spent a little amount of time telling them about the purpose of the classroom
observations and promised not to interfere in their learning process as well as their end-
of-term scores.

In order to maintain the guarantee of the ethical issues, on one hand, all data was
treated in a manner that protects the confidentiality of the participants involved in the
study. From the beginning, participants were assured that any information provided
would be held in the strictest confidence. The information from interviews and
observations collected, selected and used in the research was coded. The information
Is stored securely according to the university policies. On the other hand, the researcher
tried to make the participants feel comfortable and free from the fear of being judged
or evaluated from the beginning to the end of the research implementation process.
The researcher was aware that if the participants did not feel comfortable and safe, the
findings of the study would be affected. Therefore, big efforts to maintain the good
relationship and the respect for the participants of the study were the researcher’s
concerns.

3.9. Summary of the Chapter

In this chapter, the selection of methodology for the study was discussed
together with the presentation of the study setting. Based on the purpose of the study,
it justified why the qualitative case approach was the most relevantly used in the
current study. Grounding on its nature, a qualitative case study was seen to be the most
appropriate choice since it helped provide more insights into EFL teachers’ beliefs
about using IAs in reading class and their employment of 1As in their actual teaching
procedure. This chapter also presented the design of the study and described in detail
the research participants. Three instruments of collecting data including two interviews
(in-depth interviews and stimulated recall ones) and classroom observations with audio
recordings were reported. Last but not least, measures taken to enhance research
trustworthiness were described, the criteria contributed to the trustworthiness of the
study, and some ethical considerations were also mentioned to assure that the present
study would be carried out in the most reliable condition. The next chapter discusses

the findings of the current study.
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CHAPTER 4
EFL TEACHERS’ BELIEFS OF INTERACTIVE ACTIVITIES
IN READING CLASSES

This chapter presents the findings and discussion of the research question 1 in
regard to the EFL teachers’ beliefs of using interactive activities (IAs) in their reading
classes. The data collected from the in-depth interviews with three teacher participants
of this study are analyzed in the following main parts (1) Teacher’s beliefs of goals in
using IAs in EFL reading classes, (2) Teacher’s beliefs of principles in using IAs in
EFL reading classes; (3) Teacher’s beliefs of contexts in using IAs in EFL reading
classes; and (4) Teacher’s beliefs of their roles in using 1As in EFL reading classes.
The findings of teachers’ view about their conception of [As are briefly provided before
teachers’ beliefs of the above categories are in turn presented. Detailed discussions of
the findings are followed.

4.1 Findings about teachers’ beliefs
4.1.1 Teachers’ perception about interactive activities

For the sake of making agreement regarding the working definition of the study,
the participating teachers were asked how they perceived about 1As before the main
questions were discussed. From the participants’ responses, it was found out that the
term “IAs” was understood in nearly the same ways. Lisa shared her idea that [As were
classroom activities that needed the collaborative participation of the students with the
support and guidance of the teacher. Rosie viewed IAs as the communicative activity
between two or more people or groups of people to exchange ideas in the process of
teaching and learning. Similarly, according to Maria, 1As could be understood as
activities to exchange information in classroom settings between teacher and students,
or among students themselves. Their conception of 1As showed that interactive means
acting together, and the actions were in the form of verbal communication with the aim
of exchanging ideas in classroom settings. Their viewpoints were consistent with the
researcher’s definition of the key term of the present study as clarified in Chapter 2.

In this study, EFL teachers’ beliefs of [As in EFL reading classes were identified
on the basis of their responses to the interview questions. From the interview data
gathered, the following themes emerged: (1) the main goals teachers set in order to
make use of the benefits of 1As in teaching reading skills; (2) the principles teachers
follow during the process of teach reading skills with 1As; (3) the contexts in which
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possible advantages and obstacles the teachers often get when organizing IAs in
reading classes; and (4) the teachers’ roles in reading classes when [As are facilitated.

These were illustrated in the Figure 4.1:

Teachers’ beliefs of using IAs in
teaching EFL RC subject

Goals Principles Contexts Teacher’s
roles

Figure 4.1. Analysis of Teachers’ beliefs of using IAs in teaching
EFL Reading Comprehension skills
4.1.2 Teachers’ beliefs of goals in using interactive activities in teaching EFL

reading skills

Regarding teachers’ goals of applying [As into reading classes, all participants
were aware of setting the goals for each of the IAs applied in their class although their
responses were different.
4.1.2.1 Motivating students’ participation

Three participants thought that applying 1As in reading classes was really
necessary since it might get students more involved in the lesson.

Lisa said:

I think setting goals for each of the activities to make reading class interactive is
necessary. The general goal of using interactive activities in my reading class is
motivating students and providing them with more opportunities to discuss different
tasks so as to comprehend the reading text more deeply.

(Int.1. Lisa. Q2.1)

This teacher highly appreciated setting goals for organizing 1As in every reading
class. She believed that when students were motivated and given chances to participate in
the reading activities assigned by the teacher, they would be more interested in interacting
and discussing with other students so as to fulfill the reading task quickly and effectively.

Also sharing the same idea with Lisa, Rosie’s primary goal of using IAs in her
reading class was encouraging her students to participate in the reading activities and
work collaboratively rather than asking them to work individually. She said:

In my reading class, | use interactive activities to motivate the student’s collaborative
participation in different reading activities rather than ask them to work individually.
| think interactive activities serve the purpose of activating students’ involvement in
the reading text, and provide the students with more positive attitudes toward learning.
(Int.1. Rosie. Q2.1)
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Rosie’s response revealed that her main goals were motivating the collaborative
participation of the first-year students who started to learn English in a completely new
learning environment. She also emphasized the purpose of using 1As to activate the
students’ involvement in reading classes because she wanted to provide them with
opportunities to have “more positive attitudes toward learning” at the university.

Maria aimed to engage her students into a collaborative atmosphere where they
could work actively with their friends to improve their reading skill and comprehend
the meaning of the reading text. For her, the classroom was a good environment where
her students could be actively involved.

She said:

Setting the goals of applying interactive activities in teaching reading is very important
since it directs me to the highest points of the target | set for the single lesson or for
the whole course.

And she added:

Interactive activities can be seen as a technique which aims to engage students into a
collaborative atmosphere as a social environment where they can work actively with
their teacher and friends to improve their reading knowledge, and comprehend the
meaning that the reading text is conveyed.

(Int.1. Maria. Q2.1)

In contrast, three participants’ responses showed that the teacher’s infrequent
employment of IAs may have negative impact on the students’ reading comprehension.
According to Lisa, using IAs frequently helps boost the students’ engagement and
active interaction with peers.

I don’t think a reading lesson is interesting and highly effective without interactive
activities. Frequent use of collaborative reading activities in a reading class may boost
students’ active engagement and give them more chances to share their ideas/thoughts
with teacher and other students.

(Int.1. Lisa. Q2.1)
Rosie reckoned that:

It is really boring if students only read silently and work individually in the reading class.

The quiet atmosphere may affect the reading outcomes; therefore, fostering students to

participate in interactive reading activities are preferred to be designed and employed.
(Int.1. Rosie. Q2.1)

And Maria shared:

By frequently asking the students to engage in reading activities, we can raise the
interest in reading lessons among them, make them more actively engaged, from which
enhance their reading skill.

(Int.1. Maria. Q2.1)

All of the teachers in this study shared their common view on the necessity of
employing IAs in teaching EFL reading because they found out that IAs could bring
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them an interesting teaching and learning atmosphere as well as a high level of
comprehension. Therefore, “giving students more chances to express their ideas”
(Lisa), “fostering student to participate in interactive activities” (Rosie) or “asking
students to engage in reading activities” (Maria) were regarded as goals set for each
of the reading lessons so as to achieve the overall goals of improving students’ reading
skills set for the whole reading B1.1 course.
4.1.2.2. Increasing students’ communicative competence
When asked whether 1As in the reading class helped students increase the
frequency and amount of language use, all of the teacher participants showed their
agreement that increasing students’ use of communicative language was also a goal
that they set for their reading course.
Lisa said:
Interactive activities make good classroom interaction, and maximize the amount of
students’ language use.
And she explained:
Instead of reading individually, students are instructed and encouraged to join in
activities and be active in using language. By that way, students will be encouraged to
share what they know or comprehend the reading text as much as they can.
(Int.1. Lisa. Q2.2)
Rosie shared the same idea with Lisa by responding that IAs helped create
good opportunities for her students to “maximize their language use”, especially for
those who were often “shy, unconfident, and passive in the lesson” (Int.1. Rosie.
Q2.2). This evidence showed the so-called goal set by the teacher in increasing
students’ language use for the purpose of discussion, sharing and comprehension,
which was probably equivalent to the achievement of communicative competence.
With the 1As, the students could play their part in learning interactively and
enthusiastically. In the case of reading class, teachers’ aim of increasing students’ use
of target language in reading activities probably made the students think and analyze
the assigned tasks in an active way. Maria’s response also showed her support for the
importance of maximizing students’ use of English language in reading class.

Interactive activities help my students increase their practical use of language by
interacting with me and their friends in an appropriate way. When students are
encouraged to express or share their ideas with their group, their partners or the whole
class, they feel more encouraged and confident to join, and they can reduce passiveness
and anxiety by themselves or by their friends’ support.

(Int.1. Maria. Q2.2)
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According to her, through IAs, students were encouraged to interact orally
with their friends not only in group but also the whole class activities. This evidence
showed a good strategy that this teacher might use to scaffold the students’
comprehension, and helped the students overcome shyness, passiveness, anxiety or
lack of confidence when participating in collaborative activities.
4.1.2.3 Improving students’ social interaction skills

Concerning whether IAs used in reading classes could help improve students’
social interaction skills or not, teacher participants also shared the same responses.
Lisa said:

| create chances for the students to interact with me (as teacher) and their partners in
different activities such as negotiating, arguing, reviewing, summarizing, and so on
with collaborative activities. Through these activities, my students’ social interaction
in reading class can be improved.

(Int.1. Lisa. Q2.3)

It seemed that the more chances students were given to work collaboratively in
a reading classroom environment, the more communicative skills such as discussing,
negotiating, sharing, arguing, etc. were fostered and enhanced.

Rosie added:

Interactive activities make the reading classes more socially collaborative and arouse
students’ high order thinking skills which can be seen as a contributory factor to the
students’ success in reading comprehension.

(Int.1. Rosie. Q2.3)

These two responses showed that IAs not only helped students understand and
remember what was conveyed in the reading text, or apply what they know to the new
contexts or unfamiliar contexts, but also encouraged them to be active with higher
order thinking skills such as analyzing, evaluating, discussing, etc. Maria’s response
also supported her colleagues, she said:

Classroom is seen as a small social environment, so interactive activities not only help
the students be positive in their learning process but improve their social interaction as
well.

(Int.1. Maria. Q2.3)
4.1.3 Teachers’ principles of teaching EFL reading skills with interactive activities
In order to achieve the goals setting for the application of 1As in teaching EFL
reading skills, the teacher participants followed the principles that were generated from
the participants’ responses.
4.1.3.1 Establishing students’ active engagement
That making students see themselves as positive members of the reading
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activities was seen as a principle in teaching EFL reading with IAs.

One of the principles | apply when teaching reading with interactive activities is
building an interactive working manner for my students. That maximizing
collaborative work in reading activities may lead the students to the sense of being
closely engaged into their group.

(Int.1. Lisa. Q3.1)

She also stated the reasons for her applying 1As in her reading class:

Through interactive activities, | can encourage, sometimes require my students to
participate in reading activities and open their mouths as much as they can although |
know that some of them are still passive and unconfident.

(Int.1. Lisa. Q3.1)

It was clear that Lisa did not want her students to be passive in her classes but
as interactive as possible. Therefore, instead of asking her students to read and handle
the reading tasks individually, she boosted their interaction through engaging them in
sharing activities. She confessed that although she knew that some of her students were
still passive and unconfident, she tried to encourage, even require them to “open their
mouths” as much as possible for the sake of improving their comprehension of the
reading text in the most interactive way.

It seems to be a boring class if the students concentrate less on the reading texts and
engage in reading activities. They should be encouraged to share what they are reading
actively and enthusiastically.

(Int.1. Rosie. Q3.1)

That the teacher tries to engage the students into reading activities as much as
possible is necessary. Rosie did not want her students to be passive in the reading
classes or lack concentration on the reading texts; therefore, she believed that when the
teacher encouraged the students to get involved in such sharing activities, these
problems could be solved. Her belief was similar with Maria’s:

Being boosted to engage in the reading process, students are more motivated to share
their opinions, more confident and creative in the learning process which may enhance
their reading skill.

(Int.1. Maria. Q3.1)

Maria agreed that IAs might boost students to participate in the reading lessons,
and help students improve their confidence and creativeness in the learning process.
Her opinion, once again, clarified the teachers’ positive awareness of the importance
of 1As in English language teaching and learning in general and in reading classes in
particular. From the participants’ opinions, it can be concluded that engaging students
into the reading activities is one of the principles that should be followed to teach

reading skills.
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4.1.3.2 Fostering interactive activities in reading classes with collaborative work
Teacher participants also emphasized collaborative work as a good way to foster
interactive reading.
Lisa said:

In group, students not only have chances to share their ideas but also learn from each
other as well as the teacher. They may also feel safer and more encouraged rather than
competitive.

(Int.1. Lisa. Q3.2)

Lisa’s response showed that she did not support the traditional ways of teaching
reading skills which mainly followed the structure: teacher’s initiation - students’
response - teacher’s evaluation and feedback. She highly appreciated group work/ team
work as an effective collaborative way to foster students’ participation in the reading
lessons.

Rosie’s and Maria’s responses were Similar with Lisa’s in the point that they
supported interactive ways of teaching reading rather than traditional ways. They also
regarded reading classrooms as a social environment where the students could join to
improve their skills of communication, team work and group work. Thus, the students
should be encouraged to collaborate to share ideas, discuss, negotiate, evaluate or
debate reading tasks in English as the target language even though their language
competence was not good enough. Rosie said:

One of the principles | follow in teaching reading comprehension is creating
opportunities for my students to share their ideas, discuss the reading tasks in English
in collaboration with their classmates.

(Int.1. Rosie. Q3.2)

Rosie’s idea was the same with Maria’s stating that collaborative working was
of significance in improving the students’ reading skills.

I do not like to see my students to sit-still all the time. So, instead of asking
the students to work individually, | often set the collaborative activities/ tasks
for them to work in a group or in a team.

(Int.1. Maria. Q3.2)

From Rosie and Maria’s response, it could be seen that student-centered
activities such as group work or team work, which forced students to talk to each other
spontaneously, asked each other questions, and showed their opinions in a natural way
were examples of IAs that were worth being applied in reading classes.
4.1.3.3 Facilitating students in building collaborative learning community

One principle contributing to the success of a language class is the students’
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opportunity to work in the collaborative environment. The interview data revealed that
all participants had positive sharing about the benefits of collaborative learning
community, which are proven through their responses.

Lisa said:

The students’ positivity, enthusiasm and creativity in a collaborative working
community determine their level of comprehension in reading classes as well
as in the process of developing foreign language reading ability.
(Int.1. Lisa. Q3.3)
Rosie shared:
Through collaborative classroom activities, students can form habits of mutual
sharing and collaborative working manners to improve their own reading
skills.
(Int.1. Rosie. Q3.3)
Their responses advocated the collaborative working community in helping

students better at comprehending the assigned reading texts. For example, in her
response, Rosie believed that forming a habit of mutual sharing was also beneficial in
providing students with opportunities to interact and share ideas with others.

Maria also supported the necessity of building collaborative environment in
reading classes. She said:

Establishing a strong sense of community in the students’ awareness can help
them have a sense of belongingness to their groups and the class in different
activities.

And she added:

One of the principles | apply when teaching reading is to help the students with
as many opportunities to work in a collaborative environment as possible.
That’s why I always encourage, sometimes require my students to participate
in all reading activities organized.

(Int.1. Maria. Q3.3)

It can be summarized from the interviews that building students’ habit of
collaborative working is a principle in teaching reading comprehension. Forming this
habit from the beginning of the reading course, as revealed by the participants, was
very necessary since it helped the students be familiar with the activities organized for
them to work collaboratively in reading classes.
4.1.3.4 Building good rapport with students

As revealed by Lisa, when she interacted with students or provided students
chances to interact with each other, the relationship between teacher and students was
more promoted, which made students more positive in her lessons.

My interaction with students makes the reading classes more active. IAs make
the teacher-students relationship more promoted, and the students have more
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positive attitudes toward learning. Through reading activities, my students
have a lot of chances to interact with me as well as their friends.
(Int.1. Lisa. Q3.4)
Together with viewing collaboration as a principle in teaching reading subjects,

Rosie highly appreciated teacher - student rapports in reading classes. For her, this
relationship not only facilitated the teaching and learning process but also mediated
students’ confidence and eagerness in dealing with all reading tasks required.

I know that the students may act passively if they lack the necessary concern
from the teacher. Therefore, building a good teacher — student relationship can
encourage my students to share ideas, give responses, guess something new
based on the content presented in the reading text in a natural and appropriate
way.

(Int.1. Rosie. Q3.4)

Maria also regarded the teacher — student relationship as one of the major
principles in teaching reading subjects with 1As. The friendly atmosphere in reading
class was created by the good rapport between the members involving in it.

Good relationship between the teacher and students creates friendliness in the

reading classroom. Students are motivated to share their opinions, more
confident and positive.

(Int.1. Maria. Q3.4)

Findings taken from the in-depth interviews showed that teachers who were in

charge of teaching EFL reading for tertiary students have been trying to build a good
relationship with their students in the classes. Apart from creating motivation for
developing students’ eagerness and confidence in dealing with assigned tasks, this
relationship also facilitates students to maximize their strength of using language with
others: their peers or their teacher. All of the IAs organized by the teachers in reading
class serve the general goal: helping students improve their deep comprehension of the
reading texts in the reading course.
4.1.4 Teachers’ beliefs of context in teaching EFL reading with interactive activities
The issues of advantages and disadvantages teachers may get during the process
of teaching EFL reading in their university are what the participants concerned.
Findings from the interviews with three participating teachers revealed that the
advantages include the supports of the university, the main textbook and the students’
efficacy of collaborative work. Meanwhile, time limitation, students’ background
knowledge and language proficiency, and classroom management are obstacles that

may hinder their teaching reading with IAs.
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4.1.4.]1 Teaching contexts and IAs: Teachers’ beliefs of advantages

e The University supports

All of the three selected teachers regarded their university support as an
advantage for them in teaching English for students, which affected their performances
in teaching practices. The institute’s support made both teachers and students more
active, enthusiastic in teaching and learning English in general and reading subjects in
particular.

Lisa said:

The university management board are aware of the necessity to provide enough
teaching and learning facilities to create the collaborative classroom
environment in teaching English skills in general and reading in particular,
which makes both teachers and the students more active and enthusiastic in
organizing and participating in the reading activities.

(Int.1. Lisa. Q4.1)

Rosie responded:
Innovating English teaching methods in interactive ways is a matter of the
management board’s and Foreign Language Department’s concern. With the
on-going support of the university, we are encouraged to change our teaching
style so as to meet the teaching and learning requirement.
(Int.1. Rosie. Q4.1)

The interview results revealed that three teachers showed their happiness and
satisfaction towards the university and the department’s concerns. As they shared,
although their institute was currently in a rather financially difficult condition,
necessary facilities such as spacious classrooms with wireless internet connection,
single movable chairs, projectors, lab rooms, etc., were sufficiently equipped for
teaching and learning. This support brought a lot of benefits to both teachers and
students in the process of teaching and learning this subject. They all had a positive
attitude towards the benefits that IAs bring to reading subjects, since “IAs make the
students more autonomous in learning”. (Int.1. Lisa. Q4.1)

Maria also shared her positive viewpoint about the university supports in
English language teaching and the responsibility of the management board of both
university and department in building up an interactive teaching approach for teachers
of English.

Not only the university and the department are highly aware that the traditional
teaching method where teacher is the central element teaching is no longer
appropriate to the reading classes.

(Int.1. Maria. Q4.1)
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As responded by Maria, her university and her department highly appreciated
the necessity of renovating teaching methodology in developing English reading skills
for the students. Therefore, the traditional teaching method, in which the teacher is the
central element in the class, is no longer appropriate to the reading classes. Instead, the
teachers in charge of teaching reading subjects tried to update the new teaching
approaches which are more student-centered, and the collaborative working has been
a good alternation.

e The main textbooks

Regarding the main textbooks used to teach reading for the first-year students
at the university, three teacher participants revealed that they were partly satisfied with
the textbooks selected for the reading courses. “The textbooks has a clear format and
suitable content for the first-year students of English” (Int.1. Lisa. Q4.3). Since the
reading texts contained in the book were all based on CEFR format, “it is easy for the
teacher to use without worrying about the level of difficulty” (Int.1. Rosie. Q4.3) and
more importantly, Maria said:

The tasks for each of the reading texts are clearly instructed, so the teachers can take
the reading activities or tasks in the textbook for students to do together and do not
waste much time designing activities by themselves.

(Int.1. Maria. Q4.3)

o The students’ eagerness in collaborative work
The last perceived advantage in the implementation of [As is the students’
efficacy of collaborative work in reading classes.

My students feel eager and excited whenever | ask them to work in pairs, in groups or
in teams. They discuss and understand the reading text more effectively and efficiently
by cooperating with their friends or their teacher.

(Int.1. Lisa. Q4.5)
I like the way my students work. That they are interested in every activity | ask them
to do makes me feel more enthusiastic and conscientious with my job.

(Int.1. Rosie. Q4.5)
Although the students are in their first year at the university, some of them show their
eagerness in learning reading skills, a rather complicated and monotonous subject. |
am impressed with their active participation in the collaborative reading activities |
give them.

(Int.1. Maria. Q4.5)

All three participants’ responses reckoned that the students’ activeness and

creativity in the process of learning reading subject right at the first year at the
university were an encouragement for them. Although the students’ comprehension

can be individually achieved, their comprehension process is better-achieved when
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they participate in the collaborative or 1As with their teacher and friends. Discussing
or sharing with each other helps comprehend the reading text more easily.
4.1.4.2 Teaching contexts and IAs: Teachers’ beliefs of disadvantages

Regarding the obstacles faced by the teachers in designing and deploying 1As
for their reading classes, all three participants acknowledged existing difficulties they
may face in the classroom. They are (i) time limitation, (ii) students’ background
knowledge and language proficiency, and (iii) classroom management.

e Time limitation

The data from interviews showed the teachers’ dissatisfaction with the limited
number of in-class lessons assigned to the reading course. The phrase “time limitation”
appeared repeatedly in the teachers’ responses.

The findings indicated that time limitation was one of the common difficulties
teachers often encountered in employing IAs for their students’ reading. They all
revealed that the time spent on such 1As was insufficient, which was seen as an external
factor that the teachers cannot avoid. As Lisa explained:

Since the reading texts are rather long with a number of unknown words, it

takes my students much time to read and find out the correct answers to the

assigned tasks, which makes it difficult for them to arrange enough time for
collaborative working.

(Int.1. Lisa. Q4.7)

Time limitation was a disadvantage that the teacher had to confront in their process

of teaching reading with 1As since, according to Rosie (Int.1. Rosie. Q4.7), the teachers’
performance may be better in the unlimited time than in the limited time condition.

In fact, the total duration allocated for Reading skill (the name of the subject)
from B1.1 to C.1.2 for the English major students at the university is 30 in-class
periods. This amount of time was too limited for the teachers to provide adequate
knowledge and organize IAs for students to improve their language skills.

We need an adequate amount of time to provide students with reading
strategies and activities in order to facilitate their engagement in reading and
help them comprehend the reading text more deeply. However, time allocated
for this course is too limited to do so.

(Int.1. Maria. Q4.7)
Due to the limitation of the time set for the reading course, there are only from

3 to 4 periods of reading with teacher instruction per week, and the whole course often
lasts 8-10 weeks on average. The credit-based program requires students to self-study
more; however, since the students are in their first year at the university, they need
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more instructions from the teacher.

o Students’ background knowledge and language proficiency

As responded by the teacher participants, the various levels of students’ background
knowledge of English appeared to be an obstacle when designing IAs.

Lisa said:

Some students are proficient, but some others are not. Those who have good
background knowledge of language participate in the activities eagerly and
positively, in contrast, those with poor language competence often keep silent
or show their passiveness collaborative work.

(Int.1. Lisa. Q4.8)

In addition, it was revealed from the participants’ responses that some EFL

students seemed not to understand accurately the meaning of unknown words and their

knowledge of the English language was not substantial enough to understand the whole
content of the reading texts, as shared by a participant:

For some of the students whose background knowledge of English is poorly
obtained, they may often get stuck when dealing with the reading text. Once
they get stuck in understanding the intended meaning of the reading text, they
lose interest in collaborative work.

(Int.1. Rosie. Q4.8)
Maria found the matter of students’ diversity of English background knowledge

and language proficiency problematic and needed to be adjusted and upgraded. She said:

The current background knowledge and language proficiency of the students
are ata low level. There is a big gap between the level that students are required
to achieve and the actual English language competency they have.

(Int.1. Maria. Q4.8)
Although the problem of students’ low-level background knowledge and

language proficiency were not the fault of the university, the faculty or the teachers
currently teaching reading, it had a negative effect on the quality of teaching and
learning reading subjects, particularly when teachers took the student-centered
approach into their account. From the participant’s viewpoint, there was an asymmetry
between students’ levels of English background knowledge, their language proficiency
and the output competency they were required to achieve, which made it difficult for
the teachers in teaching reading subjects with 1As.

e Classroom management

Together with the above difficulties, the problem relating to classroom

management was also the challenge commonly faced by the teachers when teaching
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reading comprehension with IAs.

When I ask the students to work in groups to discuss questions relating to the
reading passage, some of the groups or members in the groups do not work
very well; especially some students do their individual work or ignore their
task, sometimes the classroom management is not easy to deal with.

(Int.1. Lisa. Q4.10)

In addition, when students participated in group work/ team work, the noise and

the chaos were unavoidable, which might cause troubles to the teacher.

I sometimes have difficulties in monitoring the whole class, and pay attention
to all pairs or groups when they are asked to deal with a certain reading task.
It is difficult to control students’ chaos and maintain good classroom
management.

(Int.1. Rosie. Q4.10)

All of the participants were aware that an interactive classroom management
helped create a collaborative environment for students that allows them to learn without
distractions. Good classroom management could facilitate social and emotional
development, promote positive interactions between peers and give students more time
and space to focus on improving their comprehension of the reading text assigned.
However, Maria confessed that sometimes she did not manage the class well, which led
to “the ignorance of some students in some IAs organized.” (Int.1. Maria. Q4.10)
4.1.4 Beliefs about teacher’s roles in teaching EFL reading with interactive activities

The interview results with three participants indicated that the teachers
themselves played an important role in the teaching reading process and could impact
positively or negatively on their students’ learning reading subject.

Although the language teaching approach is currently more student — centered,
without teachers’ instruction, facilitation and motivation in every stage of
reading, it is difficult for the students to increase the students’ interaction so as
to comprehend the reading text and do the assigned tasks quickly and
effectively.

(Int.1. Lisa. Q5.1)

Although Lisa highly appreciated the student-centered approach in her reading
class, she emphasized the main roles of teacher, i.e., instructing, facilitating and
motivating the students in every stage of the reading lesson with the aim of helping
them “comprehend the reading text and do the assigned tasks quickly and effectively”.

Rosie added:

In reading classes, we play the role of motivators for the students, rather than
restrict them and control them in a boring atmosphere as the teachers often do
in traditional teaching approaches. That is, the teacher assigns a reading text,
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students read, translate and answer questions in their own understanding
without any exchange or discussion.
(Int.1. Rosie. Q5.1)

Rosie’s response revealed that the teacher was the person who not only
motivated students to participate in different 1As organized at different stages of the
reading process, but created a friendly environment that boosted students’
collaboration as well.

Together with regarding motivating students’ participation as the role that teachers
play in reading classes with IAs, Maria shared her viewpoint that facilitating students to
work in classroom environment and arousing their responsibility in participating in 1As
are two other possible roles that she focused on. (Int.1. Maria. Q5.1)

Regarding the teachers’ self-evaluation about their professional competence, the
participants’ responses revealed that they either used their teaching experience or
teaching interest to carry out an interactive reading class rather than applying what they
were equipped with in the professional training courses before.

Maria, a senior teacher with more than 20 years of teaching experience reported:

Although | was equipped with theoretical knowledge about interactive
teaching in some professional training courses, | often base on my teaching
experience to organize 1As in my reading compression class since | lack a
systematic understanding about interactive teaching approach.

(Int.1. Maria. Q5.2).

Maria’s response revealed that she lacked a systematic understanding about
interactive teaching approach since she learnt it in a teaching methodology a long time
ago and she did not remember much about it. However, with the teaching experience
she had, she was confident enough to design an interactive learning environment with
different IAs for her students to engage in.

Lisa viewed the irrelevance between her apprehension in the theory and practice
of interactive teaching approach as the explanation for the reason that she took
advantage of her teaching experience to teach reading subject with 1As. She explained:

As far as | know, what presented in the guide book about interactive teaching
approach is a general theoretical base, but what we apply in the teaching
process is not always the same. It depends on a lot of elements that exist in the
actual teaching context. Therefore, my teaching experience and my teaching
interest guide me to choose the most interactive activities for my students in
each of the reading lessons.

(Int.1. Lisa. Q5.2)

Being aware of impact of the teachers’ role on the students’ participation and

performance in reading class with 1As, Rosie shared her idea that:
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Apart from instructing the students how to deal with different kinds of tasks

attached in the reading text, | find my teaching experience useful in facilitating

the students to work collaboratively. They interact together in any activities |
organize for them. And | feel happy with that.

(Int.1. Rosie. Q5.2)

Maria viewed teaching experience that she accumulated as well as her interest

in teaching job was of usefulness in teaching reading with 1As.

My teaching experience and interest in my job support my confidence and
readiness to create an interactive reading class.
(Int.1. Maria. Q5.2)

The participants’ responses confirmed that teachers were regarded as the crucial
factor to decide whether reading class is interactive or not. Together with designing or
initiating activities for the students to participate in, the teacher also facilitated and
encouraged the students’ active participation. Whether the students’ comprehension
improved or not depended largely on the teacher’s support and guidance, since it was
generally difficult for them to comprehend the reading text and do the comprehension
tasks without teachers’ instruction and support.

4.2. Discussion

As shown in the findings, motivating students’ participation was one of the most
remarkable concerns of the participants when they used IAs in a reading lesson. All of
them understood that it was important and necessary to foster interaction in their
classes to achieve the overall objectives of the whole course, i.c., bettering students’
comprehension in the reading texts. Participants’ responses indicated that reading
activities should not be done internally and individually but in interactive ways instead.
It seemed that the teacher participants tended to direct their students to interpersonal
learning styles rather than intrapersonal ones, where their students could develop their
language competence through social interactions with teacher and peers rather than did
it by themselves. The socially interactional aspect was more emphasized when the
teachers tried to engage their students into the activities they employed. The
atmosphere in reading class is more socio-culturally-oriented than cognitively-
oriented, since the process of comprehending a reading text is not restricted in
individual work but the process of collaboration through certain activities. Once given
chances to work cooperatively, students felt a socially interactive atmosphere in their
class, which made them more facilitated and excited. This finding added more supports
to Barber and Klauda’s (2020) and Rahaman’s (2014) studies who identified that the
reading comprehension process might be better achieved by sharing, exchanging and
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socializing, which means that interacting with the teacher and/or peers in reading is a
good way to improve students’ reading ability. More interestingly, it can be seen from
the findings that the interactional process helps foster student-centered approach in
classroom environment where the teacher can employ a variety of activities for the
student to join, and they can identify their own improvement within a friendly and
collaborative environment.

Although teaching reading skill was somewhat different from other basic skills
of English in the way that reading classes were often quieter than the others, IAs were
beneficial and should be used. The viewpoint that collaborative activities can bring
interactivity in reading classes (Rahaman, 2014) is represented in the response of the
teacher participants in this study confirming that setting activities to make reading class
interactive is very important. In some recent related studies, Natsir and Anisati (2016)
and Rahaman (2014) found out that in the case of the reading classroom, teachers’
sharing the information or ideas with their students, eliciting the questions, challenging
them with higher-order thinking activities or providing clear and appropriate feedback
had a positive effect on how well students can develop their reading ability. In other
words, different types of teachers’ scaffolding should be used collaboratively to
activate students’ active participation and collaboration in reading classes to develop
independent thinking and language competence.

Although comprehending a reading task can be individually achieved, this
process is better gained by collaborative work, which is proved by the teacher
participants affirming that in their teaching process, they tried to motivate their
students’ involvement into the reading text by setting up activities for them to join.
That teachers regularly encourage collaboration among students for reading activities
helps satisfy the need for social connection and might not just promote shared reading
but deeper reading. The present finding interestingly added more evidence to support
Miller’s (2009) study claiming that by giving students opportunities to show their ideas
or their choices, the teachers create an effective way to give students ownership of their
own learning, which helps increase students’ confidence and ensure their interest and
engagement. In addition, this study finding is also supportive to the viewpoint about
social interaction resulting from the teachers’ motivation in reading class as stated by
Guthrie & Humenick (2004):

[...] Many students are intrinsically motivated when being able to socialize
with their peers. Providing students with more social opportunities to discuss
texts they are reading independently may increase reading motivations. (p.36)
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Regarding the teachers’ goal of increasing students’ communicative
competence, the findings appreciated interactive reading classrooms which facilitated
face-to-face conversations taking place in the classroom environment. According to
the teachers, engaging students through interactive reading activities could foster
students to use target language orally. To maximize the use of language in reading
class, students should be actively involved in the activities which are organized for
collaborative work such as discussing, questioning, enquiring, negotiating, responding,
and critically analyzing a variety of questions and situations. This finding may be seen
as evidence to support Garcia and Wei’s (2014) study which indicated that students’
verbal communication would be increased if collaborative activities were appropriately
applied. Drawing on SCT perspective which emphasized the important role of
language used, especially L1 in EFL/ ESL learning in variety of aspects in the contexts
of foreign language classrooms (Anton & DiCamilla, 1999; Brooks & Donato 1994)
due to its role as a mediating tool in all forms of higher mental processing, this study
finding revealed that fostering the use of communicative language is not only
beneficial with such productive skills as speaking and writing but the receptive ones
as reading. In addition, interaction could be highly beneficial, especially for lower
proficiency learners dealing with cognitively challenging tasks and content.

It is indicative that social environment of the classroom is the place where
teachers can interact with an individual student, a group of students or the whole class,
and students can also interact with each other. 1As such as discussing, negotiating,
arguing, role-playing under pair, group, team or whole-class activities are organized
with the aim of encouraging the students to be more active and engaged in dealing with
tasks from the lower levels of thinking to the higher ones. All of these activities can
not only be carried out in classes with the guidance and assistance of the teachers but
also in extra activities outside classes with the collaboration with their peers. Through
these activities, teachers can make their students more self-confident and positive in
doing collaborative work and joining problem-solving situations.

Improving students’ social interaction skills in reading classes with 1As is very
necessary since it creates a good social environment for the students to learn from each
other. They can better their comprehension skills by activating prior or background
knowledge, making connections, and consolidating new ideas. Besides, social
interaction creates a positive teaching - learning environment; and provides a means
for the students to have as deep understanding about the assigned reading topics and
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enhance their critical thinking and problem-solving skills. This finding was strongly
supported by Almasi and Gambrell (1997) who believed that “participation in peer
discussions improves students’ ability to monitor their understanding of text, to
verbalize their thoughts, to consider alternative perspectives, and to assume
responsibility for their own learning” (p. 152), and Lantolf (2000) who viewed
classroom as a small social environment where teachers and students are the members
of that “society”, and the more interactive the classroom was, the more the students
were motivated, positive and less anxious with their learning.

It is reported that with 1As, the students are motivated to share their opinions,
and they are also more confident and positive in the process of learning this basic
practical skill. In addition, when the students are motivated to join in reading activities
from the lower levels to the higher level of understanding, they were able to not only
remember vocabulary, understand the main content of the reading text, but also
discuss, negotiate, debate, argue, guess, evaluate, analyze, create, and so on, which are
much more complicated. This finding provided a clearer evidence for Long and
Porter’s (1985) study identifying that when language learners worked in collaboration
with others, they were more motivated, took more initiative, and were less anxious
concerning their learning, and it shared the same idea with Zhao and Zhu (2012) who
found out that collaborative activities can help the students increase their
communication skill, and added that students who are actively involved in playing
games such as guessing, debating, jigsaw, role-play, mimes, fact-finding games, and
S0 on, can arouse and maintain their interest in learning, promote their motivation of
study, and at the same time get lots of opportunities to have their basic skills of English
language practiced.

It is undeniable that reading can be well-achieved with individual efforts, but it
may be more effective if the reading process is implemented in pairs or in groups
through 1As. From the findings, it is probable that 1As employed in teaching EFL
reading skills may help facilitate classroom interaction between the teacher and
student(s), and promote students to use the target language in communication. In
addition, the process of teaching and learning reading should be fostered by
collaborative work rather than fully dominated by the teacher because the students also
actively participate in this process. Here, a student-centered teaching and learning
approach which relied heavily on hands-on activities, group work, pair work, projects,
and discussion to engage students and encourage active participation was emphasized.
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This finding of the present study added more evidence to support Meng and Wang’s
(2011) viewpoint asserting that “group work activity is a good way to change the
traditional teacher talk that dominates the class” (p. 102). More than that, it supported
Jones and Jones’ (2004) findings stating that when students work together in English,
they talk more, share more their ideas, learn more from each other, get more involved,
felt more secure and less anxious, and enjoy using more English to communicate. This
result of finding also highlighted Brown’s (2000) definition of interaction that
“interaction is the collaborative exchange of thoughts, feelings, or ideas between two
or more people, resulting in a reciprocal effect on each other” (p. 165).

The finding about building students’ working community in a collaborative
environment and building teacher — student rapport in interactive reading classes
emphasized that establishing a collaborative working community was seen as a
mediation to increase students’ positivity in learning. Frequent collaboration gives
chances to the students in communicating meaningful ideas one another and being
active learners. In addition, the findings indicated the importance of building a good
relationship between the teachers and their students which contributed to the
development of the teacher- students’ interaction in reading classes.

What was reported about teachers’ beliefs of context in teaching EFL reading
with IAs revealed that besides major advantages that could be made use of in reading
teaching process such as the management policies, the main textbook and the students’
efficacy of collaborative work, there still existed some typical disadvantages that may
hinder the employment of [As in teaching reading: time limitation, students’
background knowledge and language proficiency, and classroom managements.

The data collected from the three teacher participants proved that all of them
felt satisfied with the management policies of the university and the Faculty of Foreign
Languages. That the management board has recognized properly the necessity of
teaching English basic skills in interactive ways created favorable conditions for the
teachers to renew and innovate their teaching style and increase the use of IAs in their
teaching process. In addition, the textbook that follows the criteria descriptors of CEFR
is seen as a noteworthy advantage since it makes the teachers free from taking too
much time and effort to select the suitable reading texts for both the curriculum
requirement and the students’ language levels. As previously mentioned, different
from other basic English skills, reading can be individual work and can also be well-
achieved individually, but it is probably more effective if the reading process is
implemented with IAs. Therefore, proper selection of textbooks in combination with
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the concerns about innovating teaching methods on this subject is considered as the
potential advantages that can bring the positive result for the reading teaching process.

Together with the management policies and the main textbook used, students’
efficacy in collaborative work in EFL reading class was also regarded as a beneficial
factor that may have a positive effect on the students’ outcomes. It is probable that IAs
create chances for the students to show their positivity, enthusiasm and creativeness in
their learning process (Zhao & Zhu, 2012). In addition, it is the collaborative work that
helps release the teachers’ anxiety about their lessons, and foster the social interaction
in the classroom environment. With IAs, students are facilitated to work with assigned
tasks more than when they do individually without any collaboration since almost all the
students pay more attention to their learning (Zhao & Zhu, 2012). The present finding
consolidated Abidin and Riswanto’s (2012) and Mohseni Takaloo and Ahmadi’s (2017)
studies which emphasize collaborative work in facilitating students to engage in a small
group cooperatively. It also adds more support to Morgan and Fuchs’ (2007) study which
points out that there is a strong relationship between motivation and proficiency, Cox
and Guthrie (2001) who states that students’ motivation positively affects their readings,
which means that students with stronger reading motivation can be expected to read
more in a wider range, and Schutte and Malouff (2007) who discover that motivation is
an important factor which supports students to read more, and it has a significant
relationship with reading and understanding texts.

Three main obstacles confronted by the teacher participants reported in the
findings were time limitation, students’ background knowledge and language
proficiency, and classroom management.

Firstly, inadequate time was the biggest obstacle that EFL teachers at the
university had to deal with. The pressure of completing one unit of reading lesson in 2
periods somewhat prevented the teacher from employing IAs they prepared for their
students to join. The insufficient allocated time is often seen as a challenge for the
teachers, and makes negative impact on students’ reading performance (Nguyen,
2012). However, the finding of this study showed the teachers’ dissatisfaction about
the limitation of time frame allocated for the reading course which deterred them from
organizing as many |As as they planned for their students to participate, it was
inconsistent with Chang (2010), Cushing and Jensen (1996) who found that students’
reading ability was enhanced under the impact of time limitation.

Secondly, the students’ background knowledge and proficiency of the English
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language in general and in English reading skills in particular, as shared by the teacher
participants, were still limited, which might hinder the application of I1As in reading
class. That a majority of the first-year students at the selected university had lower
level of background knowledge and proficiency of the English language was
previously described in the previous chapter, and it was seen as the typical feature that
distinguished this selected university with other universities in the region and the
whole country. Although IAs are expected to engage the students’ active participation
into the reading tasks/ activities for the sake of helping them understand the meaning
that the reading texts intended, the imbalance in the level of the students’ background
knowledge and language proficiency might hinder the 1As application. It is probably
true that background knowledge and language proficiency play a key role in students’
reading ability, and good reading ability is seen as an attribute to a student’s
intelligence level; therefore, normally, when a student builds on existing information
they already know, they’re better able to understand and remember the material. They
also help students draw inferences, which develops critical thinking skills and makes
reading more enjoyable.

Thirdly, regarding classroom management, all the teacher participants agreed
that classroom, a small social group and the smallest social subsystem in the education
system, is a place where interaction between teacher and students take place, so it
needed a well- organized management. Drawing on SCT which views classroom as a
social environment where students acquire their knowledge by interacting with their
teachers and their more capable peers, classroom management in language class was
necessary since it “requires intensive interaction and communication between the
students and also between the teacher and the students” (Moradi, 2020, p.29).
However, as shown from the participants’ responses, there still existed some of the
students who were not willing to participate in As or were reluctant to what was going
on in class. Their passiveness in learning more or less affected the learning motivation
of other students, and, to some extent, made it difficult for the teacher to carry out IAs
with the reading tasks.

Finding in regard to the beliefs about the teachers’ roles is also the teachers’
concern. Changes in the field of foreign language teaching and learning have made a
significant influence on the role of the teacher. Instead of playing the role of controllers
who always dominated the talking time in class, teachers played the roles of proficient
experts in their pedagogical field and should know how effectively they can use their
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material to transmit knowledge to their learners. Smith and Johnson (2017), cited by
Thomas, Crossfiled and Peterkin (2019) regarded the teacher as one of the greatest
factors in the teaching of reading. According to them, teachers are firstly a motivator
or a facilitator. The teacher’s motivation makes the greatest difference in students’
achievement. In the case of present study, with the IAs implemented in reading classes,
the selected teachers’ role of motivating their students seems to be clearly shown.

It is probable that teaching experience is one of the most valuable assets
gradually accumulated during a whole life devoted to the teaching job of a teacher. It
makes the teachers more and more confident in handling their teaching in a most
appropriate way. In addition, the level of teachers’ interest in their teaching affects
students’ motivation to learn. Teachers who are energetic and enthusiastic about their
subject generally attach their positive feelings and are more eager and ready to create
an interactive environment for the students to learn. It can also be seen from this finding
that the participant teachers were, to some extent, aware of the teachers’ roles of
scaffolding and the mediating in terms of language for the students as described in
sociocultural theory (Lantolf, 2000; Vygotsky, 1978).

4.3 Summary of the Chapter

The chapter presented the findings and discussion of the first research question
which aimed to identify EFL teachers’ beliefs about using [As in teaching EFL reading
comprehension. The findings showed positive beliefs about the IAs and its importance
in teaching reading subjects to English-majored students as reckoned by the teachers’
participants. In their responses, the teachers tried to set the potential goals and
principles for their application of 1As in the reading teaching process. Regarding the
goals, the finding showed that motivating students’ participation, increasing students’
communicative competence, and improving students’ social interaction skills are the
main goals they set for the reading course with IAs. As for the principles, the teachers
when applying 1As to their reading teaching process follow four main principles:
Establishing students’ active engagement; Fostering the use of IAs in reading classes
with collaborative work; Maximize opportunities for students’ collaborative learning
community and scaffold the collaborative working process; and Building good rapport
with students. These principles directed them to the enthusiasm and positivity in
designing and organizing IAs for their students to participate in reading lessons. The
finding also revealed that teachers were well aware of the advantages and challenges
during the process of 1As implementation. The obstacles that were identified in the
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findings were time limitation, students’ background knowledge and language
proficiency, classroom management, and the textbook currently used to teach EFL
reading comprehension. Furthermore, the teachers’ beliefs about their roles in teaching
reading subjects with 1As proved that teachers played multiple roles in their teaching
job; however, they tried to put aside the role of controlling their students with assigned
tasks, instead of this, the teachers might function as an instructor, an organizer, a
facilitator, a motivator, a corrector, an evaluator, and an encourager. Each of the roles
was functioned with high responsibility by the teachers’ teaching experience and
interest in the teaching job.

In brief, the discussion of the finding about the teachers’ beliefs of using IAs in
tertiary reading classes showed the teacher participants’ cognition in all four main
themes presented. That teachers shared the same viewpoints in all sub-criteria in the
main themes proved that they highly appreciated the application of 1As in teaching
English reading skills. The next chapter presents the key findings about what teacher
participants acted in actual reading classroom practice.
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CHAPTER 5
EFL TEACHERS’ PRACTICES OF EMPLOYING
INTERACTIVE ACTIVITIES IN READING CLASSES

This chapter presents the findings and discussion of research question 2. The
data collected are analyzed to uncover the issues of how the teachers’ actual practices
of employing IAs in teaching EFL reading skills take place, and how teachers’
practices correspond their beliefs regarding to 1As employment. The factors which the
participants think might affect the teachers’ employment of IAs in teaching EFL
reading skills are also pointed out.

5.1 Findings about teachers’ practices of employing interactive activities in
teaching EFL reading subjects

This section presents data from classroom observations with three participants
in combination with those collected from in-depth interviews, and the stimulated recall
interviews. Data from classroom observations firstly clarify typical issues of reading
teaching practice with IAs among the teachers participating in this study. Then,
teachers’ application of IAs in their actual reading class are compared with teachers’
beliefs as described in the previous chapter to clarify the consistency and/or
inconsistency between the ways teachers thought in mind and did in practice.

5.1.1 Lisa’s classes

5.1.1.1 Using interactive activities for motivating students’ comprehension
Observational data showed that Lisa tried to motivate students’ participation

right from the beginning stage of the reading lessons. For example, she stimulated her

students’ interest in the text by introducing a set of different kinds of messages on the

slide and asking them some simple questions, as in as in Extract 1 below:

Extract #1
T. Do you often write messages?
Ss. Yes.
T. Good. What do you often write in these messages?
S. Thanking
S. Asking for information
S. Greeting
T. Great. Now read three messages A, B and C and answer the question from
one to eight.
That teacher’s motivation with IAs fosters students in reading class was also

expressed in the following Extract:

Extract #2
T. So, which one will match with notice number 10?
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S1: I think it is A - giving you information about what facilities are available.
T: Do you think a map can do this?

S1. Ah....no...C. giving you simple information, for example where and when.
T. Ok (S1), it is right. How about number 9?

S2: I think it is “A - giving you information about what facilities are available
T: Are you sure?

S2: Because it’s have reception.

T. Yes, it has reception. But what service?

S2. Photocopying.

T. That’s right.

Lisa let her students take turn to give their responses with explanation. By doing

so, she could minimize the quiet atmosphere in her class, and motivated the students’
positivity and confidence, which is often regarded as the weakness of most of the
freshmen. In addition, Lisa aimed to foster her students’ independence and autonomy
in learning rather than relying heavily on the teachers’ instruction and explanation.

In her class, she often spent about fifteen minutes to lead her students to the
lessons. She said that students were in their first year at the university, they were not
familiar with the teaching speech at the university level. And when they were at high
school, the reading lesson was organized quite differently, so she spent more them on
such activities to engage the students into the reading lesson with a friendly and natural
classroom environment rather than forcing them to focus on the reading text
immediately.

Lisa provided her students with meticulous instructions before asking them to
handle the attached exercises. This teacher instructed the students what they had to do
in the assigned activity, then gave her students a certain amount of time to read the
notices one by one and decide the best option for each of the statements before
checking with their friends’ answers. In this activity, the teacher not only instructed
her students as explicitly as possible but also reminded them about the hints when
choosing the correct answer. With her scaffolding as an 1As, the students felt more
encouraged and facilitated to do the reading task.

However, instead of giving students a chance to work in group, or shared ideas
with their classmates, Lisa asked them to do the reading task by themselves. While
they were doing the task, she went around with the aim of controlling and assisting her
students if necessary. Here, as observed by the researcher, the classroom interaction
seemed less facilitated.
5.1.1.2 Facilitating students’ oral language use with interactive activities

In the following extract, while dealing with the reading texts about “interesting
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people” at p 27 in the coursebook, Lisa showed a photo of a boy on the screen and
asked her students to describe the photo with some of the guiding questions about his
age and appearance. Students were given three minutes to prepare the description and
then were invited to describe it.

Extract #3

T. Can you describe the boy in the photo?

S1. (a little bit shy) He is....seven....(uhm) ...six years old. He (is) handsome.
T. What else?

S1. Short hair, blue eyes, (uhm)... ... round face.

T. Good. Another one, can you? (Lisa called a student at the back).

S2. He is about seven years old..... short and brown hair. He wears glasses.
T. Yes, he has short brown hair, and he wear glasses. Is he cute?

S2. Yes.

T. What is more about this boy, the whole class?

S3. Intelligent

S4. Hard-working

S5. Short

This evidence showed that by giving the students few minutes to describe the
photo, Lisa could not only provide them with more opportunities to increase their
communicative ability but also activate their knowledge about the reading topic, which
may help foster their comprehending of the meaning conveyed in the reading text, and
make the reading class more interactive.

Or in this extract:

Extract #4

T. Ok, vi sao chung ta co thé nhdn ra dwoc note thir nhat & trong hiéu sach con note
thir hai o trong thu vién?

Ss. [..no reply....]

T. Cac em xem cdi note thir 2 nha: ‘Please respect all books in your case’ -Hay ton
trong nhitng quyén sach cé trén gid ciia ban.

Heavy fines for any damage to borrowed books. Sé phat rdt nang cho nhitng hanh
déng lam hw héng nhitng cudn sach dwoc miron. Where do you often see this notice?
S1. In the library.

In this situation, Lisa tried to provide students with an explanation to help them

understand the meaning conveyed in the reading texts and do the attached tasks. When
asked why she did not let the students check the new words by themselves, Lisa
explained that:

Although they can look up the word meaning in the dictionary or exchange with their
friends, some of them are not familiar with paraphrasing word meaning in context, so
they can’t understand the whole meaning of the reading text. That’s the reason why
sometimes | should help them.

(Int. 2. Lisa)

Lisa also spent a little time boosting her students’ oral language use by
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designing a communicative task as an integrated activity in the post-reading stage, as
shown in the following extract:

Extract #5
T. (read the model sentence) “I like reading romance book because | am romantic
person and | like stories with happy endings .
Now share what type of book you like reading and explain why you like it with each
other.
[two and a half minutes for students’ preparing]
T. Xong chua cdac em? (Finish already?) Who can, please? V, can you?
S1 (V). I like reading comic because it (is) funny.
T. Good, and you?
S2. I like reading .....mystery book because it is .... exciting.
After introducing the model sentence, Lisa asked her students to share about the

type of book they like reading best by adding their preferences into the model. This
activity was also beneficial in facilitating the students’ use of oral language. When
joining this activity, the students could both express their idea about the given topic
and concentrated on listening to others do it. When their mind was activated, they could
not only strengthen their speaking and listening skills but also better their
comprehension about the relating topic. It is appeared that at this point, Lisa’s beliefs
and her practices were completely consistent together. What she thought about the
necessity of motivating students to maximize their use of language in reading lessons
was compatible with what she did in her actual classes.
5.1.1.3 Establishing students’ collaborative working community with interactive activities
As observed, after a short pause for the students to write a few sentences to
describe a kind of book they like best, Lisa asked them to share their writing to the
whole class. A student read her writing out loud about her favorite book and explained
why she liked it. Some other students also shared their paragraphs telling their
classmates about the kinds of books they like reading with a most proper explanation
for their choice. Having listened to their friends’ sharing, the students could add
interesting ideas that they were missing into their own products.

Extract #6
T. What is your group doing?
SS. Benefits of reading books.
T. Good. When we read a book that we love, we can relieve the stress of
studying and working. Is that right?
Ss Yes.
T. Anything else?
S1. I think we can get more energy.
T. Excellent. We get load more energy.
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In this activity, Lisa went around to support students’ group work. Together
with sharing ideas, she also used her students’ responses as a way to facilitate their
sharing of ideas. This extract showed that the teacher tried to encourage her students
to share their thoughts or ideas with other group members, and she used their response
as an indication of forming a collaborative community in her reading classroom.

Or as in this example:

Extract #7
T. Open your book, p 19. We are going to read a passage about an adventure
holiday. Would you like to go on an adventure holiday?
Ss. Yes
T. Why do you like it?
S1. 1 like strong feelings.
S2. 1 like discovering new things.
S3. I like challenging myself.
T. Oh, a lot of reasons. Now work in pair to answer my question “Why should
people go to Galapagos Island?”
By asking questions to get information about the students’ interest in traveling,

this teacher aimed to encourage her students to share their ideas and enable them to be
more engaged in the reading lesson.
5.1.1.4 Forming teacher - student rapports with interactive activities

Lisa also tried to build the teacher - student rapport through interactive reading
activities. Right at the time entering the class, she greeted her students with a very
bright smile. Then an open conversation was made. This type of greeting was quite
normal in any English class; however, it should also be seen as an indication of
classroom interaction since there was not any boundary in the relationship between
Lisa and her students, which made the students feel safer to interact with their teacher
and classmates.

Extract #8
T. Good morning! Is everybody present, monitor
S (monitor). Yes, Ms.
T. Do you feel sleepy with this type of weather?
Ss. Yes.

T. Oh no, guys. Be awake to enjoy “snow falls in the summer”.
In her class, Lisa regarded the students as friends. That she called them “guys”,

a very close term to communicate with someone in daily life proved that she had a very
close relationship with her students although they have just entered the university for
a few months.

I want to be younger in my students’ eyes. And I think that a good teacher —
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student rapport may create a safe and sound environment for my students to
maximize their strength in learning.
(Int. 2. Lisa. Q4.)

What Lisa said in the post-class interview revealed that the relationship between
teacher and students was of importance in her reading class. She tried to establish this
relationship as close as possible so that her students felt safe and sound to take part in
any lAs she organized for them.

In reading class 3, Lisa led her students to the lesson in an interactive way, too.
She divided the class into groups of 4 (or 5) students before starting the lesson. Then
she asked them to look at the reading passage about “An adventure holiday in
Galapagos Island (textbook p.19). Lisa asked her students to preview the text. The
“previewing task” included three different activities. Firstly, she introduced the
passage topic and asked some questions about it; students were asked to brainstorm
what they already knew about the topic, and predict what they thought they would learn
from the reading passage. After “guessing” activity, students started “reading-out-
loud” activity. This teacher suggested that the group leader read the first paragraph of
the text, then the other members took turns to read the passage aloud before working
collaboratively and discussing the meaning conveyed in the reading text. Instead of
explaining the unknown words to her students as she previously did, she let them base
on key elements or clues in the reading passage and background knowledge to find the
meaning of the word in the context of the reading text. During the time students dealt
with these activities, Lisa moved around to support them.

The observation revealed that with the teacher’s support and guidance, students
were not only more attentive in the collaborative work but also felt motivated right
from the pre-reading stage. The teacher - student rapport was accordingly improved.
However, from the classroom observations with Lisa, it seemed that this teacher spent
a very small amount of time on post-reading activities. While pre-reading and while-
reading stages were explicitly implemented with a wide variety of interactive activities,
post- reading stage was either minor integrated speaking/writing activities or “out-
class” activities in the form of homework due to the fact that “the reading tasks
assigned in each reading text were overwhelmed in comparison with the teaching hours

allocated for this subject”, as shared by Lisa.
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5.1.1.5 Summary of Lisa’s practices of teaching reading with interactive activities

In general, what Lisa presented in her actual reading classes showed that she
tried to motivate her students’ engagement, participation and interaction in her reading
lessons right from the pre-reading stage with different types of 1As. These activities
were not only beneficial in attracting students’ engagement into the lessons but also
providing them with the initial understanding about the reading topics they are going
to do in their reading class. In while-reading stage, Lisa emphasized collaborative
working environment in teaching reading skills, directed her concern into building the
good habit of co-working to her students with the aims of facilitating them to actively
and creatively participate in different reading activities. With various interactive
reading activities (Table 5.1), this teacher seemed to be successful in helping her
students comprehend the reading texts provided in the textbook. Different types of
collaborative reading techniques like working in pair, in group or in team were used in
a flexible way. When the students discuss or collaborate to find out the answers, Lisa
moved around to control, encourage and support if necessary. By doing so, she could
create a very friendly and cozy classroom environment and a good rapport between her
and the students. Lisa’ observed reading lessons may depict a vivid picture of an
interactive reading class which used to be regarded as a passive receptive skill among

the four basic practical skills of English.
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Table 5.1 A Summary of main interactive reading activities used in Lisa’s

observed reading classes

No. Reading Stages Interactive Activities used
1 | Pre-reading Stage - Asking and Answering questions to lead in
- Checking students’ answers
- Practicing the dialogue
- Reading — out — loud
- Students’ sharing answers
- Previewing the reading titles
2 | While-reading Stage - Vocabulary check
- Pair/ Group discussion
- Giving instructions
- Giving hints
- Controlling and assisting students’ discussions
- Asking students to share/ exchange ideas
- Provide students with difficult words
- Asking students to read the text loudly
- Guessing
- Jig-saw reading
3 | Post-reading Stage - Speaking as teachers’ model
- Integrated writing
- Assigning homework

5.1.2 Rosie’s classes
5.1.2.1 Using interactive activities for motivating students’ comprehension

Rosie also spent a certain time on leading-in activities to get her students to
interact naturally from the beginning of her reading classes. She showed a file on the
projector screen and asked the students about the title of the reading text. By asking
the question “What do you think about personal space?”, this teacher aimed to both
activate her students’ background knowledge about the private room and motivate her
students’ involvement in the lesson. Therefore, instead of dominating some students to
share their answers with the class, she encouraged them to share their ideas voluntarily.

Extract #9
T. Does anybody have to share your own space with another one?
S. ... me.
T. Ah, yes. What do you feel?
S. Uhm, sometimes okay, but sometimes not.
T. Yes. Why do we need personal space?
S. Study,..... relax, ....... keep personal things.
T. Good, now move your chair to sit in groups of four.
Read the text “Personal space” at page 45 and discuss the question: What is
the writer trying to do in the text?
In about five minutes, the teacher led her students to the reading text in a very

interactional and natural way. She attracted her students’ attention and participation

from the general questions to more specific ones to activate students’ prior knowledge
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and check their understanding about the current reading topic, and then asked them to
interact in groups to deal with a certain task. During brainstorming activity, findings
from the observation showed that by giving such pre-reading questions, the teacher
could motivate the students to apply their background knowledge as well as establish
an interactive learning environment from the starting point, and Rosie called it “the
guidance before reading”.

Together with using an IA to arouse students’ prior knowledge and interest in
pre-reading stage, Rosie also organized other 1As during the time dealing with main
reading tasks included in the passage, as illustrated in the following extract:

Extract #10

T. Okay, that’s right. So... what has changed about Class 5’s party - the time, the place
or the refreshments?

S1. The time

T. No, sorry. Another idea?

S2: The place

T: it’s the place, right? Why so

T. Because ... bad weather.

Extract 10 was an illustration for using IAs to motivate the students’

participation into the reading activities. The teacher kept leading her students from
this option to another. This situation can be seen as an illustration for SCT
perspectives viewing cognitive process comes from interpersonal level first, and then
from intrapersonal level. Even when a student gave an incorrect answer, she did not
show dissatisfaction; instead, she explained why the answer was wrong, and
encouraged another student to share her choice. The teacher’s praising expressions
also helped to motivate the students’ confidence and enthusiasm in handling the
reading texts. She tried to avoid criticizing her students as little as possible, as she
explained:

Criticizing students is not regarded as a good and positive way to attract
students’ interactions since it can make the students confused, or even
embarrassed.

(Int. 2. Rosie. Q1)
In this case, Rosie seemed to be very careful when showing her dissatisfaction
with any students’ wrong answers. Although she was not pleased with the students’
answers, she kept her judging manner in a positive way for students not to feel hurt.
5.1.2.2 Facilitating students’ oral language use with interactive activities
The observational data showed that this teacher had the same way to increase
students’ amount of language use as the first teacher did. She asked students to read the short

reading passages out loud and assist them with difficult words with the 1As as follows:
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Extract #11
T. NN. (S1), Can you read the first notice?
S1 (read the notice)
T. Good. TM. (S2) Notice two, please.
S2 (read the notice)
T. Who can read the third notice? LH. (S3) Can you?
S3. (read the notice)
The observational extract above showed clearly what the teacher did to assist her

students to maximize their oral language use by “reading-out-loud” activity. This teacher
thought that the reading-out-loud activity not only served the aim of checking and
correcting students’ pronunciation of the target words, but also helped to engage the other
students to self-check in case they pronounced the words incorrectly. She explained:

I think my students were not encouraged to practice reading and pronouncing
at the lower level of education. | find a lot of mistakes in their pronunciation.
Therefore, | often spend a little amount of time helping them with
pronunciation and increasing their reading speech and fluency.
(Int. 2. Rosie. Q2.)
In terms of the explanation of the difficult words appearing in the reading text,
she shared the same idea with Lisa.
At the lower level of education, my students did not accumulate much
vocabulary, they did not know the way to learn new words by themselves,
either. So, I try to help them with this problem, and gradually set up self-check
of vocabulary for them.
(Int. 2. Rosie. Q3.)
From the observational data collected, the researcher found out that in order to

facilitate the students to use English as the main language in reading class, the teacher
tried to instruct all the attached tasks very carefully and clearly in English, as illustrated
in the following extract:

Extract #12
T. So which one do you choose? MP?
S1 (MP): I choose C.
T: Where in the notice tell you that?
S2: ....uhm.... he’s off sick and ... cannot attend lesson today
T. Okay, that'right. So his class has to move to Room Two D, next to the Lab
for students to do the test.
It is indicated from the observational data that Rosie gave her students a chance

to join in class work. More interestingly, by continuously putting questions to explicate
the main question, this teacher seemed to succeed in leading her students to the correct
answer in a natural and interactive way.

On observing Rosie’s class, the researcher also found out that this teacher
sometimes repeated student’s response verbatim. This finding showed the opposition

with the traditional viewpoint which viewed reading as a receptive skill and regarded
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the students as passive listeners. In this case, students were very active to give their
responses to the teacher’s questions during the learning process, and their precise and
accurate responses were repeated by the teacher, as in Extract #13

Extract #13
T. Look at the notice “Because of the bad weather, tomorrow's party will now
be in the school hall.” So, what is the change here?
S1. A. Time
T. Why do you think so?
S1.[...]
S2. B. Place
T. Why?
S2. The party will be in the school hall because of the bad weather.
T. Yes, that right. So, the change here is B, Place.
That the teacher tried to repeat the students’ response completely without any

changes showed that her students could give the correct answers and she should use it
to reconfirm the answer and praise students for what they shared. By doing such
activities, the teacher aimed to appreciate the students’ interactions, which makes them
more engaged and active to give their responses to the next questions.

In brief, Rosie tried to employ 1As as a means to increase the students’ language
use in her classes. What this teacher actually performed in the observed classes
revealed that she was highly aware of the necessity of 1As in helping students improve
their language competence in the process of learning this subject.
5.1.2.3 Establishing students’ collaborative working community with interactive activities

In the three observed classes with Rosie, the researcher could find out that this
teacher made her effort to help the students form the habit of co-working, which was
shown in the extract below:

Extract #14
(In a post-reading activity)
T. Now, it’s time for exchanging your ideas about how to protect our
environment.
S. In group. Ms?
T. No, in team — Two teams, ok?
S. Yes.
T. Good. Now, who is ONE, stand on the left; and who is TWO, stand on the
right, Ok?
Ss. (quickly form the team)
T. What should we do to protect our environment? Team One?
Ss (team One). Use public transportation
T. Good, team Two
Ss. Plant more trees.
T. Yes, go on, team One...
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As shown in this observational data, the teacher encouraged her students to take
part in the team work by going around the divided teams, and assisted them in
exchanging the answers. Right after the teacher’s instruction, the students quickly
formed team “One” and team “Two” and stood in two rows. Then a member in team
One shared his/her ideas. With this activity, students had a chance to interact and
collaborate with one another.

This teacher explained:

I know that team work always makes noise, but it’s interesting. I not only teach
my students language, but also try to form their positivity in collaborative
work.

(Int. 2. Rosie. Q4.)

Rosie used different IAs to facilitate the students’ collaboration. Those activities
included games with competitive elements, role-playing, retelling, sharing completed
ideas, matching, sorting, information exchanging, and so on, which were mostly
organized under the form of pair work, group work or team work. She also tried to
make her students be familiar with a collaborative working environment, as she
thought that individual work could help students do the tasks faster, but collaborative
work would help them go farther in their knowledge acquisition.
5.1.2.4 Forming teacher - student rapports with interactive activities

On observing Rosie’s reading classes, it seemed that using students’ ideas is one
of her preferred ways to establish the teacher - student rapport.

Using ideas of students in reading class is to encourage the students to be more
confident and to show them that their ideas are valuable. In such observations, it could
be seen that the teacher paid their attention to the students’ contribution in different
ways such as repeating what students say, modifying the students’ ideas, comparing
the student’s ideas, summarizing what students described, and reaching the conclusion
before moving to the next step. By doing so, this teacher not only helped the students
to gain their goal of comprehension but also encouraged their independent thinking, as
well as setting up a good rapport with them. The utterances below showed the teacher’s
utterances in using ideas of students.

Extract #15
T. Do you agree with H’s idea?
S. Yes, but I think people’s awareness should be a possible solution.
T. Yeah, | agree. People should raise their awareness in protecting their living
environment.
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Extract #16
(After checking the answers)
T. Ai dung ca muwoi cdu na (nao)?
(Who has ten correct answers?)
S. me.
T. Excellent! Who has nine?
S. Da em. (Me, Ms).
In this case, using students’ ideas was one of the good ways to make the teacher-

student relationship closer. In addition, clarifying, using, interpreting the ideas of
students, and giving praises were common activities that this teacher did to increase
the teacher — student rapports in her reading class. In Rosie’s class, teacher and students
could start a discussion grounding on student’s ideas. As she said that by rephrasing
the students’ ideas, she could not only catch up with what they shared but appreciated
their contribution and promoted the teacher — student relationship as well. (Int. 2.
Rosie. Q5).
5.1.2.5 Summary of Rosie’s practices of teaching reading with interactive activities
From the findings grounded on the data collected from classroom observation
and stimulated recall interview with Rosie, it could be summarized that the observed
classes were well - organized with smooth teacher - student interactions. By using 1As
in different stages of reading lessons, this teacher participant could arouse the students’
interest in the subject. Students were facilitated to be engaged in the reading activities
or tasks with the support and guidance of the teachers. In addition, students’
participation in collaborative work also indicated that they were more positive in their
learning reading subject, which used to be seen as a complex receptive skill (Nunan,
1999). In addition, that this teacher employed different activities for the students to
participate in the reading classes could facilitate students’ comprehension from the
lower levels to the higher levels of cognition since the cognitive process was mostly

implemented through interactional activities rather than individual ones.
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Table 5.2 A Summary of main interactive reading activities used in Rosie’s

observed reading classes

No. Reading Stages Interactive Activities used
1 | Pre-reading Stage - Guessing (the tittle of the reading text)

- Sharing ideas voluntarily

- Warm-up questions

- Pair/ Group discussions

- Asking students to share their thoughts

2 | While-reading Stage - Pair/ Group discussions

- Asking students to share ideas

- Reading-out-loud

- Checking students’ pronunciation

- Explaining new words

- Giving instructions

- Repeating students’ response verbatim

- Team work

- Information exchanging

- Modifying students’ ideas

- Comparing students’ answers

3 | Post-reading Stage - Integrated speaking

5.1.3 Maria’s classes

5.1.3.1 Using interactive activities for motivating students’ comprehension

As observed, unlike Lisa and Rosie who spent a certain amount of time giving
students 1As as pre-reading activities before they dealt with the reading text, Maria did
not pay much attention to the pre-reading stage. She only gave her students a couple
of minutes to guess the reading topic or asked them some pre-reading questions or
brainstorm what they might know about the reading topics, and then she went straight
to the reading texts. For example, before asking the students to interact with the reading
passage in the textbook, Maria asked her students if they often went to those places,
and what they often did there. This activity was not only beneficial in stimulating
students’ interest into the lesson, but provided them with the focus of the reading text
and activate their prior knowledge about the reading topic as well. Right after pre-
reading activities, Maria asked her students to read ten different notices and matched
with five places: A. Museum, B. Sports Center, C. Hotel, D. Gift Shop, and D. Post
Office. Instead of dividing the students into pairs or groups to discuss the question, she
worked directly with them. By asking the students questions as well as giving them
some hints or suggestions to complete the reading activity assigned, this teacher tried
to attract the students’ attention to the lesson and motivate them to participate actively
in the learning process right from the beginning of the lessons, as in the following
Extract:
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Extract #17
T. Now look at part 1, you have 10 different notices, from 1 to 10. Which one
can you find in these places? (p.30 — textbook)
T. Look at notice 1, “last collection”, “17:30 - Monday to Friday”. So where
do you think the notice is?
S1. A museum.
T. “Collection”, what do you collect in a museum? Think up another one. I
think it goes with another place.
S2. A gift shop.
T. Yeah, what can you collect in a gift shop?
S3. Notice 1 belongs to the post office.
T. Why do you think so?
S4. Notice 5 also belongs to the post office.
T: Yes. That’s right! That means you need to go to window 7 to weigh the items.
As shown in this extract, this teacher tried to motivate her students to the reading

text by asking a lot of questions and giving hints to guide them to do the matching
activities quickly. Although she did not divide the class into smaller groups or teams
and chose to interact directly with all students, this teacher could still attract the
students’ attention and engagement into the questioning-responding, matching,
evaluating and arguing activities. In addition, she combined explaining some difficult
words right in the students’ doing the reading task, which, according to her, “could
save time and be more effective”. (Int. 2. Maria. Q1). As also observed, although
Maria did not spend much time on warming-up activities, it seemed that this teacher
proceeded the reading texts smoothly and logically, and her students were very
engaged with the activities she employed, as shown in the following Extract:

Extract #17
T. Listen to my question, please.
T. Generally, how old are people when they first learn how to read? Who knows?
S. I think when they are six.
T. Yes, normally six.
T. And how old is a normal person when he or she goes to university?
S. Eighteen
T. Normally eighteen, right?
S. Yes.
T. In fact, some are seventeen, and some are twenty or twenty-two.
T. The boy Shaun Rogers in this reading text is strange. What makes him strange?
S1. He....could read at two years old.
T. Good. What else?
S2. He went to the university when he was six.
T. That'’s right. He is the youngest-ever university student.
This extract showed Maria’s experience in motivating and activating students

into the reading passage by relating the reading task to students’ culture and general
knowledge. The questions seemed simple but the students’ sharing of the responses

might provide each other with sufficient understanding about the main contents of the
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reading text. By putting questions from general to detail, she could not only activate
the students’ prior understanding about the related reading text but help activate the
curiosity of the students about the reading passage and motivate them to be engaged in
the reading process as well.
5.1.3.2. Facilitating students’ oral language use with interactive activities

Maria often used “guessing” and “take-turn reading” as [As to increase students’
communicative competence in her reading classes. For example, she asked each of the
students to read each paragraph in the reading text “The Florida Keys” before they did
the related reading activities.

Extract #18
T. The reading passage today is “The Florida Keys”. Have you ever heard
about Florida?
S1. It’s a state of the United States.
T. Yes, that’s right.
T. Look at the title ““The Florida Keys”. What do you think the reading text
talks about?
S2. A tourism destination
S3. A beach resort.
This teacher tried to encourage the students’ use of oral language by asking

students questions to lead them into the reading passage. Such questions as “Have you
ever heard about Florida? ”, or “What do you think the reading text talks about?” not
only aimed to facilitate students’ ability of guessing but also fostered their
communicative competence. It seemed that this teacher did not always ask the students
to form groups, pairs or teams to discuss the reading tasks. Instead, she asked them to
reread the text, check the new words by themselves and do the “True/False” task
individually first, then exchange their ideas with friends on the left or on the right.
While the students were dealing with the reading tasks, she went around and helped
them if necessary.

When asked why she did not ask the students to work cooperatively but
individually in this reading task, Maria explained:

Interactive activities can arouse students’ interaction and foster their use of English in
class, but it’s not all. Interactive reading atmosphere does not depend much on what
the activities are, but on the ways that teachers organize them. [...] if any students (in
the group) are lazy, unconfident and passive, the whole group may be affected.

(Int. 2. Maria. Q2).

It was, to some extent, true for Maria’s situation. In her classes, the researcher could
see that students worked hard all the time because they were attached with a lot of
questions and always in the mood of being dominated by the teacher. More interestingly,
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when students’ answers were not acceptable, this teacher kept asking questions explicitly
and guided students to the correct answers that she was looking for.

Extract #19
T. Mallory Dock is popular with local people and tourists, is that true?
Ss. Yes.

T. That’s right. How about statement number eight?
S. It’s correct.
T. Where did you get that?
S. “You can see most of the Florida Keys in a short holiday”.
T. No, read the next line, “you should stay far longer” to see if it is correct.
This extract showed evidence for what Maria did to guide her students. In this

situation, when the students’ answers were not what she expected, she asked them read
another line to find the alternation. By doing so, she could assist and guide her students
to the right answer as stated in the text in a more interactive way rather than providing
them the correct one immediately.
5.1.3.3. Establishing students’ collaborative working community with interactive activities
Unlike two younger teachers who always emphasized collaborative working
with peers in reading classes, Maria did very little. Most of the class time the teacher
and the students exchange interactions directly. She did not usually organize group
work or team work, apart from some pair work activities for the students to share or
check their answers before showing to the teacher.

Extract #20
T. Look at the reading text - Florida Keys, page thirty-two.
Can you get where Florida is?
Ss. America........ the US.....
T. Yes, it is a stage in the US. How about Florida Keys. Can you guess?
Ss. A place of interest.
T. Good, a place of interest, or a tourist destination.
Now the text and decide if each of the ten given statements is correct or
incorrect.
Ss. {do the reading task individually}
T. Now, move your chair closer to your friend and check the answers.
In classroom observation 2, Maria sometimes let her students exchange the

answers to another student, but just for confirming multiple choice (true/false) options.
Regarding this point, Maria said:

As | said before, pair work, group work or team work are not the only way to

create collaboration and interaction. Students can improve their collaborative
working habits through other activities I give them.

(Int. 2. Maria. Q3).

The data from her responses in the interview 2 and her performance in the actual

teaching practice indicated that although what she thought and what she did in actual
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teaching were somewhat different, this difference did not show the inconsistency.
Although she did not tell her students the way to form and improve the habit of
collaborative working in language class, they could learn those from her demonstration
and interaction with them through all activities she employed.

She also added that time limitation and students’ low level of language
proficiency were also two hindrances that not only her but a lot of teachers had to face
with in the reading classes. She said that sometimes she prepared activities for group
discussion; however, due to the shortage of time, and students’ lack of language
proficiency, she had to change intention. (Int. 2. Maria. Q4).
5.1.3.4. Forming teacher - student rapports with interactive activities

Among different ways to build good teacher - student rapport, Maria frequently
praised her students in every reading activity they performed well. Praise is necessary
in language classes since it not only helps to manage the class but also improve
engagement, motivation, self-esteem, self-efficacy, and success among the students.
More importantly, teacher’s appreciation to his/her students’ performance may create
an effective interpersonal interaction with them (Strachan, 2020; Wang et al.,
2021; Xie & Derakhshan, 2021). As found in the observed reading classes, Maria
praised the students’ answers by saying “very good”, “excellent”, “well-done”, or
“great” which aimed to appreciate the students’ answers on the general behavior, and
made them feel more motivated in their learning process.

Extract #21
T. Is statement number five correct or incorrect?
S. Incorrect, a good way to see is to take a flight from Miami to Key-west.
T. Wow, good job!
And next, statement number 6?
S. Correct. It is a home to all sorts of people...
T. Great! How about number seven?

S. It’s correct. “Mallody Dock is popular with local people and tourists.”
T. Well — done.
In her class, Maria also often encouraged her students with a very friendly manner

and soft voice. For example, instead of using long utterances to boost her students work,
she used very short but encouraging phrases such as “Go on”, “Great”, “Wow, good job”,
“Correct”, “Well-done” to encourage, appreciate, and praise her students on what they did
in each of the reading activities. Her compliment and encouragement showed that she
wanted to build a friendly and close relationship with her students, so that they could be
more confident in participating and sharing their ideas. Even when any of the students
could not give the right answers, her response did not show her dissatisfaction or criticism,
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but encouraged them to try more. As observed, the researcher found out that the students
seemed not to be shy or passive in the reading activities assigned by the teacher.
5.1.3.5. Summary of Maria’s practices of teaching reading with interactive activities
Findings from classroom observations and stimulated recalls with Maria revealed
that this teacher participant mostly used questioning technique as a means of scaffolding
the students in her classes. By putting direct questions, Maria led her students to different
text types in a natural way. She also tried to use some other 1As such as guessing, reading-
out-loud, praising, repeating, suggesting, explaining to assist the students in different
stages of a reading lesson. The findings also showed that this teacher used fewer
collaborative activities than Lisa and Rosie did, and she spent only a little time on pre-
reading stage, and very little on post-reading stages. Most of the collaboration took place
after individual work since not many collaborative activities/ tasks were employed.
Table 5.3 A Summary of main interactive reading activities used in Maria’s observed

reading classes

No. Reading Stages Interactive Activities used
1 | Pre-reading Stage - Guessing

- Pre-reading question

- Brainstorming

2 | While-reading Stage Giving hints

- Giving instructions

- Teacher Questioning — Student Responding

- Individual thinking and sharing

- Evaluating

- Arguing

- Explaining

- Take-turn reading

- Silent reading

- Pair work

- Confirming selected options

- Giving compliment

3 | Post-reading Stage - Assigning homework

5.2 Discussions

In this section, the researcher presents the discussion of the study findings about
teachers’ practices of employing IAs in teaching EFL reading skills at tertiary
education context in relation to research question 2 of the present study. The first focus
in this discussion is about the EFL teachers’ practices of employing IAs in their
teaching reading subject, and the second focus is about the correspondence of the
teachers’ practices of using IAs in teaching reading subjects with their beliefs which
has been mentioned in Chapter 4. The summary where the researcher sums up what

has been discussed from the findings is followed.
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5.2.1 Discussion about teachers’ practices of employing interactive activities in
teaching EFL reading subjects

Firstly, the findings of this study showed that all of the teachers more or less
tried to organize 1As with the aim of motivating their students’ engagement in the
reading texts, and maximizing their use of English in reading classes as an interactive
social environment with different kinds of 1As. Such activities as sharing ideas,
checking responses, discussing, role-playing, turn-taking talk found out in the findings
were seen as the means to make students more motivated and engaged in the reading
texts. Students tend to read more if they are motivated to read from other more capable
peers, who are seen as scaffolders in the teaching and learning process. Drawing on
the SCT perspectives which emphasize the co-construction of knowledge through
collaboration and mutual assistance in classroom environment, it can be understood
that students may not only learn more about their language but also sharpen their skills
through different types of interaction with different types of activities. In the case of
the present study, through 1As employed in reading classes, students were provided
interactive learning contexts where they had favorable chances to work collaboratively
with their peers to deal with and complete the reading tasks assigned in the most
appropriate way.

Secondly, it is necessary to use IAs to increase students’ communicative
competence in reading class. It appeared that when students were scaffolded and
facilitated by the teachers, they were likely to be more active and confident in sharing
their opinions in the learning process. In addition, IAs also helped to “ensure regular
and active participation of students in the lessons™ and “develop the student's ability to
work independently with various sources of information” (Alimjanova, 2021. p. 21).
Therefore, it should be noted by the teachers that in reading lessons, providing
opportunities for students to increase their communicative language competence are
vital to the language learning process since it not only broke the silent and monotonous
atmosphere as when students were asked to solve the reading activities individually
without sharing, discussing or negotiating with their teacher and other students, but
also helped facilitate the interaction among the three triangular components in reading
comprehension, i.e. reader — text - activity as suggested by Snow (2002).

Thirdly, using 1As in reading classes helps create a collaborative working
community. Being aware of this advantage of 1As in reading classes, all three selected
teachers attempted to employ IAs to develop the students’ collaborative skills. By
providing the students with different types of 1As for their collaboration such as idea —
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sharing, problem-solving, role-playing, question asking-answering and so on, the
participating teachers could create a friendly and supportive learning environment,
which emphasizes the collaborative community of learning by the construction of
knowledge through social negotiation. Findings of the present study add an interesting
support in terms of the ways teacher organize their reading classes so that both teachers
and students can play untraditional roles when they collaborate with each other. In
other words, it emphasizes Vygotsky’s theories which stress the fundamental role of
social interaction in the development of cognition (Vygotsky, 1978), and strongly
affirms that community plays a central role in the process of “making meaning” as
presented by Vygotsky. It also advocates Khairunissa, Sumarsono and Sumarni’s
(2019) study emphasizing the role of collaborative environment in making the students
“socialize better with their peers” when they “work together to achieve a certain goal
in learning” (p. 119). This finding suits the SCT perspective confirming that “learning
is social and occurs in social context” (Vygotsky, 1978), “learning is mediated by
language” (Vygotsky, 1986), and “learning or the development of concepts and higher
mental functioning takes place within a student's zone of proximal development”
(Tharp & Gallimore, 1988; Gallmore & Tharp, 1990, cited in Antonacci, 2000, p.22).
These perspectives highly appreciated the social environment in reading classes since
what an individual could accomplish when working in a social environment in
collaboration with others was better than what he or she could have accomplished
without any collaboration (Zuengler & Miller, 2006).

Regarding using 1As to build the teacher - student relationship in reading
classes, the finding of this study revealed that all of the participating teachers shared
the same viewpoints that this relationship was of great importance in creating an
interactive and friendly learning atmosphere for both teachers and students, which
contributed to bettering students’ reading outcomes. This finding supports Zhang’s
(2020) study which emphasizes the importance of the teacher-student relationship as it
“plays a pivotal role in students’ engagement and success in an EFL context” (p.1).
This finding is also supported by Pishghadam et al., (2021b) who claimed that a
positive relationship with a teacher can lead to a high level of class participation and
arouse positive academic motivation, learners’ self-confidence (Mystkowska-
Wiertelak, 2020), a feeling of empathy and mutual understanding between teacher and
student (Zhang, 2020), and more efficient instructional task designs (Lambert &
Zhang, 2019). When observing the participants’ classes, the researcher found out an
interesting point that in some of the reading lessons, the 1As used with high frequency
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were on the basis of teacher — student interaction or teacher - whole class interaction.
Just a few collaborative activities were employed for students in the form of peer
scaffolding, which may be seen as the restriction in applying IAs in teaching reading
subjects of the teacher participants in the selected university.

Since all classroom activities were organized or created by the teachers, the
relationships in the observed classes were mostly teacher- dominated, in other words,
they were the center of students’ attention. These teacher participants taught, assigned
activities, and supervised the classes and asked the students to participate in classroom
interaction. In these cases, lectured-based teaching and text-based teaching were
frequently employed. During class, teachers explained the instructions for each reading
text clearly and the students were required to do the assigned tasks under the
supervision and the facilitation of the teachers. The most frequently used IAs in the
observed reading classes followed the traditional sequences of interaction: Initiation —
Responses — Evaluation, or Initiation — Responses — Feedback, which mainly focuses
on the interpersonal level of classroom interaction. It can be seen from the observed
reading classes that although the observed teachers tried to engage the students to
participate in the reading tasks by asking them questions and create a supportive
learning environment for students to involve in, the students seemed not to be very
active or self-autonomous. Some of them did not actively participate in the class and
had little self-confidence. Rather, they were humble, shy, and quiet, which, to some
extent, had a negative effect on the teacher — student rapports in reading classes.

The findings about teacher’s practice of using [As in teaching reading subject
reported in this chapter is partly compatible with what Snow (2002) addressed as
variables to make up interactive reading class on the ground of sociocultural theory.
Among three relating factors in the triangulation suggested by Snow (2002),
interaction in the observed reading classes primarily refers to interaction between the
teacher and students, between or among students participating in this subject. All of
the participating teachers more or less gave their attempts in fostering interaction
between them and students through different types of scaffolding activities:
questioning, instructing, giving hints, modelling, explaining and giving feedback,
which are seen as the core reading activities to support students’ comprehension. Such
students’ cognitive process is achieved from outside interference (intrapersonal) rather
than the individual students’ (interpersonal) cognition. In this case, the teachers
function multiple roles when they not only support, orient, lead, evaluate, feedback,
but motivate, stimulate, and promote students to reach their ZPD as well.
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Secondly, the interaction in observed reading classes refers to the interaction
between the students and the activities, which are also seen as the main interactants in
classroom interaction. Through different reading activities assigned by the teachers,
the students can interact not only with one another but also with the reading texts, a
variable that affects students’ reading performance under the sociocultural perspective
as suggested by Snow (2002). Regarding the texts, as previously mentioned, all of the
reading texts in this Reading B1.1 course were taken from Ready for PET, a course
book following CEFR standards in combination with a series of supplementary
material particularly compiled for the students of pre-intermediate language level.
Therefore, the tasks including the comprehending questions coming along with the
texts in each of the observed reading classes seemed to be suitably designed for the
pre-intermediate students in terms of the complexity of lexis, grammatical structures,
the familiarity of the reading texts and the familiarity of the topic. These features of
the reading texts made it quite favorable for the students to interact with themselves to
make sense of the text and do the reading tasks included as effectively as they can.
Therefore, it can be briefly summarized that in order for the IAs to really work for the
development of the students in reading classes, it is necessary that there should be the
combination of different external factors (sociocultural variables) and the movement
of the students themselves (intra-variables). The next section presents the congruence
or incongruence of the teachers’ practice of deploying IAs in comparison with how
they perceived this issue as presented in Chapter 4.

5.2.2 Discussion about the correspondence between teachers’ beliefs and practices
in teaching EFL reading skills with interactive activities

It can be seen from the findings of the study that while Lisa and Rosie’s beliefs
were more consistent with what they acted in reality in all four items in comparison
with Maria’s. From the findings, the researcher found out that there was less
inconsistency or lower frequency of consistency between Maria’s beliefs and practice
in comparison with Lisa’ and Rosie’s. Typically, this teacher focused on guiding and
explaining the reading texts and asked her students to read and did the attached reading
tasks individually instead of organizing pair, group or team activities for the students
to join. For example, Maria set the overall goal for deploying IAs in reading class
which emphasized the collaborative learning environment for the students to be
engaged in. However, in her teaching practice, she did not organize many activities for
her students to do as in Lisa and Rosie’s. This teacher mainly provided her students
with new words, reading techniques and asked them to work individually to seek the
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answers for every reading task in the text/lesson before interacting with her and the
whole class. Interaction between teacher and students was dominated in most of the
activities while very few student(s) — student(s) interactions were implemented. In
mind, she wanted to motivate her students in reading lessons as she thought that
applying IAs in teaching reading skills was very important, and 1As aimed to engage
the students into a collaborative atmosphere in reading classroom (Int.1. Maria. Q2.1)
She also thought that working in collaborative community such as pair work, group
work, team work or class discussion could help raise the interest in reading lesson
among students, make them more engaged, encouraged and confident, increase their
practical use of communicative language, reduce passiveness and anxiety, etc.
However, in actual teaching context, she did differently to some extent.

In addition, in Maria’s belief, IAs should be used to facilitate students’ positivity
and confidence; yet, in practice, the teacher kept guiding the class most of the time. As
observed, the teacher-talk frequency overwhelmed the total class time of the lesson.
Instead of discussing, sharing ideas with others, the students mostly followed the
teacher’s guidance or instruction, listened to the teacher with little minimal
interruptions. and the student-centered approach turned into teacher-centered
approach. More than that, chances for students to correct misunderstandings or
mistakes were not routinely provided by the teacher. For example, in an observed
situation, Maria raised questions and gave hints continuously to help her students have
the correct answer, and when there was a wrong answer, she helped correct it directly.
This finding showed a contrast with Swain and Lapkin’s (1986, cited in Sharma, 2018)
stating that when learners were listening most of the time, they would only gain a
general understanding of the language, and affirming that putting the learners in
conversational situations to learn the language specifics would develop their
communicative competence.

However, what Maria thought about using 1As to promote the teacher — student
rapport was consistent with what she did in her teaching practice. Although she did not
organize many lAs for students to work collaboratively, what she did in her lesson such
as praising students’ performance, providing support whenever students needed right
away, using students’ responses, evaluating and feeding back with very slight criticism
were proofs for their intimated and close rapports. In fact, a friendly relationship
between teacher and students might not only contribute to the enhancement of
students’ comprehension in the reading class but also create a non-threatening learning
environment for students to improve themselves. Interestingly, at this point, three
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teacher participants showed the consistency between their beliefs and practices. This
finding was consistent with the study of Abrahamson (2011) pointing out that teacher
should apply some practical strategies such as appreciating each student’s effort in the
class with positive compliments, creating tasks that enable them to share their own
stories and feelings, and motivate them to be enthusiastic with the activity were the
good ways of developing teacher — student rapports in language classes.

Another inconsistency which was found out from the findings was the time
allocation for each stage of the reading lessons. Normally, the leading-in or warming-
up activities often take a little amount of time in the whole reading lesson. Yet, in
Lisa’s reading classes, the teacher spent about ten to fifteen minutes out of 50 minutes
allocated for a reading lesson on the leading-in activities, which somewhat conflicted
with her response in the interview 1 that she did not have enough time to organize 1As
for her students. When asked about this mismatch, she said that since her students were
in their first year at the university, they were not familiar with the teaching speech at
the university level. And when they were at high school, the reading lesson was
organized quite differently, so she spent more time on such activities to engage the
students into the reading lesson with a friendly and natural classroom environment
rather than forcing them to focus on the reading text immediately (Int. 2. Lisa, Q1).
Teaching hours and students’ familiarity with learning styles at the university can be
addressed as the hindrance resulting in the inconsistencies between teachers’
perceptions and their practices of using IAs in their reading classes. Drawing on
Vygotsky’s SCT, in this case, the students are novices and they need guidance and
assistance from the teachers who are much more skillful in order to make sense of the
reading texts and the relating tasks or activities coming along with the texts. In other
words, they need the teachers’ scaffolding to develop their reading skills, gradually
withdraw their dependence on the teachers. Vygotsky (1978) suggests that teachers
should use cooperative learning exercises where the novice can interact more with the
teachers, and the less competent students can interact with more capable peers to
develop their skills with in their ZPD. However, due to the limited teaching hours, it
seems not easy for the teachers to mediate them as they should do.

5.3. Summary of the second research question findings

The chapter reported main findings and provided discussion about what teachers
actually did in their observed reading classes. As shown in the findings and discussion,
all of the three teachers used a wide variety of IAs at different reading stages with the

aim of providing their students with motivation to participate in activities/tasks to
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comprehend the reading texts assigned. IAs used for while-reading stage were
outnumbered in comparison with the two other stages of reading, i.e., pre-reading and
post-reading. IAs were also used for facilitating students’ oral language use,
establishing students’ collaborative working community, forming and strengthening
teacher - student rapports in reading classes.

The results also showed consistencies and inconsistencies in teachers’ beliefs
and practices of using 1As for teaching EFL reading skills which was reported from
interview and classroom observation data, specifically:

All interviewed participants set the goals and the principles for their reading
class. They tried to use 1As in the most flexible ways at different stages of teaching
reading so that the students could be motivated and facilitated to participate in different
activities organized for the sake of bettering their comprehension of the reading texts
assigned. However, since students have just entered the university for a few months,
most of them lacked both background knowledge and language proficiency, and were
not familiar with learning reading skills as a separate subject. Besides, they had
difficulties in using the language, possessing vocabulary, and knowing how to classify
reading texts. More than that, they were passive, unconfident in exchanging ideas in
collaboration with their teachers and classmates.

In brief, these findings and discussion gave a described and analyzed the
congruence in how teachers’ actual teaching practices corresponded to what they
perceive about the employment of IAs in teaching EFL reading subject in their teaching
context, which contributed to reaffirming the teachers’ positive awareness of 1As in
English language teaching and learning in general and in reading classes in particular
although the levels of consistency were somewhat different. The fact that the
application of IAs in reading classes was facilitated or hindered depended much social

and cultural factors, as revealed in the following chapter.

119



CHAPTER 6
FACTORS AFFECTING EFL TEACHERS’ EMPLOYMENT OF
INTERACTIVE ACTIVITIES IN READING CLASSES

This chapter presents the findings and discussion relating to the third research
question of the current study “What factors do participants think may affect their
employment of interactive activities in EFL tertiary reading comprehension classes?”
The data collected from the in-depth interviews, classroom observations and
stimulated recall interviews with three teacher participants of this study were used to
help the researcher find out the potential factors that may affect the teachers on
employing IAs in their reading classes from their perspectives.

6.1 Findings about factors affecting EFL teachers’ application of interactive
activities in tertiary reading classes

From the data collection, some potential factors that may affect teachers’
employment of IAs in teaching reading subjects to EFL students including teachers’
professional training; Teachers’ access to updated pedagogical theories from experts;
Students’ background knowledge and language proficiency; Authentic teaching and
learning materials, Exam-oriented teaching approach; Teaching and learning facilities,
Time allocation for reading classes; and some other relating factors are presented in
detail as follow:

6.1.1 Teachers’ professional training

All the three interviewees view teachers’ professional training as an important
factor since it helps them understand the theoretical bases of language teaching in
general and apply 1As appropriately in their teaching practices, particularly promote
the application of IAs in teaching reading skills. That they sometimes receive quick
courses of professional training sponsored by the National Foreign Language Project
of the MoET and Programs of non-governmental programs is of great significance to
help them improve their teaching. As responded by three teachers in the participant
profiles, they were officially trained to become teachers of English, their post-
graduation degrees were Master in TESOL, which meant they were introduced
different approaches or methods to teach reading; however, all of them confessed that
they somewhat forgot what they had learned, or did not remember the nature of
interactive teaching approaches. In addition, they admitted that they were not sure what
parts of the course they could apply in their current reading class. As Lisa said:
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I am a little bit afraid when mentioning the English pedagogical methodology
since | learned this subject a very long time ago. Moreover, most of what |
learned in my bachelor and master course relating to English teaching
methodology was rather theoretical.

(Int.1 Lisa. Q5.3)

Rosie shared a slightly different idea on this issue. When interviewed, she said

that she got some knowledge about communicative language teaching (CLT), and

classroom interaction as well as interactive teaching approaches (Rosie, Int.1). Such
knowledge was useful for her current teaching job.

I am not sure whether | am successful in applying interactive teaching in my
classes; however, when | design games, team work, group work or pair work
in the reading class, my students are often eager to join.

(Int.1. Rosie. Q5.3)

It seems that this teacher more or less remembered what she learnt from her
course, she was aware of the typical activities designed for reading class such as games,
text — picture/ text- comparing/ matching; picture sequence ordering, article — headline
matching/ diagram building, and so on. She was also aware of the necessity of
interactive reading activities in scaffolding the students’ reading skill; however, as this
teacher said, she was not certain whether these strategies were interactive, and whether
she successfully employed these IAs in her reading class or not.

The other teacher participant, Maria, also believed that she somewnhat
understood classroom interaction. However, like the two other participants, she
sometimes was not confident in applying 1As into her reading class, as shown in her
words.

I remember being taught about theory of ELT methodology but spend very
little time on demonstrative teaching; therefore, | apply interactive teaching in
my class in my own way.

(Int.1. Maria. Q5.3)

Although Maria said that what she learned about ELT theory had brought her
some basic knowledge and understanding about classroom interaction, she seemed not
to be sure about what aspects from such knowledge that she could employ in her actual
teaching reading process. More noticeably, she regarded her teaching as something
related to “instinct” or “inborn” therefore, she did not pay attention to whether she was
using IAs or not. From this point, it can be seen that although three selected participants
had opportunities to learn theory of ELT approach in their B.A or M.A courses, they
did not feel confident when adopting such techniques to their own teaching reading

due to either their memory or limited training.
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Two out of the three participants complained about the lack of professional
development activities, for example, the opportunities to develop knowledge and skills
which were related to teaching EFL reading comprehension. As revealed from the
interview data, the teachers seemed dissatisfied with their lack of opportunities to share
their teaching experiences. Lisa said she had very little opportunities for such activities
as seminars, conferences or training courses to gain or exchange experience about
interactive teaching and classroom interaction in teaching reading skills since she
taught this subject.

In my faculty, most teachers of English are very busy, we do not have time to
do the self-training or peer-training, for example, we do not have time to
observe each other’s classes. And each of us has our own way of teaching so
we only share what we experience with each other when somebody asks or
when we join a professional seminar.

(Int.1. Lisa. Q5.4)

Rosy shared a very interesting idea that a couple of years ago, they used to be

given chances to observe other teachers’ demonstration teaching in some special

occasions like in the International Women’s Day, Vietnamese Women’s Day,
Vietnamese Teacher’s Day.

We do not usually have workshops seminars or conference for the English
teachers to sit together and discuss what we should do to upgrade our teaching
methods, however, in some special occasions such as Vietnamese Women
Day, International Women Day and Vietnamese Teacher Day, we often have a
demonstrative lesson for our colleagues to observe and evaluate. Normally the
more experienced teachers do first for the younger and less experienced ones
to learn; sometimes the younger teachers (usually newly recruited teachers)
teach for the other teachers in the faculty to observe and give comment.

(Int.1. Rosie. Q5.4)

Peer learning from colleagues is seen as a good way to share teaching
experiences and adjust the teaching styles of individual teachers. In other words, the
teachers usually accumulate good teaching ideas by conferring or sharing teaching
experience with other teachers in the field. However, this limited amount of
demonstrative teaching was not enough for the teachers to share their need or what
they should do to make their teaching as interactive and effective as they expected.
Besides, in the demonstrative class, the teacher dominated to teach often spent an
amount of time preparing carefully for the lesson. They tried to choose the best ways
to teach in order to minimize critical comments or feedback from other teachers in the

faculty.
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Maria gave a very honest response:

Sometimes, I was asked to teach for other teachers’ observations, and I really
had to find the best way to elicit the lesson, which is time-consuming. As you
know, reading classes are not often as exciting as speaking class, it is very
difficult for me to design my lesson”.

(Int.1. Maria. Q5.4)

What Maria confessed was not her own problem, but other teachers as well.
Although they were experienced teachers, they sometimes felt nervous when asked to
teach for demonstration. She confessed that she had to try her best to prepare for the
lesson, which was time-consuming.

From this finding, it could be seen that despite being officially and
professionally trained and accumulating much teaching experience, the teacher
participants still needed more training courses on this topic. Teaching is a “need-to be-
updated” job, so that the teachers need frequent professional training is quite
comprehensible.

6.1.2 Teachers’ access to updated pedagogical theories from experts

Together with the teacher's lack of professional development activities, the
participants also mentioned the limited access to experts’ pedagogical theories as an
influential factor affecting their application of interactive teaching in reading classes.
In the interviews, the teachers stated that they did not have many opportunities and
channels to access updated trends of interactive teaching worldwide, apart from what
they got from the textbooks, their own experience or some international conferences

they participated in, as responded by Lisa.

Honestly speaking, | do not have much material about ELT methodology, and
I haven’t got much free time to study it deeply. The interactive activities
applied in my reading classes are mainly based on the textbooks, partly on my
teaching experience, or the international conferences I have chances to attend.

(Int.1. Lisa. Q5.5)

Rosie also added that she had heard about interaction and interactive teaching

as atrend in ELT several times, but she honestly said that she had read some of books

and research relating to this issue, sometimes she and her colleagues talked about this
topic, but they did not pay much attention on IAs in a certain subject like reading.

From the above extracts, it was not difficult to see why the teacher participants

did not forget mentioning the “time consumption” for such activities. More noticeably,

none of them showed their interest in searching for the updated interactive teaching

123



theories. They themselves are aware of the popularity of the interactive teaching trend
in ELT in general and in reading in particular; however, they seemed not to find it
necessary to get a thorough understanding about this issue. They tended to apply 1As
in their own way rather than adopting any theories they learned.

In fact, there are certainly a lot of different reference sources where I can find
information about interaction and interactive teaching methods of four basic
skills of English. However, honestly speaking, | do not pay much attention to
them, as | myself think that these theories do not help me as much as my
experiences | have accumulated during the past few years.

(Int.1. Maria. Q5.5)

This finding revealed one important point that these teacher participants, on one
hand, lacked opportunities to access to expert theories related to classroom interaction,
IAs in language teaching, and IAs in teaching reading; on the other hand, they showed
their cursory or unenthusiastic attitude towards these theories, and they did not show
much about their need to seek for such channels, either.

In short, that teachers had limited access to professional activities and expert
theories more or less affected their own ways of applying IAs in their real teaching of
EFL reading skills. Consequently, teachers had to make an effort to resort to other
sources to find their best ways of teaching. 1As are varied, but due to their limited or
insufficient access to theoretical updates, teachers had to base on this experience to
handle all of the teaching activities on their own.

6.1.3 Students’ background knowledge and language proficiency

The research setting chosen for this study, as stated in the previous chapter, was
a local university in a central province of Vietnam. Since it was “local”, students
studying here mainly come from rural or far-remoted areas where English seemed not
to be their favorite subject; or they even do not pay their attention to this subject, either.
That students’ knowledge of English is at low level does not meet the requirement of
their learning at the University, as shared by Lisa:

My student’s background knowledge of English is at the lower level in
comparison with other bigger universities in the region even they had had more
than seven years studying English at lower levels of education. For that reason,
they had to depend on the teacher’s guidance in class.

(Int.1. Lisa. Q4.8)
Lisa blamed the main constraints in applying IAs in her reading classes on the
students’ background knowledge and their low-level proficiency. Due to this point,

sometimes she could not carry out the lessons as planned. This situation was repeated
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with Rosie who admitted that her students’ language competence was not good enough,
which made it difficult for her to implement 1As in the reading classes as she expected
Maria also shared the situation in her class.

Sometimes we work together in order to understand all difficult terms and
understand the whole reading text, but some students seem not to be eager to
do anything apart from listening passively.

(Int.1. Maria. Q4.8)

Data from Maria revealed the inconsistency in applying interactive technique in
her classes with what she thought it should be. At this point it can be understood that
this teacher seemed to employ the student’ passiveness in learning reading as an excuse
for this mismatch.

It is possible that interaction is achieved from the 1As taking place in class
between teachers and students, students and students. The learning habits, the student’s
background knowledge and the students’ English proficiency were the factors affecting
the use of 1As in reading classes. Even though the teachers tried to apply as many as
IAs in their teaching process, their students’ passiveness, and their lack of eagerness
to participate surely made the teachers’ goals unreachable.

6.1.4 Authentic teaching and learning materials

As previously mentioned, the textbook used for this reading course, Ready for
Pet published by Macmillan Exams was selected among the wide variety of textbooks
designed for level three out of six levels of language proficiency set by CEFR. In
addition, Cambridge Preliminary English Test (books 1, 2, 3) was chosen as
supplementary materials for the course.

The textbook had a clear format with four separated parts, i.e., listening,
reading, writing and speaking. The content presented in each unit was basically
suitable for the knowledge level of the first-year students, the activities were varied so
the teacher did not need to design the activities by themselves. However, “activities in
each part are not logically arranged, in other words, they do not follow the order of the
sections presented in the standardized test” (Lisa). “Some activities need to be
modified to meet with the students’ language proficiency” (Maria). And Rosie added,
“some parts should be extended while some others should be simplified or even
omitted to make it compatible with the current language level of students’ and the
requirement of the assessment test”. Therefore, in the teaching process, they did not
adhere to the assigned textbooks and teaching materials. Instead, some of the omission,

reduction, or addition have been made for the selected textbook.
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Regarding the supplementary materials for the course, four books with four
reading tests for each were chosen. The total ten tests for the whole course put the
teachers under the pressure of time arrangement to complete the assigned reading texts
in the textbook and instruct students to deal with the reading tests contained in the
supplementary materials. This load of tasks is also a factor to affect the teacher in
organizing IAs in their teaching practice.

6.1.5 Exam-oriented teaching approach

One of the barriers to the application of 1As in reading classes, as reckoned by
the teacher participants, was the testing regulation in the chosen university. In general,
in Vietnamese tertiary context, the awareness of studying for exams was deeply
imbued in both teachers and students’ minds. The desire for a successful exam with
high scores led teachers to put the objective to plan their lessons in the form of testing-
oriented style into their priority, and then giving students chances to improve their
language proficiencies. This reality was due to the causal relationship, as shared by
participants, that exam success was regarded as the most important aim for the majority
of students, and since the reading B1.1 tests followed the requirement of CEFR
standardized tests which were rather complicated, their students tended to focus on
studying for exam rather than communicative competence.

Lisa (Int.1. Q4.11) said:

| think they (students) are more concerned much on the test score rather than
what they should gain from the course.
Rosie (Int.1. Q4.11) shared:

The pressure of the end-of-term tests on reading may make them more focused
on the testing techniques than the activities in learning this subject.
Maria (Int.1. Q4.11) emphasized:

It is common that English teaching and learning in Vietnam is generally
testing-oriented, so students’ primary concern is how to pass the exam
successfully.

Participants’ sharing indicated that they were highly aware of the

incompatibility in teaching, learning and testing in Vietnam in general and in their
institute in particular, which needed to be adjusted.
6.1.6 Teaching and learning facilities

As observed, every language classroom was furnished with a wireless internet
system, a projector with a large screen, and single movable chairs. However, as shared
by the teacher participants, only the single movable chairs could maximize their roles.
They all said that single movable chairs could make students more comfortable. Since
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it was easy to move and arrange, this kind of chair provided them with space to sit or
perform in collaborative learning activities.

Regarding wireless internet systems, the teachers shared that this system was
equipped a long time ago to serve the aim of providing conveniences for teaching and
learning; however, it was not always in stable status. In some situations, it did not work

properly which affected the teachers’ plans, as shared by Rosie:

Sometimes | prepare back-up activities, for example, on Kahoot! for my
students to join, but due to rather low quality of the internet system, I
sometimes cannot reach the thing I want.

(Int.1. Rosie. Q4.2).

Maria added that she often asked her students to check the new words. The
instability of the school wireless network might prevent her students from using an
online dictionary to look up the word’s meaning. Besides, although the projector was
equipped, little did the teacher use in their reading classes, since “all of the activities
are in the textbook, students can use their textbooks in the process of learning” (Lisa),
and “preparing PowerPoint files takes time and is sometimes not really necessary in
teaching reading skills” (Maria).

6.1.7 Time allocation for reading class

Limited time allocation for reading skill was also a factor that might affect the
application of 1As in their reading teaching.

Lisa said:

I really want to break the silent atmosphere in my class with some activities
for student’ engagement and collaboration, but due to the limited time allocated
for the subject I can only help my students with vocabulary and let them read
the text in order to find the answer to different tasks assigned. If there is more
time, the activities will be varied.

(Int.1. Lisa. Q4.7)

This teacher referred to limited time allocation as a hindrance for their practice
as they could not do anything rather than equipping students with the difficult words
in the text and let them read the text for understanding the contents and doing the
reading tasks followed. This teacher also reckoned that such limited time prevented
her from integrating communicative teaching approaches and IAs into the current
reading course.

Rosie added:

Actually, | think with the amount of time allocated for the reading course, it is

not sufficient because we both want to provide our student with knowledge to

understand the reading text and improve our student’s communicative skills

with different integrated activities. (Int.1. Rosie. Q4.7)
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According to Maria, preparing the students for interactive reading tasks and
involving them in pair or group discussions often takes time. In addition, the pressure
for the load of reading lessons to be coved in the B1.1 reading course is seen as a
hindrance for her employing IAs. More importantly, limited time allocated for the
reading course may affect the result of the students’ learning since, as Maria shared,
sometimes she was afraid that her students did not have enough time to understand this
lesson before moving to the next one.

Interactive activities are usually time-consuming. | am afraid of falling behind
the schedule when | organize interactive activities in my class. | have to cover
the content and provide the students with enough knowledge for mid-term tests
and final exams.

(Int.1. Maria. Q4.7)

From the interviews with three teachers regarding time frame for the reading
course, all of the responses revealed that 30 periods for each of the reading courses,
with total 50 minutes for each was not enough for the teachers to both provide the
students with a large amount of knowledge and IAs for the students to participate in.
Therefore, the time of the course, according to them, should be extended to 45 teacher-
in-class periods so that they could be able to provide more knowledge to their students
in interactive ways rather than traditional ways as they were doing at present.

6.1.8 Other relating factors

Apart from such mentioned factors directly affecting the implementation of 1As
in teaching English reading skills for EFL tertiary students at the chosen university of
the study, the teacher participants also addressed some other related factors that may
either positively or negatively affect the employment of IAs in teaching English
reading skills. As Lisa’s sharing, sometimes the complexity of the reading texts may
influence her use of IAs since these factors can make her students gain or lose interest
and motivation in reading a text or participating in reading activities. She also
explained that the more familiar the reading topics are, the quicker it is for the students
to catch the ideas and decode meanings, and the easier for the teachers to employ
interactive reading activities. Rosie mentioned interest and motivation in reading
classes as an influencing factor that should be considered when applying IAs.
Furthermore, she stated that the environmental conditions such as class size and the
noise from outside may affect the application of 1As in reading classes. She said:

Large classes and noise from outside may distract students from joining
reading activities, which may make them lose their concentration in

understanding a text. (Int.1. Rosie)

128



Rosie’s response mentioned that it is challenging to use interactive reading
activities in the classroom with more than forty, even fifty students because it is
difficult for her to give every student opportunity to practice communicative English.
Besides, it is more difficult to monitor and facilitate classroom activities in large
classes than small classes. She added that in large classes, it is not easy for her to
monitor all the students and offer advice to each of them during communicative and
collaborative activities.

In the class with forty or even fifty students, the class is probably often divided
into more than ten groups, it surely takes me more time to walk around to
monitor and support all groups in just a few minutes.

(Int.1. Rosie)

Rosie also confessed that sometimes heavy workload such as faculty and
institution meetings, overwhelming lecture hours and administrative duty put pressure
on her preparation of activities for her reading classes. This teacher’s response in the
in-depth interview was similar to Maria’s who responded that besides teaching English
to different types of the learners in the university such as regular students, in-service
students, English of for Special Purposes (ESP), English for the local Tourism staff,
and quick courses of communicative English for officers in some departments in the
province, and so on, the English teachers in her university have to take over a lot of
different administrative work.

She said:
Administrative work is always time-consuming, which makes me rather busy, and lack
time to prepare lessons for my lecturing.
(Maria, Int.1)

Regarding this factor, Lisa and Rosie shared the same comments that the major
duty of a teacher is to provide knowledge to students, develop students’ skills as well
as scaffold, motivate and inspire students in different learning activities. However, due
to the overwhelming administrative tasks such as staff meeting, exams preparation and
marking, preparing lesson plans, designing PowerPoint slides, and their involvement
in various extracurricular activities, they are unable to devote their time and energy to
teaching activities. As reckoned by a participant, this heavy workload actually
consumes her energy and distract her from their core role as a teacher.

6.2 Discussion

From the participants’ responses, the researcher found out that although they
were aware of the important role of English reading subjects in developing English
reading skills for EFL tertiary students at their university, these teachers had limited
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access to professional development activities and expertise theories relating to
interactive teaching and guidance to apply IAs in teaching reading comprehension to
EFL tertiary students. Such findings added more evidence to the lack of professional
training of English teachers in Vietnamese teaching context as stated in Loi (2020).
The same situation could also be seen in other contexts such as USA (Wang,
Shuttlesworth & France-Morris, 2016; Didion, Toste, & Filderman, 2020), Uzbekistan
(Yuldashevna, 2019), Indonesia (Jayanti, 2016) and Norway (Solheim & Dalhaug
Berg, 2018).

Together with very few chances to take part in professional development
activities which makes the teachers have to ground much on their own experiences to
teach reading subjects with 1As, the findings of this study also revealed teachers’ lack
of expert theories as one of the factors affecting their employment of 1As in teaching
reading subjects. Such kind of limitation explained why the participating teachers
mostly took available sources in their university and faculty as the main source of
references, as well as their ignorance and unenthusiastic attitude towards the updated
trends of ELT in the world. This finding is supported by Novozhenina and Lopez
Pinzon (2018) who found out that since EFL teachers often paid attention to their
English language level and qualifications required to their teaching profession, they
“might become less interested in improving their practice and feel no need to continue
their professional development” (p.114), and they asserted that lack of continuing
professional development may result in serious issues such as being outdated in
teaching, being conservative in using traditional teaching method, and being reluctant
to change the teaching approaches, and so on. After all, Novozhenina & L6pez Pinzon
(2018) recommended:

[...] in order to keep up with the modern pace, teachers need to be continuously
learning new things, polishing and adjusting their skills according to the needs of the
world. Professional development thus becomes the bridge that may connect the point
where they are now to the point where they need to be (p.114).

That students’ background knowledge may support or hinder the quality of
interactive reading class was identified by Jayanti (2016) and Nguyen (2012). In this study,
together with the students’ low background knowledge, the teacher participants also
mentioned students’ low language proficiency and traditional learning habits as an
element affecting the use of IAs in the reading lessons. The participants’ responses
revealed that, from the lower level of education, students mostly depended on the teachers’

guidance in class. They followed what the teachers said passively without any reactions
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and were actively involved in classroom activity. As revealed in the in-depth interviews
with the three teacher participants, the students mainly came from rural areas in the
province and neighboring provinces where the necessary conditions for serving English
teaching and learning is still inadequate, so their English language level was still low.
Although the teachers were very eager to apply the interactive teaching methods, the
application of 1As in teaching English in general and reading skills in particular was still
limited due to the students’ low language level and ability. It is probable that, on one hand,
the students were unwilling to participate in class; on the other hand, had no need to use
English for communication to increase their communicative competence. At this point,
this study adds evidence for Chang, Jones and Kunnemeyer’s (2002) viewpoint that “the
students without enough background knowledge did not know what they should do in the
assigned activities and thus failed to learn by themselves or by IAS” (p.74).

When referring to the students' learning style, the teachers mentioned the
educational system in Vietnam as the main reason affecting the students, passive
learning habit, the culture of learning-for-test and their low English proficiency. For
example, as mentioned above, the passive habit of learning was formed from the lower
level of education, which made the student heavily depend on their teachers. The first-
year students are not familiar with the learning style at the university level where
students should be aware of self-study and collaborative learning. Such a traditional
learning style at high schools might affect negatively their learning at the university
level when students are often asked to work positively and independently. In addition,
the culture of “learning for test” or “running for exam scores” as reckoned by the
teachers made both teachers and students focus too much on the test rather than
developing students’ collaborative and interactional ability. For this reason, although
the participating teachers are capable of implementing IAs in their teaching reading,
they sometimes cannot apply IAs in the most appropriate way as they planned.
Specifically, 1As have not been applied diversely to help students have more
opportunities to interact with English reading materials in practice, providing students
with the active and interactive habit of handling the assigned reading texts. The most
common IAs employed in these observed reading classes are Questions-Answers,
Teacher’s instruction - Students’ implementation, Teacher’s initiation - Students’
responses - Teacher’s feedback and correction, traditional pair/group/team work
activities. Activities which facilitate more interactions such as games, role-playing,
discussion, negotiation, argument, or situations that encourage students’ creativity and
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active learning interest have not been frequently exploited and put into regular use.

Given that the exam - oriented teaching approach was addressed as a factor that
might affect the teachers’ beliefs and practices in the investigated issue, the findings
added more evidences for the previous study by Bock (2000, cited in Nguyen Thi
Nguyet Minh, 2016) reporting that “most students seem to be concerned with passing
exams, most of which do not test for communicative competence” (p. 25), and another
study by Vuong (1976, p. 69, cited in Nguyen Thi Nguyet Minh, 2016) pointing out
that “in Vietnamese society, learning success is conventionally equated to exam
scores” (p. 91). That is to say, students’ and teachers’ performance were evaluated on
the basis of whether students passed certain exams or not, and if they did, the score
was also a matter of concern. This reality was coupled with the culture of taking exams
as a measure to assess learners’ improvement.

Regarding the time allocation to reading subjects in general and reading B1.1
subjects in particular, the researcher found out that time duration allocated for this
subject is not sufficient for the participating teachers to both provide students with
enough knowledge and organize reading activities to make reading classes more
interactive. With such allocated time, it is difficult for teachers to employ as many IAs
for their students to join, although teachers have tried very hard to arrange time and be
flexible in teaching. All of three interviewed teachers suggested that the total time of
every reading course should be extended to 45 periods instead of 30 periods as present.
One of them also added, in case the time extension was not feasible, extensive reading
modules should be added into the course program in order for both teachers and
students to have more time for interaction and comprehension.

The time limitation issue is, therefore, seen as a factor that affects the teaching
and learning English in general and in reading skills by some of the researchers in the
field of English teaching in Vietnam such as Tran (2013), Le (2017), Nguyen, (2012)
and in the world (Alshammari, 2013, Martina, Syafryadin, Rakhmanina, & Juwita,
2020, Wutthisingchai & Stopps, 2018). This study finding added to the picture of time
issue in the aspect of the hindrance of deploying IAs in teaching reading skills due to
time limitation. All three teachers reported that the inadequate class hours reduced
teacher - student interactions in the classroom but aimed to emphasize the importance
of students’ self-learning. The shift to credit-based learning at university level forced
to decrease teacher-instructed hours and increase the students’ self-learning. Therefore,

with the time-frame allocated for the reading class at present, students’ achievement
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depended much more on their autonomy, rather than the support of their teachers.

The reading curriculum including textbook and supplementary materials was
responded as a factor which affected the teacher’s application of IAs in teaching
reading for EFL tertiary students at the selected university. Responses from three
participants revealed that developing an appropriate reading curriculum for the
students at the selected university so as to assist both teachers and students in
collaborative practice is essential. As shared by Maria, more than ten years ago when
Common European Framework of Reference (CEFR) was not popular in the system of
higher education in Vietnam, it was the teachers who had to collect, select, compile
and arrange the reading texts to make them fit with their students’ language
competence. These types of textbooks were, to some extent, suitable for their students’
language levels; however, they did not meet the standard of knowledge that
undergraduates had to acquire. Since CEFR was widely applied in teaching English
for different levels of education in Vietnam, standardized textbooks for different skills
of English have been published together with the supplementary sources for self-
learning and testing. It is appeared that although the participating teachers showed their
contentment with the format of the selected textbook for Reading B1.1 subject (as
stated in the previous section), they still revealed some dissatisfaction about the
illogical arrangement of the reading sections, as well as the contents of the reading
texts which their deployment of 1As in their actual teaching practice. All the three
teachers perceived the current assigned textbook, to some extent, incompatible with
their desire. Some of the reading activities needed to be modified to fit the students’
language level and the time frame allocated for the reading course. They confessed that
in order to fulfill the goals set before their real reading teaching practice, they had to
reduce, add, or even omit some unnecessary or unsuitable parts in the reading lesson
designed in the selected textbook to make it both simplified and concise.

The supplementary materials including four books (1, 2 3, 4) in the series of eight
books designed for PET level testing were chosen as the main reading test source. Each
book consists of four tests with four skills equally presented in each test. The totality of
sixteen reading tests in four supplementary books together with ten lessons in the main
textbook designed for the course, in fact, put an enormous pressure on the teachers, since
it is difficult for them to carry out their teaching with such a limited amount of time and
the students’ level. Thus, instead of completely adopting the reading texts presented in
each unit, the participating teachers took time to rearrange and modify each lesson so as
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to match with the actual situation. This factor partly resulted from the mismatch between
the goals set for the course and the requirement of the standardized tests that the students
have to deal with at the end of the semester. The pressure of this type of tests urged the
participating teachers to keep their own traditional teaching techniques i.e., lecture-based
teaching and a teacher-centered approach where the teachers are often involved as
dominant members in classroom activities rather than applying collaborative activities
where student — centered approach is recommended. Thus, together with the teachers’
blames for the time limitation framed for the reading courses, it was revealed in those
teachers' responses that the issue of selected textbook and supplementary sources was the
factor affecting the application of IAs for the reading tasks in “in-class” hours.

Although the issue of teaching and learning facilities equipped for the reading
classes by the university was not deeply focused, the interviewed teachers stated it as
a factor influencing the employment of 1As in teaching reading subjects. On observing
reading classes, the researcher found out that the technical facilities equipped for
language classes are comparatively sufficient; however, they are not frequently and
properly used. The university has equipped a computer system connected to the
wireless network to help teachers and learners easily find materials for reading and
understanding the assigned reading texts; nonetheless, as revealed by the teachers, the
Internet connection was usually in low capacity, sometimes it was in “not-connected”
mood, which made it problematic for the teachers and students to use the network. In
addition, since all of the reading texts and the related exercises were all presented in
the textbook, as observed, the teachers preferred using the textbook in their reading
classes rather than designing the activities on the PowerPoint and showed them to the
students. Apart from Maria’s response stating that PowerPoint file was not really
needed in reading classes since everything was included in the textbooks, two younger
teacher participants Lisa and Rosie confessed that they really wanted to prepare some
interesting activities for their students to do on PowerPoint files or Software
Application, but due to their heavy workload at the university, they did not have
enough time to do such things. As for the students’ self- learning, the teacher
participants confessed that right from the beginning of the course, they introduced
some relevant and reliable websites taken from the British Councils, Cambridge,
CEFR-aligned sample reading practice tests and encouraged their students to visit
those websites regularly. However, due to the heavy workload that they had to deal
with, they had no time to supervise or check students’ participation. Such activities
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were mainly dependent on teachers’ encouragement and students’ self-awareness. If
the students were self-aware of their own learning duty, and their self — learning was
fostered, their reading ability would be more fruitful. Together with the current
textbook and supplementary testing materials, there were a number of reference books
on reading skills available at the learning resource center of the university; yet, both
the teachers and students had yet fully exploited this resource. According to the
participating teachers, whenever students were still passive in their learning, and their
language level was still low, it was not easy for the teachers to employ 1As in teaching
EFL reading as they expected. This study’s findings provided the evidence to explain
for the “stagnant, afraid-to-change” situation in teaching EFL reading subjects of the
participating teachers, which was considered as the contribution of the present study
to depict the whole picture of teaching reading skills in Vietnamese ELT context.
6.3 Summary of the Chapter

Overall, this chapter presented several factors affecting the employment of 1As
in teaching English reading skills at tertiary level based on participating teachers’
perspectives. Classroom interaction in reading classes is highly complex, and
interactive reading activities are rather complicated, yet it is central in the process of
teaching English reading skills as reckoned by the teacher participants. From the
dimension of teaching reading classes with IAs, several typical influencing factors
were found on the basis of the participants’ perspectives. Teachers’ lack of professional
training and access to updated pedagogical theories from experts emerged as two major
factors. In addition, students’ low background knowledge and insufficient language
competence were identified as the dominant factors that might affect the application of
interactive reading activities. What is more, as revealed by three selected participants,
although authentic textbooks and supplementary materials selected for Reading B1.1
course were of usefulness for the teachers to implement IAs in different stages of
teaching reading subjects, there exist some negative effect that hindered the teacher’s
employment of interactive reading activities. Teachers’ testing-oriented teaching style,
teaching and learning facilities, and limited time allocation for the B1.1 reading course
were factors that affect the process if teaching and learning reading skills with IAs both
positively and negatively.

Besides, some other related factors affecting each of the participants’
application of 1As in their reading classes were also shared by the teachers. The
complexity of the reading texts, class size, and heavy workload were reported as the
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influencing factors. Although it is not the same for all teacher participants, these factors
more or less affect the success of implementing IAs in their teaching reading skills for
EFL tertiary students. The final chapter Conclusion and Implications will summarize
the key findings of the study and provide typical implications for theory, research,
institution and EFL teachers as well as suggest some of the potential related research
in the future.
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CHAPTER 7
CONCLUSIONS AND IMPLICATIONS

This chapter includes the conclusion of the thesis with a brief summary of the
whole thesis, and some implications regarding theory, research, institute’s policy and
teachers. These two main parts are followed by limitations acknowledged from the
study. Some possible suggestions for future research relating to the current topic are
also addressed.

7.1 Conclusions

This study investigated EFL teachers’ beliefs and practices of employing 1As in
teaching reading skills in tertiary context as well as some influential factors affecting
the way teachers perceived and performed in their actual teaching practices. In this
thesis, a critical review of related literature revealed that the issue of classroom
interaction has been attracting the attention of researchers worldwide since the very
early years of the twentieth century; however, the number of studies conducted in
relation to EFL teachers’ beliefs and practices of teaching a particular skill of the
English language was rather few. More noticeably, there is still a lack of empirical
research investigating the ways EFL teachers really perceive and act in reading classes
with 1As in Vietnamese tertiary contexts. The present study attempts to shorten the gap
in such research issues.

With the aim of gaining a deep insight into the ways EFL teachers think about
IAs and behave in actual teaching reading with IAs, the researcher adopted the
qualitative case study paradigm, in which a single case study was chosen because of
its fitness to the purpose of the study. A local university in the northern-central region
of Vietnam which has distinctive features regarding geographical location, history of
development, specific mission and representativeness was selected as the research site
and the case of the study. In order to fulfill the objectives of the study, three EFL
teachers with more than 10 years of teaching experience were chosen as the
participants, they were both the interviewees and the observed. Data from the
interviews and classroom observations were analyzed on the basis of Braun and
Clarke’s (2006) guidelines of thematic analysis.

In this study, Vygotsky’s (1978) SCT and Mo’s (2020) perspective of teachers’
belief system was adopted as the theoretical frameworks, which allowed the researcher to
investigate into the selected EFL teachers’ beliefs and practice in regard to the issue of [As

in teaching reading subject at the university which was chosen as the case of the study.
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The qualitative analysis process exposed three main findings in relation to the
three research questions. Firstly, regarding EFL teachers’ beliefs of using [As in
teaching reading, the findings provided reliable evidence to indicate that those EFL
teachers viewed IAs as important and useful tools to help promote students’
comprehending competence. Thus, they were aware of setting goals, principles for
their reading lessons. The findings revealed three main goals that the teachers set
before teaching process with IAs namely (1) motivating students’ participation; (ii)
increasing students’ communicative competence and (iii) improving students’ social
interaction skills. These goals influenced their beliefs of principles to be followed when
applying I1As into teaching reading skills, engaging students into reading activities;
Fostering IAs in reading with collaborative work, building a collaborative learning
activity and building good rapport with students. In addition, teachers’ beliefs of
context in teaching reading subjects with IAs including the teachers’ beliefs of the
advantages and obstacles arisen were also identified. The last issue included in this
part is the teachers’ roles in teaching reading skills with 1As. The findings revealed that
teachers had positive or negative effects on the students’ participation and
collaboration in reading classes. They played multiple roles such as: an instructor, an
organizer, a facilitator, a motivator, a corrector, an evaluator, an encourager and so on.
However, all teachers were aware of the nature of the interactive teaching approach
which emphasized student - centeredness, therefore, these teachers tried not to control
students in every reading activity. Instead, they created a collaborative learning
environment where students are encouraged and motivated to participate in all reading
activities in a positive and interactive way. With their teaching experiences and
dedication in the teaching profession the selected teachers functioned their multiple-
roles with high responsibility and efficacy.

Secondly, the findings on EFL teachers’ actual practice of using [As in teaching
reading helped to give an answer to the second research question of the present study.
From the classroom observation data, four main issues relating to EFL teachers’
practices emerged including (i) teachers’ practice of using [As to motivate students’
participation in reading class; (ii) teachers’ practice of using IAs to increase students’
oral language use, (iii) teacher’s practice of using IAs to build the students’
collaborative working community and (iiii) teachers’ practice of using [As to build

teacher — student rapport.
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The findings from classroom observation data with three EFL selected teachers
showed that teachers always tried to facilitate the students’ participation, interaction
and collaboration in reading classes. The reading activities were organized at different
stages of reading, i.e., pre-reading, while reading and post-reading with a wide variety
of IAs. These activities were regarded as teachers’ scaffolding activities to help
students’ better at their comprehension competence, and more widely enhance their
language ability.

Emphasizing collaborative working environment as a crucial element in making
reading classes interactive, the selected teachers organized IAs in the form of pair
work, group work, team work or even individuality interchangeably and flexibly. What
the selected teachers perceived in terms of goals, principles, contexts and their roles
was mostly compatible with what they actually acted in practice. However, the findings
also pointed out the mismatch between the teachers’ beliefs and their practice relating
to the issue under investigation: The major incompatibility were the teachers’
domination in reading classes, the allocated time for the subject, and the infrequent use
of 1As as perceived.

Finally, in order to address the research question about the factors affecting the
teacher participants’ beliefs and practices of deploying IAs in teaching reading
subjects, influencing factors were identified. Teachers’ lack of professional
development activities, teachers’ lack of experts’ pedagogical theories and students’
low background knowledge and language proficiency were pointed out as internal
factors. Meanwhile, limited time allocation, the curriculum for reading subjects
including text book and supplementary materials and teaching and learning facility
conditions were regarded as the main external ones. All of these factors not only
explained the way the selected teachers perceived and acted in their teaching reading
with 1As, but also helped to depict a picture of the status quo of EFL reading teaching
in Vietnamese tertiary contexts. From the finding it was indicative that the teachers
had to rely on the available sources in their context, due to their lack of expert theories,
the limitation in updating the theories of the field, in fact, restricted the teachers from
updating the new teaching approach. The findings about the influential factors
affecting the relationship between teachers’ beliefs and practices are also evidence for
the university and the FL Faculty’s management board to the way to help EFL teachers
improve their professional development with an updated teaching approach.
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7.2 Implications of the study

The findings of the present study emerge some implications for not only theory
but also the research and the institute’s policy.
7.2.1 Implications for theory

This study adopted Vygotsky’s (1978) sociocultural theory which mainly
focused on the social interaction of classroom environment in teaching English as a FL
with 1As, and Mo’s (2020) theory of teachers’ belief system in teaching EFL reading.
Since teacher beliefs or cognition is situated and contextually bound, the adoption of
this framework was regarded as a foundation for the researcher to investigate such a
complex construct which mainly focuses on the 1As in relation to their practices and
influential factors. Therefore, to some extent, the findings of this study add more
empirical evidence to validate the value of this framework when adopted for specific
research purposes. Other studies in the same field can adopt Mo’s model of beliefs in
combination with the specific focuses in this study in order to build a more adequate
framework to investigate teachers’ beliefs of IAs in teaching specific skills of English.

In addition, as previously mentioned, sociocultural theory views classroom as a
small society where teachers and students are the members in this social environment.
This theory affirms that “the social and cultural contexts such as schools and
classrooms function as frameworks of value and interpretation in which language
teachers must learn to work effectively”. (Freeman and Johnson, 1998, p.409). The
findings of the present study also emphasize the social environment in reading
classrooms as it is a factor that contributes to the active and interactive teaching and
learning community. However, grounding on the findings of factors affecting the
teachers’ beliefs and practices as revealed in the present study, the researcher adds a
question whether the teachers are completely directed and guided by such factors or
not, although the issues relating to the contexts were taken into the teachers’
consideration before the teachers deliver their actual teaching practices.
7.2.2. Implications for research

As mentioned earlier, the theory recommended by Mo (2020) merely focused on
investigating the teachers’ beliefs of teaching EFL tertiary reading skills; however, the
researcher adopted this model in a more practical way, that is teachers’ belief of using
IAs in teaching reading skills. Therefore, in order to be able to adopt the framework
suitably and flexibly, on the one hand, researchers in the field should keep in mind the
main purpose of their study, link it to the relevant literature with the aim of building an

140



appropriate framework for their study. On the other hand, the researchers should
consider the framework as the skeleton or the foundation to “build their house” rather
than completely depend on it. Instead, they should use it in a more flexible way and
adopt it suitably with their research context. Therefore, during the data analysis process,
the researchers should pay attention to the new elements emerging from the data to add
them in the framework and consider discarding inappropriate elements if any.

Furthermore, in qualitative case studies like the present one, the use of multiple
data sources is recommended with the aim of investigating complex constructs relating
to teachers’ beliefs and practice as confirmed by some researchers (Canh, 2011; Borg,
2009); however, the number of researchers making use of such methodology is still
limited. As far as the researcher’s understanding, many of the studies choose
quantitative sources of data using questionnaires. Although in some cases
questionnaires are a reliable source of data to help the researchers collect reliable data
for statistical analysis, they cannot help the researchers seek an insight into inner
thoughts of teachers in a deeper way. Therefore, with its triangulation of data collection
methods, this study adds more empirical and reliable evidence to the effectiveness and
appropriateness of such a qualitative research approach.
7.2.3 Implications for institute policy

The present study may be of interest to the higher education institutes whom it
may concern. Firstly, it attracts the university management board’s attention. The
findings revealed that teachers lacked professional development activities and expert
theories. Thus, they had to take advantage of the sources of teaching materials
(including textbooks and supplementary materials) available at their teaching contexts
or on free websites. In addition, they had to strictly follow the administrative guiding
authorities which made them rather routinized and stagnant in teaching. Some teachers
are even persistent with a traditional teaching approach that emphasizes the teacher’s
role as a dominator in the language class and students are passive listeners who only
listen to the teacher passively without having chances to participate in collaborative
activities or expressing their ideas. In such pictures, EFL teachers’ beliefs and practices
were strongly guided and impacted by the influential factors from different scales. In
order to improve such situation, it is important for the administrators to take these
influential factors into consideration.

Therefore, as for the professional development activities, the administrator
should hold workshops or conferences for teachers to gain good understanding about
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interactive teaching approaches, provide them with opportunities to attend workshops
or conferences so that they have more chances to share teaching experiences with other
tertiary teachers in Vietnam and worldwide. Regarding the expert theories, it is implied
from the findings that the administrators should spend a certain amount of budget
buying theoretical books about teaching methodology to help the teachers update the
new teaching approach. In addition, teachers could be encouraged and facilitated in
their teaching if they were given less administrative work, more time to prepare the
lessons and more importantly, more power, more opportunities to raise their voice, and
higher income. In other works, whenever the teachers are well-equipped with teaching
facilities, proper workload and well-paid income, their motivation to teach and to
devote themselves to teaching career will be much better.

As stated in the findings, the students’ background knowledge and language
proficiency were the factors that affected the deployment of [As in teachers’ teaching
jobs. The researcher was aware of this issue when the teachers said that they could not
organize IAs in their reading lessons as planned due to students’ lack of language
knowledge. In fact, interaction is very important in a language classroom, since it
contributes to the success of the teaching and learning process. Thus, it is necessary
that the students should be provided with language knowledge by practical guidelines
and instructions from the lower levels of education. Although in some recent years, the
MOoET has paid attention to the enhancement of foreign language competence for
Vietnamese learners such as the CEFR project, there are still limitations in
implementation and some targets of the project have not been fruitfully succeeded.

In brief, it is obvious that in order to create an interactive teaching and learning
environment, especially in English language classes, it requires not only a great attempt
from the teachers themselves but also tentative efforts from the authorities at different
levels. The researcher, from the findings of the present study, has a strong belief that
if there is a top-down synchronism in policy and implementation, the quality of
teaching English for Vietnamese tertiary students as well as other levels of education
will be much improved soon.

7.2.4 Implications for EFL teachers

As mentioned in the previous chapter, teachers at local universities do not have
as many favorable teaching conditions as those who teach in the universities in big
cities. They also have less access to programs and projects in innovating teaching
methods; have few opportunities to be trained professionally abroad as their sharing
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in the participants’ profiles. Thus, their teaching is mainly based on accumulated
professional knowledge and teaching experience.

To maximize the condition, firstly, EFL teachers’ positive perceptions of
teaching English as a foreign language should be maintained and enriched. Secondly,
when they are given opportunities to participate in projects, quick courses or programs
for innovating English teaching methods, teachers should be actively involved. In
addition, not only do they attend available workshops and training on interactive
teaching or other teacher professional training but they should also be more active and
flexible in performing their actual teaching practice, as being too “resistant” in
teaching style may make them conservative with passive or traditional teaching
methods.

7.3 Limitations of the study

As the person who tried whole heartedly to this study from the initial days, the
researcher herself found out that although this study has brought some significant
insights into the investigation of EFL teachers’ beliefs and practices of deploying [As
in teaching reading for EFL tertiary students within a Vietnamese context, during the
process of carrying out the research, limitations seemed unavoidable.

Firstly, the researcher intended to conduct this research in three universities which
are located in three different regions in Vietnam, for she really wanted to make a
comparison among such chosen universities in terms of teachers’ beliefs and their
practices of using IAs in their reading teaching by listening to their sharing and observing
their action, from which identifying the similarity and differences and the roles of I1As in
making reading classes become a socially interactive environment for students to join.
However, due to the geographical distances, the wide spread of COVID 19 pandemic and
the personal experiences in researching, the scope of the study was adjusted.

Secondly, regarding the participants of the study, at the beginning, the
researcher planned to choose at least five teachers to participate in the research;
however, since there was an adjustment in the teaching workload, only three out of
five teachers could participate in the research. The researcher was aware that such a
limited number of participants might not fully provide enough data from interviews
and classroom observation for the research analysis. Yet, since the researcher chose a
qualitative case approach for her present study, the number of participants did not have
much influence on the overall results of the study. Besides, the age range and teaching
experience of three teacher participants, especially Lisa and Rosie, were somewhat
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similar, which made the collected data less diverse. In addition, the researcher was also
self-aware that the similarity in age and teaching experience of the participants also
affected the multidimensionality of the data obtained.

Thirdly, due to the spreading of Covid-19 pandemic all over the world and
Vietnam is not an exception, the teaching and learning process was interrupted for a
long time. Both the teachers and students had to work online; thus, the researcher could
not conduct interviews and observe classes of reading as planned, which greatly
affected the overall procedure of collecting and analyzing the data for the present
research. In addition, due to limited time for talking and recalling after their classes,
the researcher could only ask the participating teachers some of the main questions to
recall their thoughts and some of the unclear-cut points in the classroom observation.

The use of Vietnamese in the interviews is considered as the minor limitation
of the present study. With the aim of facilitating the teachers’ idea sharing, all
interviews were conducted in Vietnamese. Although the researcher tried her best to
translate the recorded statements of the participants as accurately as she could and then
sent the translated versions back to the participants for reconfirming the accuracy and
to a professional translator for checking before officially using it for data analysis,
some inaccuracies might occur unexpectedly.

Fourthly, the findings of the current study might not be used for generalization
since it aims to explore the phenomenon in some specific contexts with specific
characteristics. However, with the clear-cut procedures of data collection and analysis
as presented in Chapter 3 of the thesis, the applicability and transferability of the findings
are hoped to be possible and feasible in some related contexts.

Finally, despite a number of efforts to avoid subjective bias in the position of a
qualitative researcher, the researcher’s experience as an EFL teacher might impose
some certain personal ideas on the interpretation of the data. However, with the support
of triangulation of multiple data sources and the valuable critiques from the researcher’
supervisors as well as the academic scientific committee, such bias is believed to be
minimized as much as possible.

7.4 Recommendations for future research

From the limitation drawn in the present study, it is suggested that further
research relating to IAs in EFL context should be taken into the researchers’
consideration.

Firstly, this research investigated 1As deployed by EFL teachers in teaching RC
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subject to EFL tertiary students; however, this issue is still under investigation at lower
levels of education. Therefore, within the same contexts, further research should be
carried out at primary schools and high schools so as to provide for those who concern
with a broader and deeper insight into the use of 1As in teaching reaching, a basic
practical skill of English. Moreover, extending the scope of the study to other skills of
English: listening, speaking and writing might help the researchers to understand
thoroughly about beliefs and practices of EFL teachers working in Vietnamese
contexts as well as others in the world.

Secondly, further research should be conducted with more participants coming
from different geographical regions of Vietnam. If so, the research might be more
interesting because the researchers are provided with a multidimensional angle to
discuss the impacts of different influential factors. It is also good for the researchers to
compare the cases in the broader research site. Such studies might help to describe
more precisely and fully the picture of interactive teaching approach in Vietnam
through the lenses of EFL teachers.

Thirdly, this study only focused on identifying teachers’ beliefs and practices of
using lAs in teaching reading through the lens of EFL Vietnamese teachers. In the
future, it is also worthy to explore this issue from the perspectives of other stakeholders
such as students, administrators and foreign teachers who are currently teaching EL in
Vietnam so as to gain a more comprehensive picture of classroom interaction in EFL
teaching in Vietnamese context.

Finally, it would be more insightful if more empirical studies were conducted
to compare the teachers’ beliefs and practices before and after professional training
courses on interactive teaching approach. In addition, comparative and contrastive
studies of teachers’ beliefs and practices should be carried out in order to measure the
effect of IAs interference in English reading courses in comparison with those without
IAs interference.

In short, despite the valuable findings and deep insight regarding 1As in teaching
reading skills to EFL students at tertiary level, the study also reveals some issues that
need further investigation and consideration. The researcher, therefore, highly
appreciates the contribution of the researchers, educators and whomever it may
concern.
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APPENDICES
APPENDIX A
PARTICIPANTS’ BIOGRAPHIC PROFILE

This form is designed to serve the purpose of providing a full description about the participants
of the current study entitled “EFL Teachers’ Beliefs and Practices on the Use of Interactive
Activities in Reading Classes at Tertiary Level: A Case Study at a Local University in
Vietnam”. The information collected is of great importance in providing the researcher with
sufficient bio-data of the participants selected to participate in the study. Your holistic
responses are regarded as one of the most important criteria to make this study successful.

5. Have you ever participated in any professional associations or organizations? If so,
what are their names? How do you benefit from them?

6. Have you participated in any teacher training or professional development programs?
If so, could you tell me the length and purposes of the program and the benefits you
gained from these activities?

7. Have you had any oversea studies? If so, please tell me the name of the course, time,
place, length, and country. How do you benefit from your oversea experiences?

Thank you for your cooperation.



APPENDIX B

IN-DEPTH INTERVIEW GUIDELINES

No. FOCUS SUB-AREAS QUESTIONS
AREAS
Conceptions 1.Xin C6 vui 10ng cho biét quan niém cia
EFL o vé “hoat dong tuong tac” (HDTT)
Teachers’ 2. Theo C6 muc dich cua viéc to chirc
1 | understanding HDTT trong 16p hoc la gi?

of 1As Necessity 3. Co thdy HDTT c6 thuc su cn thiét
(Q1) trong day — hoc n6i chung va day — hoc

ngoai ngir noi riéng khong?

Motivation 1. Theo C0, hoat dong tuwong tac trong 16p
hoc doc hiéu co gitp tao dong luc hoc cho
sinh vién khong?

Extra questions
Co c6 thuong khuyén khich sinh vién
tham gia vao cdc hoat dong tuong tac
EFL khong?
Teachers’ C6 ¢6 yéu cau sinh vién tham gia tich cuc
2 Beliefs of vao nhitng hoat dong mang tinh tuong tac
Goals khi hoc doc hiéu khong?
(Q2) Communicative | 2. Theo Co, hoat dong tuong tac trong 16p
competence day doc hiéu c6 giup sinh vién ting tan
suit st dung ngodn ngir khong?

Social 3. Hoat dong tuong tac trong 16p hoc doc

interaction hiéu c6 gitip sinh vién cai thién cac ky
nang twong tac xa hoi (k¥ nang lam viéc
nhom, k¥ nang hop tac...) khong?

Extra questions

Cb c6 dit ra cho minh nhitng nguyén tac cu thé khi day doc

EFL hiéu théng qua cac HDTT khong?
Teachers’ A 4o A s A \ < .
3 Beliefs of Xln co c%na s¢ nhiing nguyén tac ma. co thuong dat ra khi
. trién khai cac HDTT trong day doc hiéu?
Principles
(Q3) Active 1. C6 co6 tao cho SV y thirc chu dong tham
engagement gia cac hoat dong doc khong?
Collaborative | 2. C6 c6 thudng xuyén yéu cau hoic




work

nhiac nhé sinh vién minh tham gia tich
cuc vao nhiing hoat dong mang tinh
tuong tac khi hoc doc hiéu khong?

Collaborative

3. C6 c6 thuong gitp SV tao ra moi

learning trrong hoc hop tac khong thong qua cac
community HDTT khong?

Teacher — | 4. Theo ¢6, HPTT c6 gitp tao mdi quan
Student hé tot dep gitta giang vién va sinh vién
rapports khong?

EFL
Teachers’
Beliefs of
Contexts

(Q4)

Extra questions

Xin c6 cho biét nhitng y€u t6 ma c6 cho la c6 kha nang anh

huong dén két qua gio day hoc phan nay khi ¢6 trién khai

cac HDTT.
1. Nha truong ¢ hd tro tt cho viéc giang
i i day ngoai ngir khong?
University T L
2. CO o hai long vé trang thiét bi day hoc
support

hién co tai 16p hoc doc hiéu ma co dang
giang day khong?

Main textbooks

3. C6 thay gido trinh st dung cho hoc
phan nay da phu hop chua?

4. C6 diém gi trong gi4o trinh lam Co
chua hai long khong?

Efficacy of
Collaborative
work

5. Co danh gia nhu thé nao vé viéc tham
gia cac HDTT cua sinh vién?

6. Gido trinh ma c6 dang str dung dé day
doc hiéu mang lai nhitng thuan lgi/kho
khan gi cho viéc trién khai cac hoat dong
tuong tac?

Time allocation

7. Theo ¢, thoi gian phan b cho hoc
phan k¥ nang Poc da phu hop chua?

Ss’ background
knowledge and
language
proficiency

8. Trinh d6 SV (Kién thic nén va ning
lwc ngoai ngir) trong 16p doc hiéu c6 dang
day c6 phu hop yéu cdu ctia hoc phan
khong?

9. Trinh d6 SV ¢6 anh hudng nhiéu dén
viéc trién khai cac HDTT trong gid day
doc hiéu ctia Co6 khong?




Classroom
management

10. C6 c6 cam thay hai 1ong véi viée
quan 1y 16p cua minh khi SV tham gia cac
HDTT khi hoc hoc phén Poc hiéu khong?
11. Theo C9, viéc kiém tra, danh gia co
1am anh hudng dén cach thirc giang day
moén Poc hiéu khong?

EFL
Teachers’
Beliefs of

their roles

(Q5)

Roles

1. Theo Co, giang vién c6 nhiing vai tro
gi khi day hoc doc hiéu vdi cac hoat dong
tuong tac? Vai tro nio 1 quan trong nhat?
2. Co6 nhan théy minh da thyuc hién t6t cac
vai tro d6 chua? (Piéu gi lam C6 cam
thdy chua t6t?)

Professional
Knowledge

3. Kién thuc duoc trang bi tir cac bac hoc
(Pai hoc, cao hoc, cac 16p tap huan...) co
hd tro cb trién khai HDTT khong?

4. Co6 c6 thuong xuyén dugc tham gia tap
huan vé phuong phap giang day khong?
5. Co nhan thay viéc tir boi dudng, chia
s¢ kinh nghiém giang day cua minh nhu
thé nao? C6 c6 gip kho khin trong viée
tiép can cac tai li¢u cap nhat lién quan dén
day hop tac?

6. Co thay viéc hoc hoi kinh nghiém tur
ddng nghiép co gitp Co6 nhiéu trong qua
trinh giang day cua C6 khong?

7 C6 ¢6 théi quen cip nhat nang cao kién
thirc va k¥ ning day doc hiéu khong? Pic
biét 1a k¥ nang trién khai cac HDTT?




APPENDIX C

CONSENT FORM FOR PARTICIPATION IN RESEARCH
Research Title:

EFL Teachers’ Beliefs and Practices on the Use of Interactive Activities in Reading
Classes at Tertiary Level: A Case Study at a Local University in Vietnam

Contact: Nguyen Thi Le Hang, PhD Candidate, Hue University of Foreign Languages
Hue University.

- Email: hangnle.dhgb@gmail.com
- Phone: 0983 214 727

- Address: Quang Binh University, 312 Ly Thuong Kiet Street, Dong Hoi City,
Quang Binh, Vietnam.

Background:

You are invited to participate in a study to be conducted by a PhD candidate.
Before you decide to participate in this study, it is necessary that you make sense of why
the research is being done and how it will be conducted. Please take time to read the
following information carefully, and ask the researcher if you are unclear about anything
or if you need any further information.

The researcher conducts this study for her PhD dissertation at Hue University of
Foreign Languages, Hue University, Vietnam.

The purpose of this study is to investigate EFL teacher’s beliefs of interactive
activities and their application of interactive activities in reading comprehension classes
in a local university in Vietnam, and explore the influential factors affecting the
deployment of interactive activities in the reading comprehension lessons in a particular
Vietnamese tertiary teaching context.

Research Procedure:
Your expected time commitment for this study is:
v A preliminary interview (approximately 30 — 45 minutes)
v Classroom observations (3 weeks)

v A stimulated - recall conducted shortly after each classroom observation
(approximately 15 minutes)

Vv All of the interviews and observations will be audio-recorded.
Benefits:

There will be no direct benefit for you as a participant of the study. However, it is



my expectation that the information you provide may contribute positively to the
research literature of classroom interaction, particularly interactive activities in EFL
reading classes as well as to the improvement of EFL teaching reading in a particular
Vietnamese context.

Voluntary Participation:

You can decide whether or not to take part in this study since your participation is
voluntary. You will be free to withdraw at any time of the research process; however,
you are kindly requested to inform the researcher of your withdrawal at least a week in
advance so that it will not affect the data collection and analysis of the study.

Confidentiality

The researcher will make her effort to guarantee your confidentiality including the
following things:

v Your names will be pseudonymous and coded in all extracts used in the study.

v The information gathered from you during this study will be recorded by the
researcher in such a manner to ensure confidentiality of the subjects. The researcher will
not use your information for any purposes outside of this project.

v All the information provided by you will be confidential. The researcher will
not share your answer and/ or transcript with other participants or anybody else but you
in a way which can identify the respondent.

v All questionnaires and tapes, and a copy of this form will be stored in a file
cabinet accessible to the researcher only.

v You will be able to obtain a transcribed copy of your interview.

Consent Statement:

0 I hereby confirm that | have read the consent form for participation in the
research carefully and | voluntarily agree to take part in this study. | understand that |
am free to withdraw at any time of the research with a notification in advance. | am
willing to answer the interview questions and allow the researcher to observe my reading
comprehension classes scheduled in the time-table.

Date Signed




APPENDIX D
A SAMPLE OF A PRE-INTERVIEW TRANSCRIPT
TRANSCRIPTION OF INTERVIEW 1 WITH MARIA (VIETNAMESE)
(I — interviewer; M —-MARIA) (Viethamese)

| Chao C9, trudc hét, xin cam on ¢ da sip xép thoi gian tham gia vao budi
phong van hom nay. Nhu em da trinh bay véi ¢ trude day, em dang thuc
hién nghién ctru nham tim hiéu niém tin (nhan thirc) cta giang vién (GV) vé
viéc van dung cac hoat dong tuwong tac (HDTT) trong 16p hoc doc hiéu tiéng
Anh va thyuc t& van dung cua giang vién trong qua trinh day hoc phan Ky
nang doc hiéu cho sinh vién hé dai hoc tai mot truong dai hoc dia phuong &
mién Trung Viét Nam, dong thoi tim hiéu nhitng nhan t6 anh hudng dén viéc
van dung nay. Budi phong van cta chung ta s& kéo dai khoang 30 dén 40
phut, va em xin phép duoc héi c6 cau hoi chung lién quan dén nhan thic cia
¢ vé khai niém hoat dong tuong tac, su can thiét cua cac HDTT trong 16p
hoc doc hiéu. Tiép dén s& 1a nhiing cau hoi cy thé lién quan dén muc dich,
nguyén tic, ngit canh hay vai tro ciia GV trong 16p hoc doc hiéu c6 sir dung
HDTT. Sau d6 13 nhitng ndi dung lién quan dén nhirg nhan t6 anh hudng
dén viéc co str dung HDTT trong day hoc doc hiéu.

M Chao em. Chuc em moi viéc thuan loi nhé.

| Nhu thu chap thudn em da giri ¢6 qua email, xin phép c6 cho em duoc ghi
am cudc phong van nay. Trong qua trinh phdng van c6 co6 thé dé xuat bo mot
phén nao do cau tra 101 cua c¢6 khoi ban ghi am, va c6 ciing khong bi bat bude
phai tra 101 bat ky cau hoi nao ma c6 khong cam thay thoai mai.

M Uh, OK em

| long cho biét quan niém ciia c6 vé “hoat dong twong tic”

M Theo minh, HDTT c6 thé duoc hiéu 1a cac hoat dong trao ddi thong tin trong
moi truong 16p hoc gitta ngudi day va nguoi hoc, hodc gitra cac nguoi hoc
v&1 nhau.

| Vay thi theo c6 muc dich ciia viéc t6 chire HPTT trong I6p hoc la gi?

M Chu yéu la lam cho gid hoc s6i n6i hon, ngudi hoc hig tha véi bai giang
hon va (c6 thé thoi nha) hiéu bai nhanh va sau hon.

I Co thd'y HDTT ¢6 thuc sw can thiét trong day — hoc noi chung va day — hoc
ngoai ngi noi riéng khong?

M Tat nhién 14 c6 roi, dic biét trong 16p hoc tiéng Anh thi lai cang can thiét, vi
dic thu cia mon hoc nay khong gidng nhirmg mon hoc khéc.

| Theo C6, hoat déng twong tdc trong I6p hoc doc hiéu c¢é giip tao dong luc
hoc cho sinh vién khong?

M Viéc dua ra muc tiéu sir dung HDTT trong giang day doc hiéu 14 rat quan
trong vi n6 gitp huéng dén muc tiéu cao nhit ma minh da dit ra cho mot bai



hoc hodc cho ca khoa hoc. C6 thé coi HPTT nhu mot ky thuat (technique)
nham thu hat sinh vién vao bau khéng khi hop tac, noi cac em c6 thé 1am
viéc tich cuc v6i giang vién va ban cua minh dé nang cao kha ning doc va
hiéu dugc ndi dung toan bai doc.

Cé c6 thé néi ré hon khéng a?

Y minh 14 bang cach yéu cau SV tham gia tuong tac vao cac hoat dong doc,
chung ta c6 thé nang cao himg tht doc cua SV, khuyén khich SV tham gia
nhiéu hon vao cac bai doc, tir d6 cai thién kha nang doc cua cac em.

Theo Cé, hoat dong twong tdc trong I6p day doc hiéu cé givip sinh vién ting
kha nang s dung ngon ngir khong?

C6, HPTT chic chin gitp SV ting kha nang sir dung ngon ngir giao tiép
thue té bang cach twong tic voi ban bé cua ho theo cach thich hop. Khi SV
duoc khuyén khich bay t6 hodc chia sé ¥ kién ctia minh v6i nhom, cip
hodc ca 16p, cac em cam théy dugc khich I¢ va ty tin hon khi tham gia,
d6ng thoi giam bot sy thu dong va lo lang cua ban than khi phai nhd su hd
tro cua ban be.

Hoat déng twong tdc trong 16p hoc doc hiéu cé gitip sinh vién cdi thién cdc
ky nang twong tac xa hoi (ky nang lam viéc nhom, ky nang hop tac...) khong?
Theo minh thi 16p hoc duge xem nhu mot moi treong xa hdi nho, vi vay cac
HDTT khong chi gitip SV tich cuc trong qua trinh hoc tap ma con cai thién
kha ning giao tiép xa hoi cua cac em.

Cé ¢6 dat ra cho minh nhitng nguyén tdic cu thé khi day doc hiéu théng qua
cac HDTT khong?

C6 thé goi 1a nguyén tic cling duoc, nhung minh nghi né giéng nhu 1a mong
mudn ctia minh véi tu cach 1a giang vién dbi véi viée cai thién k§ ning doc
hiéu cho sinh vién minh thoi.

Xin ¢é chia sé nhitng nguyén tic ma cé thwong dat ra khi trién khai cdc
HDPTT trong day doc hiéu?

Minh thudng dua ra cac hoat dong dé SV tham gia thao luan chung. Theo
minh cac hoat dong nhu thé sinh vién s& dan hinh thanh y thtrc lam viéc hop
tac v6i nhau, SV s& xem minh 1 mot thanh phan khong thé tach rdi trong
cac hoat dong doc mang tinh hop tac.

Y ¢6 la tao cho SV y thure chu dong tham gia cac hoat dong doc?

Dung vay. HDTT rat c6 y nghia trong cac 16p doc hiéu. Bang cach 16i cudén
hoc sinh vao qua trinh doc, cac em c6 dong luc hon dé chia sé v kién cua
minh, ty tin va sang tao hon trong qua trinh hoc, diéu nay c6 thé nang cao
ky nang doc cia cac em.



Cé ¢6 thwong xuyén yéu cau hodc nhdc nhé sinh vién minh tham gia tich
cwee vao nhitng hoat ddng mang tinh twong tdac khi hoc doc hiéu khéng?
N6i that long thi SV nidm th&r nhit & tredng minh khé 13 nhat nhat, thiéu cha
dong, tu tin khi lam cac hoat dong mang tinh hop tac; do d6 minh phai ho
tro va nhic nhd cac em nhiéu. Minh ludn tao co hoi dé cac em duge chia sé
¥ kién c4 nhan trude tap thé, t6n trong ¥ kién cua SV.

Ngay ca khi SV tra loi sai?

Khi d6 minh thudng goi ¥ cho cac em dé hudng cac em dén cau tra 101 ding
chtr khong phan di hay phé binh.

C6 co thuong giup SV tao ra moi truong hoc hop tdac thong qua cac HDTT
khong?

D6 ciing c6 thé xem 13 mot trong nhitng nguyén tic toi dit ra. Toi st dung
cac HDTT trong day doc hiéu dé gitp sinh vién c6 thém co hoi dugc hoc
trong mot truong hop tac. Pay 1a 1y do tai sao minh luén khuyén khich, d6i
khi yéu cau SV tham gia vao tit ca cac hoat dong cung nhau thay vi yéu cau
cac em lam ca nhan.

Vi sao ¢6 lai xem dé la mét nguyén tic vdy?

Minh cho rang viéc thiét 1ap y thirc 1am viéc tap thé trong nhan thiic clia
SV ¢6 thé gitip cac em co cam gidc than thudc v6i nhoém va ca 16p trong
cac hoat dong.

Theo ¢6, HPTT ¢6 gitip tao méi quan hé tot dep giita gidng vién va sinh
vién khong?

Chéc chan 1a ¢ rdi. HDTT mang lai loi ich cho khong chi SV ma ca GV
(nhu minh). Méi quan hé tdt gitta GV va SV s& tao ra méi truong than
thién trong 16p hoc doc hiéu. Thong qua cac HDTT, SV ¢6 dong luc dé
chiaséy kién ctia minh, ho tu tin khi trao d6i v&i GV va cac ban trong 16p,
dac biét 1a cam giac rut ré cua SV, dac biét 1a nhitng SV con non vé kién
thire s& dan mat di.

C6 c6 thé néi ré hon vé méi quan hé nay dwoc khong?

Céc ban sinh vién ndm thr nhat thudng c6 tdm 1y so cac thay cb vi ho vira
bat dau mot moi trudong moi. Viée cac thay co thudng xuyén tuong tac
trong gid hoc s& tao cho cac em cam giac gan gili, than thién hon. Va nhu
thé, SV s& rut ngin dan khoang cach véi GV, diéu dé gitp ho thdy an toan
hon khi thé hién quan diém, y kién hay dé xuét ctia minh.

Cu thé trong gio hoc doc hiéu cia C6 thi thé ndo?

Da phan SV trong 16p minh day dén tir nhitng ving qué, ving nong thon
ngh&o nén ban diu cac em c6 vé ngai ngung khi tiép xtic véi minh. Minh



thiy cac em kha thu dong, ngai giao tiép, chi lam theo nhirng gi minh yéu
cau va thudng lam mot minh chi it ¢6 sy twong tac v6i minh hay cac ban
trong 16p. Gio thi d& hon nhiéu r6i, c¢6 18 mot phan 1a cac ban di quen voi
moi truong hoc moi, phﬁn vi ho cam nhan duoc su than thién cia minh.
Ngoai viéc ting su htng thil va tu tin ctia SV trong viée giai quyét cac cong
viéc dugc giao, mbi quan hé nay con tao diéu kién cho SV phat huy t6i da
kha nang st dung ngon ngir trong cac hoat dong khac nhau nhu chia sé y
tuéng, thao luin, dam phan, danh gia, v.v. voi nhitng ngudi khac, cu thé 1a
vo1 GV va cac ban trong 16p.

Xin ¢6 vui long cho biét nhitng yéu té6 ma cé cho la cé kha nang dnh hudng
dén két qua gio day hoc phan nay khi ¢é trién khai cac HPTT.

Theo minh nghi thi cac yéu td chinh 14 trang thiét bi day hoc, trinh d6 sinh
vién, sy quan tim cua 1anh dao truong/khoa, su phan bo thoi gian, va gido
trinh sir dung.

Khong chi nha trudng va bo mon danh gia cao su can thiét cia viéc nang
cao chét lugng day va hoc tiéng Anh néi chung va k¥ nang doc hiéu noéi
riéng ma ban than chiing t6i ciing nhan thic dugc diéu do.

Co co hai long vé trang thiét bi day hoc hién co tai lop hoc doc hiéu ma ¢
dang giang day khong?

Co ban 1a minh hai long, tuy nhién thinh thoang van c6 tinh trang truc triic
vé thiét bi va hé théng mang lam anh hudéng dén mot sb hoat dong doc bd
tro 1y tir cac website.

Cé thdy gido trinh sir dung cho hoc phan nay da phit hop chia?

Nhin chung thi cling duge. Cac dang bai doc dugc trinh bay, huéng dan rd
rang dé SV thuc hién. GV d& mat thoi gian thiét ké hoat dong nira.

Cé ddanh gid nhir thé ndo vé viéc tham gia cic HPTT ciia sinh vién?

Du 13 SV nidm nhét nhung minh théy mdt sd ban rat hao hirng v&1 mon hoc
duoc coi 1a kha tram va khé nay. Minh khé an tuong vi cac ban kha chu
dong va tich cuc trong cac hoat dong hop tdc ma minh dua ra.

Trinh d¢ SV (Kién thirc nén va nding lic ngoai ngit) trong 16p doc hiéu cé
dang day cé phit hop yéu cau ciia hoc phan khéng?

Noi that 1ong thi SV con khé non vé kién thuc ngon ngtt, tham chi madt sb
em con chua hiéu noi dung bai doc mdt cach tron ven.

Trinh dé SV c6 anh huwéng nhiéu dén viéc trién khai cac HPTT trong gio
day doc hiéu cua Co khdng?

Yes, sure. Kién thirc nén va ning lyc ngdn ngit cua SV nhin chung dang &
mirc thap. D6 1a mot khoang cach 16n giita trinh d6 ma sinh vién phai dat
duoc va nang luc tiéng Anh thyc t& ma ho co.



Theo cé, thoi gian phédn bé cho hoc phan kj nang Poc da phit hop chia?
Ciing chua that hop 1y, nhung khung chwong trinh da thiét ké nhu thé nén
kho c6 thé diéu chinh duoc. Néu tang 1én 45 tiét, tic 3 tin chi thay vi 2 tin
chi nhu hién nay thi t6t hon.

Minh cin mét khoang thoi gian thich hop dé vira cung cép cho sinh vién cac
chién lugce doc vira td chirc cac HDTT trong cac hoat dong dé tao diéu kién
cho sinh vién tham gia vao viéc doc, gitip cac em hiéu bai doc sau hon. Tuy
nhién, thoi gian danh cho khéa hoc nay qua han ché dé lam ca hai viéc.

CO €O cdam thdy hai long véi viéc quan 1y 6p ciia minh khi SV tham gia cdc
HDTT trong gio hoc doc hiéu khong?

Th tht 1a ¢6 luc minh khong hai long 1dm dau. Mot s6 SV rut ré hodc
thiéu tich cuc, tham chi co sinh vién con “lo” cac hoat dong hop tac nira.
Ngoai ra, nhu toi da noi, kién thirc nén tang va trinh d6 ngon ngir ciia hoc
sinh & mtc thap. D6 1a mot khoang cach 16n giira trinh d6 ma hoc sinh phai
dat dugc va nang luc tiéng Anh thuc té ma ho co.



APPENDIX E

A SAMPLE OF AN IN-DEPTH INTERVIEW TRANSCRIPT
TRANSCRIPTION OF INTERVIEW 1 WITH MARIA (ENGLISH)
(I — interviewer; M —MARIA) (English)

I Hello, first of all, thank you for your taking time to participate in the interview
today. As | have told you before, my research is to investigate the beliefs
(perceptions) of teachers about the use of interactive activities in English
reading classes and their actual application in the teaching reading
comprehension subjects for tertiary students at a local university in the central
region of Vietnam, and explore the factors influencing this performance. Our
interview will last about 30 to 40 minutes, and | would like to ask you some
general questions regarding your perception of the concept of interactive
activity, the need for using interactive activities in reading comprehension
classes. Next, there will be specific questions relating to the teacher's goals,
principles, contexts or teachers’ roles in a reading comprehension class using
Interactive activities. Finally, there will be questions relating to the factors that
may affect your deployment of interactive activities in teaching reading
comprehension subjects.

M Hi, wish you all the best.

I Asinformed in the consent form, | sent you via email, please allow me to
record this interview. During the interview you may suggest removing any
parts of your answers from the recording, and you are not obligated to
answer any questions you do not feel comfortable with.

M Ok
I According to you, how can interactive activities be defined?

M In my opinion, interactive activities can be understood as activities to
exchange information in the classroom environment between teachers and
students, or among students themselves.

I So, in your opinion, what is the purpose of organizing interactive activities
in the classroom?

M Mainly to make the class more exciting, learners more interested in the
lecture and (maybe) understand the lesson faster and more deeply.

I Do you think interactive activities are really necessary in teaching and
learning in general and teaching and learning foreign languages in
particular?

M  Of course, especially in English classes, it is even more necessary, because
this subject is unlike other ones.



In your opinion, do interactive activities in reading comprehension class
help motivate students?

Setting the goals of applying IAs in teaching RC is very important since it
directs me to the highest points of the target | set for the single lesson or for
the whole course. 1As can be seen as a technique which aims to engage
students into a collaborative atmosphere as a social environment where they
can work actively with their teacher and friends to improve their reading
knowledge, and comprehend the meaning that the reading text conveyed.

Can you be more specific?

Yes, | mean by frequently asking the students to engage in reading activities,
we can raise the interest in RC lessons among them, make them more actively
engaged, from which enhance their reading skills.

In your opinion, do interactive activities in the reading comprehension class
help students increase their language use?

Yes, IAs help my students increase their practical use of language by
interacting with me and their friends in an appropriate way. When students
are encouraged to express or share their ideas with their group, their partners
or the whole class as much as they can, they feel more encouraged and
confident to join, and they reduce passiveness and anxiety by themselves or
by their friends’ support.

Do interactive activities in reading comprehension class help students
improve their social interaction skills (for example, teamwork skills,
cooperation skills...)?

Classrooms are seen as a small social environment, so 1As not only help the
students be positive in their learning process but improve their social
interaction as well.

Do you set specific principles for teaching reading comprehension through
interactive activities?

It's okay to call it a principle, but I think it's like my wish as a teacher to help
my students improve their reading comprehension skills.

Could you please share the principles that you often set when implementing
interactive activities in teaching reading comprehension?

| often offer activities for students to participate in discussions. In my
opinion, such activities will gradually form a sense of cooperative work
among students, and students will see themselves as an integral part of
collaborative reading activities.

You mean to give students a sense of actively engaging in reading activities,
Is that right?



By being boosted to engage in the reading process, students are more
motivated to share their opinions, more confident and creative in the
learning process which may enhance their reading skill.

Do you often ask or remind your students to actively participate in
interactive activities while learning to read?

To be honest, the first-year students at my school are quite shy, and they
seem to lack initiative and confidence when doing cooperative activities; so
| have to support and remind them a lot. | usually create opportunities for
my students to share their personal opinions in front of the group, and | also
respect their opinions.

Even when their answers are incorrect?

In this situation, | often give them hints to direct them to the correct answers
instead of opposing or criticizing.

Do you often help students create a collaborative learning environment
through interactive activities?

Yes, one of the principles | apply when teaching RC with IAs is to help the
students with as many opportunities to work in a collaborative environment
as possible. That’s why I always encourage, sometimes require my students
to participate in all IAs organized.

Why do you see it as a principle?
I think establishing a strong sense of community in the students’ awareness

can help them have a sense of belongingness to their groups and the class in
different activities.

In your opinion, do IAs help create a good relationship between teacher and
students?

Yes, sure, |As are beneficial to not only students but the teacher as well.
Good relationship between the teacher and students creates friendliness in
the RC classroom. With 1As, students are motivated to share their opinions,
they are more confident and positive in their RC process.

Can you make it more specific?

The first-year students are often afraid of teachers because they have just
started a new learning environment. The fact that teachers often interact
during class time will make them feel closer and more friendly. Through
IAs. students will gradually shorten the distance with teachers, which helps
them feel safer when expressing their views, opinions or suggestions.

What about this relationship in your reading class?



Most of the students in my class come from poor rural areas, at first they seem
to be shy when interacting with me. | see that they are quite passive, afraid to
communicate, only do what they are asked and often do it alone, and have
little interaction with me or their classmates. It's much better now, maybe
partly because they are accustomed to the new school environment, partly
because they feel my friendliness.

In addition to increasing students’ interest and confidence in solving assigned
tasks, this relationship also creates conditions for students to maximize their
ability to use language in various activities such as sharing ideas, discussions,
negotiations, evaluations, etc. with others, especially with the teacher and
classmates.

Can you tell me what factors you think are likely to affect the deployment of
IAs in your reading class?

In my opinion, the main factors are teaching facilities, students’ background
level, the concerns of university/department leaders, time distribution, and
textbooks.

Not only the university and the department highly appreciate the necessity of
improving the quality of teaching and learning English in general and English
RC in particular, but we are self-aware of it as well.

Are you satisfied with the teaching equipment available in your reading
class?

In general, I'm satisfied, but sometimes there are device and network
problems that affect some additional reading activities taken from websites.

How about the textbook and supplementary materials?

Well, the tasks for each of the reading texts are clearly instructed, so the
teachers can take the reading activities or tasks in the textbook for students to
do together, so I think teachers do not waste much time designing activities
by themselves.

What do you think about the students’ participation?

Although they are in their first year at the university, some of them show their
eagerness in learning RC, a rather complicated and monotonous subject. I am
impressed with their active participation in the collaborative reading activities
| give them

Is the student’s level (background knowledge and language competency) in
your reading comprehension class suitable for the requirements of the
subject?

To be honest, they are still quite weak in terms of language knowledge, some
of them even do not fully understand the content of the text.



Does the students’ level have a great influence on the implementation of 14s
in your reading comprehension lesson?

Yes, sure. their background knowledge and language ability are generally at
a low level. So, there is a big gap between the level that students are
required to achieve and the actual English proficiency they have.

In your opinion, is the time allocated for the reading comprehension subject
appropriate?

Not reasonable enough, but the framework for the whole program has been
designed like that, so it is difficult to adjust. If it is increased to 45 periods,
that is. 3 credits instead of 2 credits as at present, it is better.

We need an adequate amount of time to provide students with reading
strategies and organize 1As in reading tasks assigned in order to facilitate
students’ engagement in reading which help them comprehend the reading
text more deeply. However, time allocated for this course is too limited to do
both

Do you feel satisfied with your classroom management when students
participate in IAs in your reading comprehension classes?

| think sometimes there still exists ignorance of some students in some 1As
organized.

In addition, as I said, students’ background knowledge and language
proficiency are at a low level. There is a big gap between the level that
students are required to achieve and the actual English language competency
they have.



APPENDIX F

SAMPLE OF A STIMULATED RECALL INTERVIEW
TRANSCRIPTION OF STIMULATED INTERVIEW WITH ROSIE
(I — Interviewer; R — Rosie) (Viethamese)

Chao ban, Cam on ban da danh it phut cho cudc trao ddi sau budi day thu hai
dé minh du gi¢. Sau buoi du gio ngay hom nay thi minh c6 mét vai ndi dung
muon trao doi thém véi ban. Hi vong 1a ching ta s trao do6i mot cach than
tinh va c61 m¢ nhé.

Ok ban.

Pau tiét 1 minh thiy ban dua ra hoat dong warm-up, khoi dong d6, kha 1a hay.
Muc dich cua phan nay la gi?

Pon gian 1a dé kéo SV vao tiét thoi.

Ban khong chi dinh SV tra 16i ma dé SV ty giac chia sé y kién. Y ban I3 gi
vay?

Minh mudn SV cam thiy thoai mai khi cha sé y kién c4 nhan. Nhu thé cac ban
ay s€ chu dong va hao hung hon.

Minh théy ban dua ra rat nhiéu hoat dong cho SV lam viéc cung nhau, vi du
nhu thao luan cdp, nhom, goi y, gidi thich...Ban c6 cdm nhan gi khi dung cac
hoat dong nay?

O... Cho SV thao luan 1a dé giup cac em hoc hoi, hd tro nhau dé hoan thén}}
ndi dung bai. Con céac hoat dong ho trg tir phia minh nhu ban vira n6i 1a dé
gitp cac em i dé xac dinh hudng trad 161 diang cho céc cau hoi ma bai doc dua
ra.

Ban rat it khi phan d4i hay phé binh SV ngay c4 khi ho tra 1o sai, ly do 1a gi?
Cai do thi dung, khong phai chi trong 16p nay ma cac 16p khac cting vay. Minh
khong phé binh dau, phé binh ¢ phai 1a cach tot dé tao twong tac trong 16p
hoc dau. Phé binh cang lam cho cac em thém tu ti, thiéu dong luc va c6 khi
con lam ho thém rut re.

Ban hay hudng dan sinh vién chinh S}’Ia c‘éch phat am khi ho doc to, hay hd
trg tor vung, vi sao ban lai quan tam van dé nay?

Ban thiy do, c6 ve nhu ho khong luyén doc nhiéu & cac pép hoc duéi, 16i phat
am nhiéu qua. Biét 1a mat thoi gian chit nhung nhu thé s€ gitp cai thién toc
dd va su trdi chay khi doc.

Trong dang bai doc 1, bai luyén vé dang doc cac notices va chon dap an phu
hop nhat ay, ban cho sinh vién tra 10i tap thé sau khi yeu cau cac em lam viée
ca nhan, ban thay lam nhu thé c6 hiéu qua khong?

Dé ndi hiéu qua hay khong thi ciing con phai dya trén nhiéu yéu td, nhung co
ban minh thdy cac em cung tap trung, tra 1oi tot. TAt nhién 12 mot s6 em yéu
thi van kha thy dong. .... . thuc sy thi minh chua hai long 1dm vi 16p hoc
nhin chung kha tram, thiéu s()i dong.

Thiéu s6i dong .....vay theo ban thi 1a do nguyén nhan gi?



U..., c6 thé 13 do SV nam mot (nhét) ,chu’a quen véi vige hocqc"r bac dai hoc,
level ngdn ngir cua ho dang bi han che, ...... va ....cling c6 thé 1a do ...gidng
vién.

Giang vién..... y ban la sao?

U, giang vién thiéu hd trg cac em khi lam cac dang bai doc.... nhu dang ban
no6i d6... khong cung cap tir vung chang han, hay khong goiy them gi dé giup
SV hiéu ndi dung thi cac em s& mat nhiéu thoi gian hon.

Nhung khi ban cho SV lam bai tap nhom, dang team ay, nhu cai hoat dong
sharing ¢ cudi ti€t do, cac ban lam viéc tich cuc hon, ding khong?

Dung thé, du minh biét hoat dong theo nhom, ddi. .. thudng kha on ao, doi khi
16n x0n nita, nhung cac em thiy vui hon, hao himg hon. Cung hop ly do.
Ngoai viéc day SV ngoén ngit, minh con mudn cac ban 4y hoc thém vé cach
1am viéc tap thé, va cha dong hon trong viéc trao ddi bai.

A minh thiy ban cung cap khé nhiéu tir vung cho SV, day k¥ nita.... Ban thay
c6 mat nhiéu thoi gian khong?

C6 d6, nhung minh nhén ra 13 & cac cip hoc dudi, cac ban SV khéng tich liy
nhicu tr vung, va ho cling khong biét cach hoc va nhé tir vung hi¢u qud, nén
minh ho trg cdc em cai thién van dé€ nay, dé ho tu biét cach check tur khi hoc
tieng Anh.

Trong 16p minh thiy hoat dong hoi — dap gitta ¢6 va tro 1 nhiéu nhat, ¥ 13 ban
giao bai tép,q SV doc, dich, r6i tra 101 cau héi, sau do6 GV check véi ca 16p, ban
thay nhu thé c6 anh hudng dén hiéu qua cac hoat dong khong?

P6i khi minh thy kha 1a don diéu, nhung vi nhiéu hoat dong doc trong sach
do, ma thoi gian lai it, nén phai chon cach nhanh nhat dé co6 thé giap SV hiéu
bai ma van c6 thé cover hét ndi dung.

Thoi lugng phan bo cho hoc phan nay theo minh biét 1a 30 tiét, ban thay du
chua?

Puogc 45 tiét thi tdt, vi s& co thém thoi gian cho sinh vién luyén test theo level
B1.

Nhu thoi gian hién tai thi chi da cho viéc day trong gido trinh thoi.

C6 vé nhu viée trién khai cac hoat dong doc ciing bi anh huong boi dang bai
kiém tra?

Pung d6, vi bai thi hoc phan ddi voi moén nay 1a theo ciu tric cia level Bl
khung CEFR, nén vé co ban, cau tric bai day cling hudng theo cac dang trong



APPENDIX G
CLASSROOM OBSERVATION FIELD NOTE

Participant:

Class:

Lesson:

Date:

No. of periods:

No. | FOCUS SUB-AREAS 1As Purposes | Outcomes
AREAS employed by of 1As [results
the teachers | employed
Motivating students’
participation
Increasing students’
1 Goals | communicative

competence

Improving students’
social interaction skills
Establishing students’
active engagement
Fostering 1As in
reading comprehension
with collaborative work
Facilitating students in
building collaborative
learning community
Building good rapport
with students

Main textbooks
Efficacy of
collaborative work

3 | Contexts | Time used

Students’ background
knowledge & language
proficiency

Instructing

Organizing

Facilitating

Motivating

Correcting
Encouraging
Evaluating

Others: ......

2 | Principles

4 T’s roles

Other notes:



APPENDIX H

SUMMARY OF IN-DEPTH INTERVIEWS

WITH TEACHER PARTICIPANT
(With reference to findings in chapter 4)

Beliefs

Participants’ responses

language use

much as they can

No p Sub-items - - -
of... Lisa Rosie Maria
Motivating Ss’ | Providing Sswith | Activating  Ss’ | Engaging Ss into
participation more involvement into | a  collaborative
opportunities to | the reading text, | atmosphere as a
discuss different | providing Ss | social
tasks to | with more | €nvironment
comprehend the | positive attitudes
reading text more | toward learning
deeply
Increasing Ss’ | IAs make good | Ss are | IAs  help Ss
communicative | classroom encouraged  to | increase practical
competence management  + | share what they | use of language
maximize the | know or | by interacting
1 | Goals amount of Ss’ | comprehend as |with T and

partners in an
appropriate way

2 | Principles

Improving Ss’ | SS are given | IAs make the RC | 1As not only help
social chances to | classes more | the Ss be positive
interaction interact with | socially in their learning
skills teacher and | collaborative and | process but
partners in | arouse Ss high | improve their
different order  thinking | social interaction
activities such as | skills in a small social
negotiating, environment
arguing,
reviewing,
summarizing...
Establishing Maximizing Ss should be | Ss are motivated
Ss’ active | collaborative encouraged to | to share their
engagement work in reading | share what they | opinions, more
activities  may | are reading | confident  and
lead Ss to the | actively and | creative in the

sense of being

enthusiastically

learning process

closely engaged which may
into their group enhance their
reading skill
Fostering RC | Ss share their | Ss are given | T set the
classes  with | ideas, learn from | opportunity  to | collaborative
collaborative T and peers, feel | share their ideas, | activities/ tasks

work

safer and more
encouraged

discuss the
reading tasks in

English in
collaboration
with their

classmates

for Ss to work in
group or in team




Facilitating Ss | Ss’ positivity, | Through Establishing  a
in building | enthusiasm and | collaborative strong sense of
collaborative creativity in | classroom community in the
learning collaborative activities, Ss can | Ss’ awareness
community working form habits of | can help them
community mutual  sharing | more positive in
determine  their | and collaborative | their groups and
level of | working manners | the class
comprehensionin | to improve their
RC class as well | own RC skill
as in the process
of  developing
foreign language
RC ability
Building good | I1As make the T-S | Building a good | Good
rapport with Ss | relationship more | T-S relationship
promoted, and Ss | relationship, between  T-Ss
have more creates

positive attitudes
toward learning

can cencourage

Ss to share
ideas, give
responses,

guess or predict
something new
basing on the
content

presented in the
reading text in a
natural and
appropriate way

friendliness in the
RC classroom

Contexts

Advantages
+ University providing enough | Concerning the | highly appreciate
support teaching and | innovation of | the necessity of
learning facilities | English teaching | improving  the
method quality of
teaching
+ main clear format and | easy for T to use | Clearly-
textbooks suitable content | without worrying | instructed tasks
about the level of
difficulty
+students’ Ss feel eager and | Ss feel interested | Ss show
efficacy of excited working | in reading | eagerness  and
collaborative in pair, in group | activities/tasks active

work

or in team

participation in
learning RC with
IAs.

Disadvantages

+ Time
limitation

Insufficient for
deploying many
1As

T’s deployment o
IAs may be better
in the unlimited
time than in the

Inadequate time
allocated for RC
classesll difficult
to organize IAs




limited time
condition
+ Students’ Ss’ low - level | Ss whose | The current Ss’
background background background background
knowledge and | knowledge/ knowledge of | knowledge and
language Unbalanced English is poorly | language
proficiency language obtained may | proficiency are at
proficiency often get stuck | the low level,
between Ss are | when dealing | which arises a
the challenges in | with the reading | big gap between
organizing IAs text the level that Ss
are required to
achieve and the
actual English
language
competency they
have
+ Classroom - Distracted Ss Not easy to | ignorance of
management - Noise control Ss’ chaos | some Ss in IAs
and maintain | organized
good classroom
management
instruction, instruction, Instruction
Teacher’s organization motivation facilitation
roles facilitation evaluation evaluation

motivation




