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ABSTRACT

Issues surrounding Thai vocational students’ success and motivation in learning
English have long been controversial among stakeholders. Drawing on Norton’s (2000,
2001) conceptualization of an imagined community and reconceptualization of
motivation as investments, this qualitative study aims to examine the investments and
identities of vocational diploma students in relation to their imagined communities in
order to discover potential pedagogies for the English language teaching for vocational
education. The participants were ten vocational diploma students and two English
teachers from MP College, a public technical college in Rayong, the eastern part of
Thailand; and three internship supervisors from the companies where the student
participants interned. The research instruments used in this study were a semi-
structured interview and a teacher log. The collected data were analyzed qualitatively
using content analysis techniques. To achieve high reliability in analyzing the data,
intra-coder and inter-coder reliability methods were employed. The results revealed
that most of the student participants invested in their English classes as they could
perceive the power of English over their future studies and careers. However, their
investments tended to fluctuate along with their learning trajectory. The strong
investments were regularly demonstrated when the participants realized the exact
benefits of the English lessons to their imagined communities. In terms of their identity
formation, they resularly put effort into shaping their sood student identities during
their study at every level of education. During their internship, the students gradually
transformed their identities from mere language learners to good language users as
they had more opportunities to use English in authentic milieus. The results also
showed that when the participants could envision an imagined community where they
wanted to gain membership, they would have stronger investments in their English
learning and identity formation. This study suggests that attention should be paid to
the interplay between vocational students’ imagined communities and their
investments in English language classes. It is recommended that English teachers
initiate an open dialogue to discuss with the students their imagined communities.
English language curricula and pedagogy for vocational students should be thus
designed in response to the students’ needs in using English in their prospective
careers or chosen imagined communities.
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CHAPTER 1

INTRODUCTION

1.1 Background of the Study

As the world has been more globalized and borderless, English has become
a lingua franca among people who do not share the same language. Nowadays, English
is widely used throughout most of the business organizations where employees are of
diverse nationalities, religions, and ethnicities. These multiracial societies are rapidly
expanding and growing in numbers in response to the smaller world enabled by the
advent of faster and more convenient transportation around the world.

In Thailand, in the public sector, several authorities hire expatriates from
different countries, such as the U.S., the U.K., Germany, Japan, and Korea. In the private
sector, a large number of multinational companies, with cultural and linguistic diversity,
have been established. Therefore, English is inevitably used as a medium of
communication in these workplaces. To cope with this dynamic sphere, Thailand’s
Ministry of Education (MOE) has continuously initiated various schemes that are
believed to promote Thai students to be capable of communicating fluent English, for
instance, adopting the Common European Framework of Reference for Languages
(CEFR) as an official framework for English language pedagogy throughout Thai schools,
developing online English language learning applications named ‘Echo English’ and
‘Echo Hybrid” available for students through smartphones or tablets, and boosting in-
service teachers’ English language competencies through intensive language training
called ‘English Boot Camp’ (Office of the Education Council, 2019).

Regarding vocational education in particular, to respond to prospective
employers’ requirements, English language curricula at this level are developed and
thus implemented in order to equip students with English proficiency covering both
general communication skills and job-oriented communication skills. Vocational

certificate level students (equivalent to Grades 10-12) are required to complete six



compulsory English language courses, one course per semester, covering all four main
language skills plus some professional English relevant to their fields of study (Office
of the Vocational Education Commission (OVEC), 2019). For vocational diploma
students (equivalent to 1°-2" year undergraduate students), they are required to
complete one general English communication course and two more profession specific
English courses (OVEC, 2020). Furthermore, apart from providing English as a
compulsory subject, many vocational colleges offer English programs (EP) and Mini
English Programs (MEP), where English is used as a medium of instruction in certain
subjects, so as to prepare their students for the growing international business. Besides,
the OVEC attempts to upgrade vocational students’ professional English skills to meet
international standards by promoting training abroad programs with its associated
organizations, for example, exchanging students between member countries of SEA-
TVET (Southeast Asian Technical and Vocational Education and Training) Consortium
(SEAMEO Secretariat, 2019). Unfortunately, despite much effort, according to the most
recent V-net (Vocational National Educational Test) results, the English for daily and
job-oriented communication skills of Thai vocational diploma students in 2018 and
2019 were seriously low. Out of 20, the average scores are 6.88, and 6.10 respectively
(Bureau of Vocational Education Standards and Qualification, 2020). The poor results
have long been controversial issues among stakeholders. Some distrusted the quality
of the tests, while others questioned the English language pedagogical practices in
vocational institutions.

Pedagosgically, there are many factors believed to affect students’ success or
failure in learning additional languages. One of the most discussed factors is language
learning motivation. To some language practitioners and researchers, motivation plays
a vital role in learning an additional language. Gardner (1985) identified motivation as
a combination of a desire to learn and an effort to achieve language proficiency.
A seminal work by Gardner and Lambert (1972) studied Canadian high school students
learning French in Montreal and found that motivation could be divided into two main
types: integrative and instrumental. Integrative motivation refers to language learning

for personal advancement and cultural enrichment. To elaborate, language learners



learn a language because they wish to successfully integrate themselves into the
culture of the target language society and involve in social interchange among that
society. In contrast, instrumental motivation includes a desire to learn a language for
functional or external reasons, such as passing exams, career advancement, or financial
rewards. The study results confirmed that both types of motivation accompanied the
success or failure in second language learning. However, success in that learning could
be more attributed to integrative motivation as it maintains better long-term
motivation than its counterpart.

Nevertheless, simply investigating students’ language learning motivation has
been criticized for its imperviousness to social contexts of learners (Dornyei, 2001;
Norton, 2000). Most studies on motivation conceptualized it as a fixed characteristic
residing in each language learner and concluded that learners who were unsuccessful
in learning target languages did not possess a satisfactory level of desire to learn the
language. These studies excluded the existent impact of the social world to second or
foreign language learners’ engagement in classrooms. To elaborate, Norton (2000)
observed that the traditional social psychological notion of motivation in second
language learning could not accurately explain her research participants’ motivation in
learning English in relation to their actual classroom commitment. To support her
claim, Norton (2000) discussed findings from her influential study. Felicia, one of the
immigrant women in her study reluctantly left her privileged life in Peru, her native
country, because of politic situations. She desired to maintain her status as a Peruvian
superior person and resisted the identity of an ‘immigrant.” She envisioned herself as
a ‘foreigner’ from the Peruvian superior class with satisfying English, living in Canada.
Felicia had been being actively engaged in ESL classroom practice until her teacher
neglected to mention her point about Peru during class discussion, making an excuse
that Peru was not a major country under consideration. Felicia felt mad and never
returned to the class despite her high motivation to learn English. Norton (2001)
pointed out that Felicia’s ‘imagined community’ — an envisioned community that
transcended across time and space (Norton, 2001) - of Peruvian superiors was not

accessible to the teacher who focused more on tangible classroom practices. When



Felicia’s English class did not relate to her imagined community anymore, she decided
to quit. According to Norton (2000), to better explain this ambivalent desire to learn
and practice languages, it was necessary to reconceptualize the construct of
motivation as a form of ‘investment’ in an ‘imagined community’.

Being a social psychological perspective, the construct of motivation is
conceptualized as a fixed personality trait belonging to each language learner. In
contrast, the notion of investment, capturing the relationship between language
learners and the changing social world, regards learners as social beings with complex
identities and variable desires. Drawing on Bourdieu’s (1977) economic metaphors,
Norton (2001) also advocated that learners ‘invest’ in the target language because
they expect a good return that will boost up their cultural capital through acquiring a
wide range of resources, for example, language, education, friendship, real estate, and
money. It should be noted here that the concept of investment that Norton (2001)
proposed is not the same perception as instrumental motivation. The distinctive
contrast between the two concepts is that motivation is constructed as a fixed and
ahistorical characteristic that belongs to learners who desire to gain material resources
valuable to the target language speakers, while the notion of investment perceives
language learners as having “a complex social history and multiple desires” (Norton,
2000, p. 10). The notion additionally presupposes that while learning or exercising the
target language, learners are also forming and reforming their preferred identities
corresponding to their social situations (Peirce, 1995). Thus, investing in the target
language is also investing in learners’ own identities which keep changing across time
and space. For example, students may stay silent in a language classroom with their
teachers’ presence as they are afraid that they may make mistakes. However, these
students may confidently teach English to their younger schoolmates as they feel
confident that their English is better.

The notion of imagined community and investment has been laid as a
foundational theoretical framework for a number of research studies within language
learning fields. In the context of the present study, research participants were

vocational diploma students in petrochemicals and electrical engineering specialized



programs. They were boarding school students studying and residing at MP College
(pseudonym), a technical college located at the center of the petrochemical industry
area in the eastern part of Thailand.

The major mission of MP College is to supply business sectors with quality
manpower equipped with functioning English proficiency in petrochemical fields.
Students enrolling to these two specialized programs are exposed to international
workplace communities through the specialized internship programs, in parallel to
their formal education at the college, which are approved by both the college and the
business establishments where they do their internship. Regarding their English
language learning, apart from compulsory English courses resulated by the Curriculum
for the Diploma of Vocational Education, students are required to attend the Test of
English for International communication (TOEIC) preparation classes organized by a
private tutoring school during their weekends for eight weeks. This test preparation
training is financially supported by the college. After graduation, students from these
specialized programs are accepted as permanent staff at the company where they do
their internship.

However, like other vocational colleges, MP College has been challenged by
the issue of students’ low English language proficiency. More dismally, their proficiency
has still been low despite several adaptation and improvement in pedagogical
practices and approaches. With reference to the previous research investigating
language learning problems among Thai vocational students, the spotlight has been
on the concept of motivation. For example, Aiyakorn and Somphong (2019) explored
the motivation level of vocational certificate students toward studying English and also
defined whether the students instrumentally or integratively motivated, while
Phonsawai and Chetchumlong (2019) observed whether vocational diploma students’
motivation is higher when they studied English through the project-based learning
approach. Moreover, Choosri and Intharaksa (2011) captured the differences in the
level of motivation between vocational students with high and low achievement.
Nevertheless, as discussed earlier in this section, merely paying attention to students’

motivation in English classes may lead to disregard for the students’ social context



and personal history. Therefore, this study set out to explore vocational diploma
students’ investments and identities from different angles through the lens of the
notion of imagined communities. It was strategized to illuminate a richer understanding
of language learning processes and shed light on effective practices in English language
pedagogy for vocational education. Additionally, the study could be of great help to
educators to design and develop language learning curricula with enhanced

perceptions of learning as a socially constructed activity.

1.2 Purposes of the Study

The main goal of this study was to examine the investments and identities of
vocational diploma students in MP College in relation to their imagined communities
(Norton, 2001) in order to discover potential pedagogies for the English language
teaching for vocational education. To reach the goal, this study was guided by the
following research questions:

1.2.1 How do the students perceive their investments in English as a foreign
language classrooms?

1.2.2 How do the students perceive their identities as English as a foreign
language learners?

1.2.3 To what extent are the students’ investments and identities related to

their imagined communities?

1.3 Scope of the Study

This study employed a qualitative research design using interviews and
teacher logs to investigate investments and identities of the vocational diploma
students in relation to their imagined communities. The population of this study was
408 diploma-level students enrolling in English courses at MP College in the academic
year 2020. Using a purposive sampling technique, this study recruited ten boarding
school diploma students studying in petrochemicals and electrical engineering

specialized programs to serve as research participants.



1.4 Significance of the Study

In this study, vocational students’ imagined communities, investments, and
identities were investigated. Drawing on Norton’s (2000, 2001) concepts of imagined
community, investments, and identity, the study delved into vocational students’ class
engagement, learning investments, and experiences in disciplinary communities during
their study and internship, including their imagined communities. It gave priority to
students’ voices which had been usually overshadowed by researchers’ diagnoses of
curricula or content deficiency in the past literature. Additionally, another unique
contribution of this study was the efforts to examine vocational students through a
different lens of the sociocultural perspectives of investment focusing on the interplay
between social contexts and language learning, instead of the psychological
perspectives of motivation having been criticized as static and dichotomous.

This study adopted a qualitative design to examine the investments and
identities of vocational diploma students while existing research on vocational
students’ language learning primarily relied on quantitative surveys and analyses.
Those studies have yielded valuable statistical data but often lacked the depth
needed to fully comprehend the underlying nuances and individual experiences of
students. The use of the qualitative research approach in this study offered unique
opportunities to delve into the subjective experiences and perceptions of vocational
students over their identities and investments in the English language classes, unfolding
the complexities that quantitative measures might overlook. By employing qualitative
methods, this research has captured the richness of stories and narratives that the
student participants brought to their English learning experiences.

The findings of this study have shed light on students’ language learning
trajectories, with particular reference to their identities and investments which are less
explored in the vocational context in Thailand, in corresponding to their imagined
communities. It signaled vocational education stakeholders for possibly effective
improvement in pedagogical practices or curricula development, for instance,
reorganizing internship schemes, more exposing students to real working experiences,
or improving vocational curricula. Findings from this study have enhanced our
theoretical understanding of the notion of imagined communities as adopted by

practitioners and researchers from second and foreign language education fields.



1.5 Definitions of Terms

The operational definitions used in this study are presented as follows:

Imagined community

Identity

Investment

Vocational diploma students

Internship

1.6 Chapter Summary

The desired language communities that learners
aspire to belong to when they learn a language.
(Norton, 2013)

A person’s understanding of themselves in
relation to the world and their possibilities in the
future. (Norton, 2000)

Attempts of learners to acquire a language in
order to gain commensurate  returns.
(Pierce,1995)

Students who are studying in specialized
programs at the diploma level at MP College.

A training program in a company or an
organization as part of a vocational diploma

degree at MP college.

This chapter has provided an overview of the study including the background

of the study, the purpose of the study, the scope of the study, the significance of the

study, and the operational definition of terms. In the following chapter, a literature

review delving into both theoretical perspectives and empirical studies will be

discussed.



CHAPTER 2

LITERATURE REVIEW

This chapter first discusses the theoretical framework of this research. It
includes an overview of communities of practices, imagined communities, identities
and language learning, and investments in language classrooms. The chapter also
places emphasis on the review of previous empirical research studies relevant to

imagined communities, identities and investments in language learning.

2.1 Communities of Practices

There has been an increase in interest in re-conceptualizing ‘learning’ from
a traditional view of learning as a mere acquisition of knowledge in an individual’s
cognitive system to a social view of learning as participation or engagement in a socially
situated activity. This re-conceptualization of learning has gained considerable
attention for some decades from scholars from different disciplines, including those
from foreign language education and applied linguistics. Lave and Wenger’s (1991)
seminal work also supports this social perspective of learning, advocating that learning
occurs in social context within a ‘community of practice’ through the process of
learning called ‘legitimate peripheral participation.” One of the most simple but
comprehensive definitions of a community of practice that is regularly mentioned is

from Wenger, McDermott and Snyder (2002) describing that:

Communities of practice are groups of people who share a concern, a set of
problems, or a passion about a topic, and who deepen their knowledge and

expertise in this area by interacting on an ongoing basis. (p.4)

According to Lave and Wenger (1991), learning within a commmunity of practice
takes place through the process called “legitimate peripheral participation” where
newcomers interact with old-timers and gradually develop from the peripherality

towards a full membership in a community. The term “legitimate peripheral
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participation” illustrates the engagement of members in social practice. It shows how
newcomers take part in community activities that they are not yet masters of, get
slowly familiar to their new communities as they learn from old-timers, gain skills that
the old-timers possess, then, develop mastery and access full membership.

Nevertheless, learning within a community of practice is broader than
interactions between newcomers and old-timers. It covers identity formation and
transformation within learners’ participation (Wenger, 1998). As explained by Wenger,
learning is a social practice that includes a whole person involving in new activities,
performing new tasks, and mastering new understanding. There is a set of relationships
within the practice that help define who that person is in each particular context by
shaping the person’s perception of his or her place within the community. As such,
participating in communities of practice is also involving in a process of identity
construction.

Not only is the notion of communities of practice concerned with
participation, but it also lays critical emphasis on non-participation. Non-participation
also determines the shaping of identities. Wenger (1998) suggested that members in a
community define themselves as who they are or are not through their participation
or non-participation in community activities, and also through their imagination of what
they can or cannot be in their communities of practice. According to Wenger (1998),
to gain a full membership in a community of practice, people not only participate in
different tangible interactions, but also learn through their imagination to form their
new images as community members and to envision their possibility in a community
of practice. To deeper delve into imagination and identity formation, the subsequent
sections will further discuss the notion of imagined communities, identities, and

investment (Norton, 2000).

2.2 Imagined Communities

The notion of imagined communities has been increasingly investigated within
the fields of language education and applied linguistics. The term ‘imagined

communities” was originally coined by an anthropologist named Benedict Anderson
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(1991) in an attempt to revisit the construct of nationalism. He suggested that a nation
should not be clarified based on its actual frontier but should be viewed as an
imagined political community due to the fact that a nation is a community where
members not actually know each other, meet, or even hear of; but they conceive their
membership through imagination. Accordingly, a sense of nationalism is mostly created
through imagination which enables community members to connect to and to bond
with other members whom they do not know and may not ever meet throughout their
lifetimes.

As discussed earlier, Wenger (1998), inspired by Anderson (1991)’s concept of
imagined communities, mentioned imagination as an important factor that empowers
learning and engaging in a community. Later, Norton (2001) extended the notion of
imagined communities to the Second Language Acquisition (SLA) field in an attempt
to deeper investigate her research participants’ motivations and investments in
language development. In conjunction with second language learning, Norton
proposed that there are not only learners’ actual, face-to-face communities that
determine their language learning, but also their distant communities created through
their imagination. These imagined communities serve them some spaces to picture
themselves as a full member in their desired communities.

It is important to note that, according to Kanno and Norton (2003), learners’
imagined communities are not fantasies which are uncombined from reality and can
hardly be envisioned. Actually, it is “hopeful imagination” with rules and regulations,
which guides learners’ behaviors and leads them to identity change and possible
bending learning trajectories (Kanno & Norton, 2003; Norton, 2001). Furthermore,
Norton (2001) argued that “a learner’s imagined community invites an imagined
identity, and a learner’s investment in the target language must be understood within

this context” (p. 166).

2.3 Identities and Language Learning

In order to understand identity and its relationship to language learning, it is

important to first understand the poststructuralist theory of language, which is
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based on, yet distinct from, structuralist theories of language. While structuralists
believe in idealized meaning of signs (words), and homogeneity and consensus of
linguistic communities, poststructuralists view practices of a particular society as sites
of strugele; and linguistic communities as heterogeneous realm filled with conflicting
claims to the truth and power (Norton, 2010). Hence, language is not merely a medium
of communication, but it should be understood within its social context.
To understand identity and language learning, it is imperative to understand how
‘power’ is related to individuals, communities, and nations.

Influenced by feminist poststructuralists’ idea on “subjectivity”, Norton
(2010) described that “a person’s identity must always be understood in relational
terms: one is either subject of a set of relationships (i.e. in a position of power) or
subject to a set of relationships (i.e. in a position of reduced power)” (p.350). As such,
some identity positions may constrain learners from speaking, reading, or writing, while
other identity positions may enhance learners to express their individual power and
involve in social interactions. Peirce (1995) proposed a theory of social identity,
assuming that power relations play a crucial role in social interactions between
language learners and target language speakers. She also criticized the limited
perceptions of language learners, where they are defined dichotomously as motivated
or unmotivated, and introverted or extroverted, without recognizing that those
affective traits are socially constructed. They are shaped during the process of
negotiations in unequal relations of power, changing over time and space, and
probably coexisting in conflicting ways within a single person. Furthermore,
she mentioned a need in SLA to conceptualize language learners as having complex
social identities with distinctive relations to a given socio-cultural context and
negotiation through daily social interaction. Therefore, Norton (2000) described
identity as ‘multiple’ and as a ‘site of struggle’ and thus defined it as “how a person
understands his or her relationship to the world, how that relationship is
constructed across time and space, and how the person understands possibilities

for the future” (p.5).
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2.4 Investments

To challenge the traditional view of learners as unitary, fixed, and ahistorical,
Norton (1997) introduced the notion of investment as a complementary to the notion
of motivation, with an emphasis on the contextual, social, and historical elements of
the target language and learners. Through the lens of poststructuralism, Norton
(2000)’s notion of investment reflects “the socially and historically constructed
relationship of learners to the target language, and their often ambivalent desire to
learn and practice it” (p.10). With reference to Bourdieu’s (1977) economic metaphors,
Duff (2012) gave a comprehensive yet simple explanation of investment as “the
degree to which people actively put symbolic, material and other resources into their
language learning based on a kind of cost-benefit assessment, and in light of their
desires and hopes” (p. 413). From this perspective, investment is similar to motivation
to a certain extent as they are both developed to explain what drives language learners
to make efforts and spend time in studying additional languages. Nonetheless, Norton
and Toohey (2011) pointed out that unlike motivation, which is generally considered
as a fixed psychological attribute, investment is a sociological aspect which views
language learners as having complex and multiple identities which may change across
time and space, and constructed with reference to their social activities.

As exemplified by Norton (2000), “a learner's motivation to speak is mediated
by other investments that may conflict with the desire to speak - investments that are
intimately connected to the ongoing production of the learners' identities and their
desires for the future” (p. 120). From this viewpoint, Norton (2000) suggested that
learners invest in the target language because they expect a good return that will
boost up their cultural capital through acquiring a wide range of symbolic resources
(e.g., language, education, friendship) and material resources (e.g., capital goods,
real estate, money). Drawing on this explanation, when learners practice the target
language, they are not only exchanging information, but are also shaping and reshaping

their identities and their relationships with others. Consequently, an investment
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in the target language, as Norton (2013) put it, is equivalent to an investment in the

learner’s own identity.

2.5 Empirical Studies on Imagined Communities, Identities, and

Investments

Norton (2000, 2001) is regarded as a pioneer in exploring relationships
between language learning, identities, and learning investments through the lens of
imagined communities. Norton (2000) investigated experiences and perceptions of five
female immigrant language learners in Canada through interviews, diaries, and
observations. This one-year long case study unveiled the resistance and
non-participation caused by negative self-perceptions and an obstructed passage to
an imagined community. Norton (2001) highligshted that although her research
participants were engaged in ESL classroom activities, their perceived communities
were extended to the imagined world outside the classroom. For example, when
Katarina, one of the participants, was discouraged from fulfilling her imagined
community, she felt that her imagined professional identity was discarded. Then, she
resisted to participate the course. Katarina, before moving to Canada, had been a
teacher in Poland, her homeland. In Canada, she was a successful learner in her first
ESL classroom and was offered an opportunity to join the higher level ESL class. In her
new class, the teacher had always stressed her status as ‘immigrants’ and stated her
English as ‘immigrant English’. Moreover, Katarina felt insulted when the teacher
trivialized her desire to attend a computer course by saying that her English was not
‘good enough’. Humiliated by the teacher, Katarina perceived that her desired
membership to her imagined community of professionals, which could be accessed
through finishing the computer course, was denied. Finally, Katarina dropped out of
the class and never returned to it. After leaving the ESL class, she successfully
completed the 18-month computer course as she wished. Norton (2001) concluded
that "[nJon-participation was not an opportunity for learning from a position of

peripherality, but an act of resistance from a position of marginality" (p. 165).
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Following Norton’s (2000, 2001) lead, other researchers started to focus more
on how language learners' envisioned future influenced the way they learned
languages. Their central interests were mostly among immigrants and international
students. Song (2010) constructed a multiple case study to explore highly skilled
Korean immigrants’ experiences, focusing on interconnections between their language
learning, identities, and workplace communities. The study asserted that imagination
played a significant role at the bottom line of the notion of imagined communities. It
provided evidence which suggested that the immigrants’ language learning was an
investment as well as a distinct participation in a learning community aiming to reach
their target workplace communities. Furthermore, the study disclosed that the
participants’ - identities were essentially challenged and negotiated, and thus,
“language learning involves crafting, negotiating, and reconstructing of learners’
identities” (p.191).

Trentman (2013) also adopted the notions of investments and imagined
communities to explore study abroad experiences of 54 American students in Cairo,
Egypt. She delved into the reasons for the students' investments in the Arabic
language, their desired imagined communities, and also the alignments of their
imagined communities and the communities of practice. Data came from interviews,
questionnaires, and observations. According to the study, before studying abroad, the
participants perceived themselves as "cross-cultural mediators and dedicated language
learners" (p.559) in the Middle East. However, the students' participation in the various
communities of practice, including the Language Pledge Program (LPP), sport teams,
and leisure activities illustrated both alignments and misalignments with their imagined
communities.

More recently, a number of studies and dissertations in language learning
areas that adopted the notion of imagined communities have been increasingly
published. Their central interest has been expanding to cover different levels of
education and various groups of learners. Ramanayake (2018), for example, carried out
a mixed-methods study to examine adult language learners’ imagined communities in

order to identify potential pedagogy for the two contexts of language learning, English
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as a Second Language (ESL) and Spanish as a Foreign Language (SFL). The study
recruited 25 ESL and 21 SFL learners from a large Midwestern university in the USA. All
participants were international students, over 18 years of age, who enrolled on the
mentioned language classes. Qualitative data obtained from the interviews and
journals revealed that SFL learners tended to have travel related imagined
communities while ESL learners tended to have career related imagined communities.
Further, there were some nonlinguistic skills that learners valued as essential for
reaching their imagined communities, such as confidence and content knowledge.
According to quantitative results from an online survey, capital gains (returns from
learning investment) were the most agreed reason for language learning investments.
Ramanayake claimed that language learners might better invest in language learning
if they perceived clear visions of their imagined communities and recognized how to
gain membership to them.

Similarly, Dawson (2017) investigated imagined communities of adult learners
of English in a New Zealand university and the relationship with identities. The key
participants were two government officials, Hue from Vietnam and Jose from
Timor Leste. The research was conducted through naturally-occurring conversational
data and a discourse analytic approach to uncover the significance of imagination in
the construction of identities. The key finding of this study was that the same imagined
communities might lead to different identity formation and variable investments in
language learning. Both Hue’s and Jose’s identity formation seemed to be governed
by their influential visions of being a member of a postgraduate community studying
in an English-speaking environment. Nevertheless, their identity formation and learning
investments were very different. Hue mainly focused on demonstrating her knowledge,
investing strongly in the community’s academic side, while Jose primarily invested in
the relational or authentic interactions among community members. Dawson (2017)
highlighted that one way to develop classroom potential was to provide learners with
opportunities to access multiple identity positions, by encouraging them to utilize the
advantage of valuable intellectual and social resources, and advancing themselves

beyond the less powerful position of ‘second language learner’.
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Apart from adult language learners, Park and Schallert (2020) tried to identify
how educational psychology doctoral students built their professional identity by
envisioning their own possible future identities in their disciplinary field. In this
qualitative study, 20 focal participants were observed and interviewed as they faced
the important mandatory requirements of their degree plans, for instance, qualifying
process, dissertation proposal, final oral defense, and internship application. The
results interestingly illustrated the connection between professional identity
development and the ability to envision possible future identities, particularly, possible
future professional identities. Participants created their possible future identities
through interactions within various communities which they encountered during
graduate school studies. These various communities helped to build students'
professional identities by serving as places for demonstrating professional roles and for
developing their professional practices through interactions. In addition, the findings
suggested that participants often encountered a lack of motivation, anxiety, and even
feelings of imposter syndrome when they were not able to imagine their possible
future professional identities.

Wu’s (2017) qualitative case study examined the relationship between
imagined identities and investments through the analysis of English learning histories
of three high achieving EFL learners in Taiwan. The three participants were from the
TESOL master’s and doctoral programs who passed the program’s strict candidate
screening process to confirm their high ability in English writing and good knowledge
of TESOL theories and linguistics. The findings indicated that the participants’ different
imagined identities, influenced by particular social and personal aspects, affected their
choices of investments in each learning stage. Limited imagined identities as English
learners constrained their learning investments in school while more expanded
imagined identities, such as a fluent English speaker or an English teacher, governed
them to more investments in both formal and informal language practices. Alicia and
Brie, as an example, in their early stage of learning, imagined themselves as ‘a good
learner studying in good schools’, thus, they invested in the target language by

participating in mandatory classes which directly linked to promoting skills that were
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emphasized and tested at school, such as grammar and reading practices. During their
middle learning stage, they extended their imagined selves to an English teacher or an
English user; and that guided them to more varied types of investments to strengthen
other language skills, such as practicing listening using online media, in complement
to their communitive competence. However, it is also interesting to find that imagined
identities could also negatively force participants into resistant acts, leading them to
reduced learning investments. In Leo’s case, to avoid being regarded as less proficient
or less fluent in front of his classmates, he resisted to participate in English classes
despite his imagined identity of becoming an English teacher and a perfect or superior
English speaker. Besides, the study confirmed that both sociocultural factors and
personal factors interplay in the construction of imagined identities.

College students’ imagined identities and communities have also been a focal
point among researchers. Goharimehr (2018) analyzed how the Japanese EFL learners’
cultural identities impacted their construction of identities and their motivation as
members of imagined communities. Data were collected from eleven undergraduate
students in a Japanese university through open-ended questionnaires. The results
showed that most of the participants had clear images of their future identities as
overseas students or fluent English speakers, and they were motivated in English
classes. However, the other participants felt that their English learning was not
integrated into their future identities, nor did they hope to join any English language
related communities. They passively learned English just to pass the schools’
requirements and usually ignored opportunities to interact with their English teachers.
In conclusion, the findings confirmed the roles of imagined future goals and identities
as significant factors in learning foreign languages. Gaining clear goals and being able
to imagine oneself in favorable future are essential for maintaining motivation in
learning.

Further, Teng (2019) investigated how learners negotiated and navigated
identities in the process of English learning in an institutional context in China. Data
were drawn from three Chinese college English major students through the

triangulation of multiple sources of data: learners’ autobiography and narrative
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interviews. The findings indicated that the learners showed identity transformation
within and across various communities. Their identities shaped their investments in
English learning, and likewise, their investments framed their identities. Teng (2019)
proposed that generally, EFL learners’ identity formation and learning investments
were a complex and interactive process which included at least four contributing
factors. First, EFL learners’ ideologies guided the construction and development of
their identities. Second, the failure to retain hopes, aspirations, or expectations in
future learning affected learners’ perceptions of advantages and opportunities related
to their language learning. Third, learners’ agency also mediated identity development
and investments in language learning. Finally, an affiliation between the practiced
community and imagined community facilitated the development of learners’
identities while a mismatch undermined the investments in EFL learninsg.

High school students’ imagined communities, identities and investments
were also investigated. For example, Aiello (2015) examined the nature of language
learners’ attitudes, motivations, and self-perceived language proficiency among Italian
high school learners residing in Naples and Rome. Data were drawn from 205
questionnaires and eight participants’ interviews and classroom observations. Findings
informed that the learners’ attitudes, motivations, and language proficiency are
uncertain. They were intellectually interconnected to social constructs and impacted
by power and capitals. It was also unveiled that the learners’ complex experiences
and identities, together with social contexts, affected their language learning attitudes,
which correspondingly mediated learners’ sense of belonging to imagined
communities of English speakers and their self-perceived language competencies. This
study emphasized the needs for educators, policymakers, and researchers among the
English language vein in global contexts to question previous assumptions about the
meaning and the goals of English language learning.

Likewise, Ilori (2016) explored senior secondary school students' imagined
communities and identities against the language ideologies of English that the Nigerian
society reflected within the Nigerian educational context. The study sought the answer

to how the students conceived of their imagined communities and identities; and what
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resources or mechanisms mediated their negotiation. The data collection was designed
around a qualitative strand involving open-ended questionnaires and official document
analysis. Findings suggested that the imagined identities of the participants are
“anything but neutral as some language and identity options are privileged above
others” (p.164). According to this ideology, students tried to acquire new social and
linguistic resources which provided them with abilities to defy identities that led them
to undesirable positions; and to envisage desirable future identities for themselves.
As such, Ilori (2016) argued that learners would no longer be considered as social
beings with multiple identities that just appeared during some specific learning paths,
but as beings with “deep-rooted ambiguities” (p.177) that must be illustrated

reasonably and justifiably.

To summarize, this collection of research studies cumulatively demonstrates
the intricate interplay between imagined communities, identities, and learning
investments across diverse educational settings and among a variety of learners. It
underscores the significance of understanding and harnessing the power of imagination
and identity construction to enhance learners’ learning experiences and elevate

educational outcomes.

2.6 Empirical Studies on Thai Vocational Students’ Learning of English

Even though Norton’s (2000, 2001) notions of investments and imagined
communities have been investigated in different levels of education among different
groups of learners from different parts of the world, it seems that the notions have
not yet been used to study Thai vocational students’ English learning. The most likely
perspectives that have been widely explored and discussed on this group of learners
are surrounding motivation and attitudes towards English language learning. As an
exemplar, Phunkate (2014) investigated English reading-writing abilities and motivation
towards English Learning of the vocational certificate students who studied English
through the genre-based approach. The participants were 40 vocational certificate
students from a private vocational college in Ratchaburi, the central of Thailand. This

quasi-experimental research was conducted using one group pretest-posttest design.
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The results revealed that the students’ reading-writing English abilities were higher
than those before they were taught using genre-based approach. Apart from their
reading-writing English abilities, their motivation towards English learning was also
higher. Concerning the higher motivation in particular, since this research applied genre-
based approach to the classroom, the students had a good chance to learn English
through social activities, for instance, pair works, group work and class discussion.
Moreover, the news report genre features which they studied were considered
meaningful and situated learning. Thus, their English classes were more enjoyable than
those of traditional pedagogy. The research findings were great contributions to
pedagogical improvement for teachers of English who want to upgrade their students’
English competencies and enrich their classes with enjoyable and meaningful activities.

Choosri and Intharaksa (2011) studied relationships between motivation and
English learning achievement of the vocational certificate students from Hatyai
Technical College, the southern part of Thailand. The participants were inclusive of
140 students from Electronics and Building Construction programs. Employing
questionnaires and in-depth interviews, the research informed that motivation of the
students with high and low achievement were both at high levels. Moreover, their
motivation and their English learning achievement was significantly correlated. Yet,
analyzing each type of motivation, it was found that the integrative motivation was
not significantly correlated with English learning achievement. Confirming the findings
with information from the in-depth interviews, it was found that the students were
more motivated by instrumental motivation than by integrative motivation. Their
instrumental motivation ranged from future studies, learning scores to future careers.
The interviews also revealed that integrative motivation seemed to be an inaccessible
concept for the students. Most of them pointed out that it was difficult for them to
integrate because of their limited English abilities and their far distance from the native
countries and cultures. It is interesting to note that the students mentioned the
changes of their motivation during different periods of their studies.

Mastan and Teo (2017) explored the students’ preference to teachers’

motivational strategies together with their perceptions of their own motivation toward
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learning English in relation to teachers’ motivational strategies. The participants are
320 vocational certificate students from seven private colleges in Songkhla, the
southern of Thailand. The data collection included questionnaires and semi-structured
interviews. The results showed that the students, in general, greatly preferred the 24
strategies that the teachers used for motivating them. To clarify, 22 motivational
strategies were preferred at the preference level of “greatly preferred” while the other
two items were rated at the preference level of “preferred”. The three items with the
highest mean value were concerning friendly teachers, interesting teaching materials,
and avoiding comparing students. On the other hand, the three least preferred
strategies for the students were concerning self-evaluation by explaining the reasons
for learning each lesson, self-evaluation by describing their own strength, and beginning
the classes with ice-breaking activities. The results from the interview confirmed that
the students thought of self-evaluation as unpreferable because they found it too hard
to complete without the teachers’ guidance. Referring to the students’ perceptions of
their own motivation towards learning English in relation to teachers’ motivational
strategies, the students agreed that the teachers’ use of 24 motivational strategies
could motivate them. The students mentioned in the interviews that the teachers’ use
of more preferred strategies affected their solid desire to learn in the particular class.
This particular finding suggests that teachers should apply strategies that are preferable
for students in their classroom to enhance students’ motivation toward learning
English.

Aside from the notion of motivation, attitudes towards learning English are
regularly investigated among vocational students. For instance, Borja (2016) studied
the attitude towards English and English competencies of vocational students in the
private technical college situated in Rayong, eastern part of Thailand. The research
focused on 961 students from industrial, financial, and information technology fields.
The data collection was conducted quantitatively through questionnaires. The results
interestingly demonstrated that the participants have a significantly higher attitude
towards how English ‘is taught’ in their school than how English ‘is learned’. To

illustrate, the participants were concerned more on their teachers and the teaching
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rather than on their own learning practices in the classrooms. This implied that the
students might behave well in the classroom. They might be polite or even too polite.
This asserted that the participants usually studied English passively, preferring to be
taught rather than to practice the language skills. The research findings might signal
vocational educators and teachers for developing pedagogical practices to motivate
students to practice the language skills in classes.

Further, Weerasang (2017) explored vocational students’ awareness of and
attitudes towards the importance of English, including their language preparations for
the ASEAN community. The participants were 350 vocational diploma students from
technical colleges situated around eight provinces of the upper-northern of Thailand.
The quantitative data was collected through questionnaires while the qualitative one
was obtained through semi-structured interviews with 64 selected participants. The
findings revealed that the participants’ attitudes toward varieties of English used in the
ASEAN community were positive. Most of them recognized that English plays a vital
role as a working language in the ASEAN community. In addition, they were aware of
varieties of English which were different in each country. They also agreed that not
trying to sound like native English speakers can help them reduce the pressure in
speaking English with foreigners. The research findings can be of great implications for
teaching English as a foreign language (EFL). Recognizing varieties of English will enable
students’ confidence in using English of their own varieties without over concerning to
just British or American accents, or to grammatical rules. This will benefit them for
reaching the communication success.

As discussed in the literature, studies of learners’ identities and learning
investments in relation to their imagined communities have vigorously contributed to
rich understandings of language learning. It provided both pedagogical implications and
further recommendations for future research. However, it can be observed that even
though there has been interest in investigating issues surrounding learners’ imasined
communities, investments, and identities in ESL and EFL contexts, these issues have
not yet been rigorously explored in the Thai educational establishments, particularly

in the terrain of vocational education.
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2.7 Chapter Summary

This chapter has reviewed the background information of the notion of
community of practice (Lave & Wenger, 1991; Wenger, 1998) and imagined
communities, investments, and identities (Norton, 2000, 2001). It has also investigated
empirical studies conducted in different educational levels and settings. The next

chapter will address the research methodology employed in the study.



CHAPTER 3

RESEARCH METHODOLOGY

This study adopted a qualitative design to examine the investments and
identities of vocational diploma students in MP College (Pseudonym) in relation to
their imagined communities in order to uncover potential pedagogical implications for
the English language teaching for vocational education. This chapter provides an
overview of the research methodology. It includes the research design, the research
setting, participants, instruments, data collection, data analysis, and ethics. This chapter
also discusses strategies employed in ensuring research ethics in conducting this

research.

3.1 Research Design

To gain insights into investments and identities of a group of vocational
students in relation to their imagined communities, this study adopted a qualitative
research design, which is defined by Guba and Lincoln (1994) as interpretive and
humanistic methodology preserving multiple realities. The merit of qualitative research
is situated in the ability “to understand cultural values and social behavior” and their
power “to capture the nuances of human living” (Strauss & Corbin, 1998, p. 28).
The demand for rich and meaningful responses from the prospective research
participants in the present study fit well into the strengths that qualitative orientations
have in studying “phenomena which are simply unavailable elsewhere” (Silverman,
2006, p. 43).

The decision to employ different research methods or only one research
method in conducting a given study is usually informed by research objectives.
According to Cohen et al. (2007), using the qualitative research design as the only
research method is advantageous in delving into individuals’ lived experiences in their
natural settings. However, it needs refined research skills and is time-consuming,

requiring the researcher to have sufficient time for establishing a good rapport with the
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participants, and for collecting, processing, analyzing, and interpreting collected data.
When time allocation designated to qualitative research is woefully insufficient, it is
likely that the researcher will work under time pressure. This can possibly result in
superficial data on queries, thin analyses, poor interpretations, and unsound
implications (Cohen, et al., 2007; Denzin & Lincoln, 1994, Lincoln & Guba, 1985).

In this current study, the complexity of the notion of investment in both
tangible and imagined communities, and identity formation required an in-depth and
careful investigation made by the researcher and through the eyes of the participants.
Hence, the qualitative research design was employed to capture participants’ detailed
experiences from their real life. Rather than adopting the quantitative or mixed-
methods research design, the researcher chose the qualitative research design in order
to ensure ample opportunities and sufficient time to concentrate on unfolding the
particularity and complexity of the research participants in their real-life context.

The following conceptual framework (Figure 3.1) was used in this study.

Theoretical Underpinnings

Imagined
communities. Investments and
1 identities in
Background Enclish as a
-1 questionnaire, .
Identities semi-structured fgrgon language
retrospective classrooms
interviews, in relation to
teacher logs imagined
communities.
Investments

Figure 3.1 Conceptual Framework of this study

To investigate the vocational diploma students’ investments and identities in
relation to their imagined communities, this study adopted three interwoven premises:
imagined communities, identities, and investments (Norton, 2000, 2001).

The study employed a backeround questionnaire, semi-structured

retrospective interviews, and teacher logs in collecting data. A student background
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guestionnaire was meant to help the researcher gather basic information about the
student participants. With information from the returned questionnaires, the researcher
obtained sufficient background information about the participants, which was useful
for the subsequent interview process. Semi-structured retrospective interviews with
individual research participants were used to collect the participants’ detailed personal
information, learning history, and learning trajectories, including in-depth data
concerning their learning investments and identities as framed by the concept of
imagined communities. Apart from the student participants, three supervisors from the
companies where students interned were interviewed for students’ additional work-
related information.

In complementary to the interviews, this study also used teacher logs as a tool
for collecting supplementary data. To use the logs, two teachers of English - one
Filipino teacher teaching Petrochemical students and one Thai teacher, who also
served as a researcher of this study, teaching Electrical engineering students - observed
the participants’ engagement in classroom activities and then recorded and kept track
of events in logbooks.

Using both methodological and data-source triangulation, this study could
obtain rich data for the study. The data were then analyzed and interpreted in order
to shed light on the students’ investments and identities in English as a foreign

language classroom in relation to their imagined communities.

3.2 Research Setting

This research project was conducted at MP College (pseudonym), a public
technical college in Rayong, the eastern part of Thailand. The college is situated in the
center of the eastern economic corridor (EEC) area where petrochemical industries and
modern logistic facilities are strongly accelerated by the Thai government.
Consequently, vocational and technical colleges in the area are expected to supply
skilled manpower equipped with a sound English proficiency to the business

establishments.
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With over 1,000 students, MP College offers two-year diploma programs and
three-year vocational certificate programs in different 17 fields, for instance, Mechanics,
Electronics, Instrumentation, and Petrochemicals. Courses offered in the college, both
general studies subjects and vocational skills subjects, are delivered in Thai by native
speakers of Thai. As for English courses, they are taught by a Filipino teacher or Thai
teachers. While the Filipino teacher delivers the responsible courses in English, the
Thai teachers conduct their courses using a mixture of Thai and English.

With particular reference to the diploma level in this college, most of the
students in the diploma programs are day students. However, MP College is also a
boarding school for students from two specialized programs at the diploma level:
Electrical Engineering and Petrochemicals. All students from these two specialized
programs, inclusive of around 100 students, are required to reside on campus. Unlike
the students from the other programs, the students from the two specialized programs
are required to attend specialized internship programs which have to be approved by
both the college and the business establishments where the students will do their
internship. At the beginning of their first semester in the college, they start their
observing phase of internship during May to June. This one-month phase allows them
to observe real working environment and learn to adjust themselves to new
surroundings. The second phase starts in October and ends in March of the next year.
At this phase, the students learn and practice their specific jobs, usually as technicians,
for example, operating machines, machine maintenance, and documentation. From
May to September, the second year of their study, they do the last internship phase.
At the end of this phase, all students are evaluated by the teachers and their
supervisors from the companies where the internship takes place. Their unique three-
phase internship program is believed to provide them with a clearer picture of their
imagined communities which consequently inspire them to strongly invest in English
language learning.

With Regard to these students’ English language learning, according to the
Curriculum for the Diploma of Vocational Education, they are required to complete

one general English communication course and two more profession specific English
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courses. Moreover, to better serve the companies where these students will do their
internships, MP College offers them tutoring classes for Test of English for International
communication (TOEIC) preparation, organized by a private tutoring school during their

weekends for eight weeks.

Table 3.1 The specialized internship programs

Year Internship Period Details
1*" year diploma/semester 1 May-June Observing phase
1*" year diploma/semester 2 October-March Practicing phase
2" year diploma/semester 1 May-September Practicing & evaluating phase

After graduation from these specialized programs, students who pass the
evaluation are immediately offered permanent jobs in local leading companies, where

they do their internship during their study.

3.3 Research Participants

The population in this study was 408 diploma level students enrolling on

English courses at MP College.

Table 3.2 Population

No. Program 1* Year 2" Year Total
1. Mechanical Technology 35 20 55
2. Production Technology 36 39 75
3. Metal Technology 12 15 27
4. Electrical Engineering a4 34 78
5. Instrumentation 22 17 39
6.  Information Technology 21 6 27
7. Petrochemicals (specialized programs) 39 40 79
8. Electrical Engineering (specialized programs) 14 14 28

Total 223 185 408
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Using a purposive sampling technique, this study recruited ten students from
the specialized programs to serve as research participants: five students from
Petrochemicals and another five from Electrical Engineering. The major reason why the
students from these two programs were selected was that they had notable internship
plans which might unhide new angles of the impact of imagined communities on their

learning trajectory. This study recruited the participants with the following criteria:

1) The participants were from Electrical Engineering and Petrochemicals;

2) The participants completed their 3 phase internship before the interview
sessions started;

3) The participants had no experience in studying abroad;

4) The participants finished their earlier vocational certificate degree from
normal (Thai) programs, not English Program (EP), Mini English Program (MEP), or other
programs where English is used as a medium of instruction; and

5) The participants agreed to take part in this research project on a voluntary
basis.

In addition to the ten student participants, two supervisors from the
companies where students did their internships were invited to participate in this study.
The criteria for selecting the two supervisors were as follows:

1) They had experiences in supervising student participants in the 3™ phase;
and

2) They agreed to take part in this research project on a voluntary basis.
3.4 Research Instruments

Three research instruments were used in this study: background
questionnaires, semi-structured retrospective interviews, and teacher logs.

3.4.1 Background Questionnaires

The background questionnaires were given to 10 student participants prior to
the first interview session. Data obtained from these questionnaires included the basic

personal and academic background of each student participant. This information
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helped the researcher identify and include certain questions that were previously

overlooked.

3.4.2 Semi-Structured Interviews

As one of the most favorable data collection methods, a research interview
has been widely used among researchers, particularly those from social sciences.
Compared to a questionnaire, an interview is more powerful in obtaining narrative data
and allowing researchers to investigate participants’ views in greater depth (Kvale,
2007). Additionally, Cohen et al (2007) remarked that “interview is not simply
concerned with collecting data about life: it is part of life itself, its human
embeddedness is inescapable” (p.349). This kind of interview, as Berg (2007) argues,
enables in-depth exploration whereas allowing the interviewer to keep the interview
within the framework outlined by the aim of the research.

In this research project, semi-structured interviews were opted. The three
interview sessions were held in Thai as the students, the supervisor, and the researcher
used Thai as their first language. This enabled both the students and the supervisors
to accurately understand the questions and clearly discuss their points. All interviews
were audio-recorded.

The student interviews were divided into three sessions to capture the most

comprehensive data from the participants. They were as follows:
3.4.2.1 Student Interviews

Interview Session 1

The first session was constructed to collect the students’ basic personal
information and learning history. Their general investments in classroom lessons and
activities were obtained. The presence of students’ imagined communities was also

elicited.

Interview Session 2
The second session was carried out to gather more in-depth data concerning
especially the students’ investments in both tangible and imagined communities. This

session mainly aimed to elicit data on the students’ investments in the language
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classrooms, the present communities of practice, and the imagined communities; and
the interplay between those investments, present communities, and imagined

communities.

Interview Session 3

The last interview session was implemented to clarify any points from the
earlier sessions that might be unclear. Data from this session augmented all data
obtained from the first and second sessions. It was expected to help highlight and
confirm significant issues that might contribute to a better understanding in students’

learning trajectories.

3.4.2.2 Interviews with the Supervisors

After the students’ interviews, supervisor interviews were set up. The purpose
of the supervisor interviews was to gain detailed information on students’ investments
to their works during their internship in the companies. Based on the supervisors’
observation, the presence of students’ imagined communities was investigated. The
acquired information was complemented to all those from the three sessions of the

student interviews.

3.4.3 Teacher Logs

Teacher logs are self-written records of classroom practices widely used to
reflect lessons and their results on students. In this study, the two English teachers
recorded their teaching and students’ classroom behaviors concerning their
engagement, investments, identities, and other aspects related to imagined
communities. For Petrochemicals students’ classes, Mr. J (pseudonym), the Filipino
teacher, recorded the logs. For Electrical Engineering students’ classes, the researcher,
also serving as a teacher of English at MP College, recorded the logs. Data obtained

from teacher logs were used to triangulate with data from the interviews.

3.4.4 Quality of the Instruments
Drawing on the relevant literature and experiences in teaching vocational
students, the researcher developed the background questionnaire, the interview

protocols for the students and the supervisors, and the form for teacher logs. These



33

research instruments were approved by the thesis advisor and subsequently validated
by three experts. One of them was a teacher of English from a public vocational or
technical college, with over ten years of teaching experience. The other two experts
were university lecturers from the fields of applied linguistics and English language
teaching, with experiences in conducting qualitative research on English language
teaching and communities of practice. Both English and Thai versions of the
instruments were given to the experts. The three experts validated the instruments
using the Item-Objective Congruence form (IOC form), which was sent to them by the
researcher. They examined the construct validity and content validity of the
instruments. Since all instruments were first developed in English and then translated
into Thai, the English-Thai translation accuracy of the instruments was also examined.
Results of the validation and additional comments from the experts were used to
refine the instruments. The revised versions of the instruments were sent to the three

experts for approval before use.

3.5 Data Collection

3.5.1 Data Collection Procedure

After an official approval for data collection from MP College (see section 3.7),

the researcher proceeded as follows:

1) The background questionnaire was administered to the student participants
in early January 2021. The data obtained from the returned questionnaires were
analyzed and summarized. The researcher then went through the data to gain
background information about each participant prior to interviewing each participant.

2) The student interviews were conducted during January — February 2021,
which was around the middle of the second semester of the academic year 2020. At
this stage, the students were first informed of the purposes of this study, and its
contribution to the future language pedagogy. They were also assured that it was not
an obligation to take part in this study, and if they felt uncomfortable to participate,

they were free to leave without any negative consequences. Furthermore, students
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had chances to ask questions about any aspects of this research project and to express
any concerns they might have. The data from student interviews were concluded in
order to be useful for further supervisor interviews.

3) The supervisor interviews were carried out in March 2021, after the student
interviews.

4) The teacher logs were immediately recorded after each period. Four
periods of each class were recorded (one period per week for each class). The class

were observed and recorded during January — February 2021.

3.6 Data Analysis

As this study employed a qualitative design, the data obtained were analyzed

qualitatively.

3.6.1 Qualitative Data Analysis

The qualitative data from the semi-structured interviews and the teacher logs
were analyzed using a content analysis technique. For the semi-structured interview,
the data from the audio records were first transcribed before the analysis was

performed. The qualitative data analysis was conducted as follows:

1) reading all data in order to obtain an overview of the data,

2) reading approximately 20 percent of the data and identifying major issues
relevant to the research objectives so as establish codes for data analysis,

3) combining these codes into themes,

4) using the established codes and themes to analyze all of the data,

5) revising the established codes and themes, and

6) using the revised version of the codes and themes to reanalyze all of the
data.

It is important to note that to ensure the reliability of the qualitative data

analysis, the researcher performed both intra-coder and inter-coder reliability checks.
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3.6.1.1 Intra-Coder and Inter-Coder Reliability

The core of the reliability check in coding qualitative data is to ensure that
the data coding is consistent across time and coders. Intra-coder reliability shows that
the coder codes the data consistently over time while inter-coder reliability shows that

coding is not distinctively different even different coders code the same data.
The intra-coder and inter-coder reliability checks were processed as follows:

1) Twenty percent of the data was randomly chosen and then duplicated into
two copies.

2) Based on the previously established codes, the first coder (the researcher)
analyzed the first copy of the sample data without looking at the results of the
previous coding performed a week before. The results of coding in this round were
then compared with those of the previous round.

3) The second copy of the sample data was analyzed by the peer debriefer,
who worked together with the researcher and held impartial views of this study.
According to Lincoln and Guba (1985), the primary goal of peer debriefing is to bolster
the credibility of a qualitative study through integrating an external perspective on the
data analysis. The coding results were then compared with those obtained by the
researcher. After that, the researcher and the peer debriefer discussed the problematic

results and reanalyzed the data until they reached a consensus.

3.7 Research Ethics

To maintain ethical principles in order to protect the participants’ dignity, this
study took into consideration their rights and welfare. Several strategies were used

as follows.

First, an official permission letter from King Mongkut's Institute of Technology
Ladkrabang, defining the purposes and essential details of this study, was sent to the
director of MP College to ask for permission to collect data from this college.
A summary of the research proposal, along with the research instruments, were

attached to the permission letter to present the details of the study.
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Before each interview session, the researcher verbally presented the
participants, both students and supervisors from the companies, their rights in this
research project. The consent forms were presented and emphasized. The participants
confirmed their willingness to participate in the interviews by signing the consent forms
before the interviews start.

Member checking was performed in this study in order to increase not only
the trustworthiness of the study, but also a high level of ethical practice. Duff (2008)
suggests that member checking is another form of triangulation or verification of
researchers’ interpretations that helps to establish the “authenticity or credibility”
(p. 171) of data interpretations. In this study, doing member checking provided research
participants with opportunities to review their statements on interview scripts.
This helped ensure the data accuracy and confirm participants’ willingness to take part

in the research project.

3.8 Chapter Summary

This chapter has elaborated on the theoretical and methodological aspects that
frame this study. It has also pointed out the rationale for employing qualitative design
and adopting semi-structured interviews as a major research instrument for data

collection. Additionally, the research ethics has been discussed.



CHAPTER 4

RESULTS

This study aims to examine the investments and identities of vocational
diploma students in MP College (Pseudonym) in relation to their imagined communities
in order to uncover potential pedagogical implications for English the language
teaching for vocational education. The data were collected from ten boarding school
students: five students from petrochemicals and another five from electrical
engineering. In addition, the data drawn from three internship supervisors from the
companies where the students had their internship and the teacher logs recorded by
the two English teachers at the college were used to augment the data from the

students. The results of this study will be reported in the following sections.

4.1 Overview of Research Participants

4.1.1 Background Information about Student Participants

The student participants in this research were ten boarding school diploma
students: five students from petrochemicals and another five from electrical
engineering. They were studying at the diploma 2 level. All of them finished their third
phase internship and were spending their last semester at the college. They were

referred to by pseudonyms as shown in the table below.

Table 4.1 Background Information about Student Participants

Self-perceived

Student Age Gender  Program of study English Career Goal
proficiency
Clear
Cole 19 Male  electrical engineering good
(Engineer)
Clear
Eric 19 Male  electrical engineering poor

(Fruit exporter)
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Table 4.1 (continued)

Self-perceived

Student Age Gender Program of study English Career Goal
proficiency
Bale 22 Male electrical engineering poor Not clear
Clear
Alex 19 Male  electrical engineering medium
(Technician)
Clear
Jess 20 Male  electrical engineering good (Technician/

Business owner)

Clear
Sam 19 Male petrochemicals poor
(Technician)
Clear
Dylan 19 Male petrochemicals high
(Engineer)
Clear
Potter 19 Male petrochemicals medium
(Technician)
Clear
Terry 19 Male petrochemicals poor
(Technician)
Clear
Hugo 19 Male petrochemicals good (Offshore
worker)

4.1.2 Background Information about Supervisor Participants

Three supervisor participants took part in this research. All of them were
experienced technicians or engineers working for the internship organizations. They
were the main staff members responsible for supervising and evaluating the interned

students. They were referred to by pseudonyms as shown in the table below.
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Years of experience

Student under

supervision

Supervisors Position in trainee
supervision
Senior Training
Buncha 17 years
Supervisor
Paitoon Supervisor 16 years
Amarin Supervisor 7 years

Cole, Bale, Alex,

Sam

Eric, Jess, Potter,

Terry

Dylan, Hugo

4.1.3 Background Information about Teacher Participants

Two teacher participants participated in this research. Both of them were

experienced teachers teaching English at MP College. They were responsible for

designing English courses for the diploma students at the college and supporting the

interned students regarding the English language use. They were referred to by

pseudonyms as shown in the table below.

Table 4.3 Background Information about Teacher Participants

Years of
experience in
Teachers Gender Qualification Nationality
Teaching
English
Bachelor of Education
Mr. J Male Filipino 8 years
(English)
Master of Arts (Pending)
(Applied Linguistics)
Ms. Siri Female Thai 15 years

Bachelor of Arts
(English)
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Ms. Siri, one of the teacher participants, also served as the researcher of this
Study. Ms. Siri and Mr. J always participated in designing the college’s English course,
arranging the course schedule, integrating English lessons into students’ internship
plans, and facilitating interned students’ English use. In this research, they recorded

information from classroom observation on the teacher logs.

4.2 Biographical Background of Student Participants

Drawing on multiple sources of data, including backeround questionnaires,
semi-structured interviews, and teacher logs, this section describes individual
participants’ narrative biographical backgrounds. The biographical background of the
student participants helps provide valuable context and insight into their educational
journeys. Understanding their personal histories, such as their family backgrounds, prior
English language learning experiences, and family dynamics allows readers to
appreciate the diverse perspectives that shape the student participants’ identities and

facilitate their language learning trajectories.

4.2.1 Cole : The Strong Investor and His Distinct Imagined Self

Cole, 19, was from a mid-range family. His parents worked in a private company
and were always supportive of Cole in both his studying trajectory and future career.
Cole declared himself a strong investor in the English classes. He strongly considered
himself a vocational student who was more proficient in English than most of his
counterparts in the class. However, when asked about his favorite subjects, Cole did
not mention English. He recounted that his early English learning experiences were
negative and discouraging because his English teachers were very strict and had only
a little tolerance for mistakes. Despite uninspired learning experiences, Cole tried his
best to regularly keep good scores on school English tests only to fulfill his good
student identity.

Cole’s English learning experiences became more relaxing when he enrolled in
vocational education at the age of 16. The English classes at the college were more

engaging. Also, the teachers were open-minded and put less pressure on his studies.
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Cole enjoyed lessons on everyday conversations with only a few of grammar points.
It was at this time that his preference for English subjects developed.

Cole started studying English in a more serious fashion when he began the first
phase of his internship at one international petrochemical company. At the company,
he often found himself in the middle of incomprehensible conversations, and this
made him feel disappointed in his English language ability. At the college, he was one
of the top students, but at the company, he could understand just a few ideas that
the staff discussed. Cole tried to develop his English commmunication proficiency by
devoting his evening time to researching for troublesome English language points.

After finishing his internship and going back to study in class in the last semester,
Cole put more effort into practicing English. In class, he paid more attention to
arranging sentences grammatically and pronouncing words correctly. He believed that
good English would impress his future bosses and colleagues. He wanted to make sure
that the company would treat him as someone who could be promoted to be an
engineer or offered a scholarship for an engineering degree. Cole could start his job
once graduating from college. The internship made him realize that English was really

important for work even if it was work that included only Thai staff.

4.2.2 Eric and His Divergent Dream Job

Eric, 19, had studied electrical engineering since the vocational certificate level.
Nonetheless, his dream job was not actually related to his field of study but was
clearly linked to his family occupation - fruit farmers. Eric started his vocational
education at the certificate level. He chose an electrical major because his family
wanted someone to deal with the electricity problems at their fruit farms. At first, Eric
agreed to the idea, but later, he found that expanding their farm into an export
business was more challenging. Furthermore, he believed this kind of international
business would increase their income as well.

Eric shifted his dream job from an electrician to a fruit farmer and exporter. The
shift led him to more exposure to English language use. He, with his elder brother,
regularly browsed the Internet for more information on the fruit sales and export

business to ensure the possibility of expanding his family farm into a fruit export
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business. He used English for searching for information on the global fruit export
business because English helped expand the search results. Eric’s English reading skill
was relatively better than most of the average students. He usually took a shorter time
doing reading exercises. However, his speaking and writing skills needed to be
improved.

Eric always paid attention to the English classes, not because he liked them,
but because he realized that English was very important for his future career, whether
as an electrician or a fruit exporter. He needed English for researching about being
a fruit exporter and preparing for the internship. In his opinion, English classes were
times he could practice with adequate support from the teachers whilst out of class,
he might practice without the teacher’s support, which was a bit more difficult.

In relation to his internship, Eric worked as a technician in one petrochemical
company. He regularly met his bosses who were foreigners and had ample chances to
talk with them. Additionally, he was responsible for collecting machine reports and
summarizing them in a one-page template. For English writing, which was quite
problematic for him, he resorted to Google and Google Translate.

Eric was offered a permanent technician position at the company after his
graduation. He might accept the position. It was a good alternative while he was trying

to find a way to expand his fruit farms into an export business.

4.2.3 Bale and His Unsteady Dreams

Bale had been changing his study path several times. He was 22 and could
have graduated from a university. In fact, Bale finished his vocational certificate in
electrical engineering, and then pursued an engineering degree at one public university
in Bangkok. After two years, he was terminated from the program for some reason.
Hence, he decided to study at this college as he thought studying for a diploma degree
might be much easier than completing an undergraduate degree in engineering.
Disappointment from his university studies seemed to intensely distort him from his
dream job as an engineer. He lost his self-esteem, feeling that he was too dumb to

study engineering and be an engineer. Feeling pity for his parents, he quickly moved
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on and found this college. The offer the college promised for all diploma graduates
was so appealing — a permanent job in a reputable company.

Bale pursued his diploma degree at the college without any specific dream job.
He just thought about the very near future after his graduation. He hoped that the
company where he took his internship would accept him as a permanent employee.
He would just do his job, save money, and later think more about what he really
wanted to do. He especially paid attention to trendy jobs, for example, gamers,
YouTubers, and digital money traders.

In the English classes, Bale always studied passively. He did what the teachers
told the class to do. It seemed he did not want to participate in any active activities,
for instance, group discussions, demonstrations, and role plays. He could not see why
he had to do those activities, and how the activities were related to what he called
“trendy jobs”. His desired English learning experiences were at online game platforms
talking to foreigners in real English.

Referring to his internship experiences, Bale disclosed that it was like a real
working life without formal in-class instruction anymore. Interestingly, Bale experienced
the use of the English language among the company staff members, especially in
writing skills, yet he believed that English language proficiency was not a keystone of
a work promotion.

After his graduation, his application for work at the company was still pending.
He was informed that the company wanted to consider more on his qualifications and
behaviors. Additionally, his contribution to the company was still uncertain. More

interviews might be required.

4.2.4 Sam : The Determined Boy from The Far Western

Sam, 19, was a tribesman from the far western side of Thailand. His family
originally lived near the border between Thailand and Myanmar. He spoke Karen and
Thai. Sam had been an outstanding student since he was studying at the primary level.
When he finished junior high school, the village headman decided to support his further
education and brought him to the town where he continued his study at the local

vocational college. Sam was determined to raise his status and improve his family’s
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life quality, so after the vocational certificate level, he decided to pursue a diploma
degree at MP College - over 400 kilometers from his hometown - where he was
promised a permanent job with high pay after graduation. Another main reason was
that Sam wanted to maintain his identity as Thai - real Thai, not Thai-Karen or Karen
from the periphery.

Concerning Sam’s English learning history, he expressed that his primary and
secondary schools were located in the deprived countryside area, very far from the
province’s main city. At school, he did not learn English until he was in grade five. He
recounted that he wanted to study more English, but the schools could not offer more
because there was only one English teacher at the school. It was until he went to the
vocational college in town where he had more opportunities to study English.
Unfortunately, he felt that it might be too late for him to develop good English. It
appeared that he could not do well in English classes. At that time, he felt that his
English language background was not good enough to help him develop good English
communication skills.

However, his English proficiency could not constrain Sam from paying attention
to the English lessons. In class, he always asked questions, asked for clearer clarification,
and asked the teacher if his assiscnments were good enough. His questions always
implied his perfectionism. He expressed that the reason behind his attention was the
fear of inferiority. He was worried that his classmates, schoolmates, and teachers would
disdain him as he came from a far village and graduated from a countryside college.

Concerning his internship, Sam worked as a trainee technician in an international
petrochemical company. At the company, all the documents were in English and the
staff spoke Thai or a mix of Thai and English. Sam had to write daily machine reports
in English. He placed great effort in writing them by imitating the staff’s reports. Google
and Google Translate were very handy for him in searching for appropriate vocabulary
for the reports. Sam mentioned his desire to improve his English language skills as he
found that some staff in higher positions could use very good English. He held the

belief that English could help him in his work promotion.
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4.2.5 Alex : The Lazy Boy and His Dream Job

Alex, 19, was from a merchant family living in the heart of Rayong city. He went
to a famous school where most of the graduates aimed for a university degree. At first,
he wanted to pursue a university degree in Engineering. Later, after junior high school,
Alex’s study plan veered onto vocational education when he was informed that he
could get a high-paid job if he graduated from MP College’s specialized program.
Nonetheless, he admitted that he knew almost nothing about the job; only the
expected income that attracted him. Furthermore, Alex honestly accepted that he was
too lazy to study for four years to get a university degree.

At the early time of his diploma study, Alex was quite a passive English learner.
He completed all the classroom assignments on time, but in a sluggish way. He finished
his worksheets in the easiest way regardless of the quality of the work. Fortunately, he
was a quick learner and his English proficiency was good enough to complete the
assisnments independently. This might be attributed to the standard of English teaching
he received from the famous primary and secondary schools from where he graduated.

During the internship, he attended to the authentic use of English in the
workplace. More importantly, he witnessed a misunderstanding between the Thai staff
and the foreign boss which derived from pragmatic unawareness. Hence, after his
internship, Alex demonstrated more investment in English classes. He asked questions
about language use in the current world. He asked for clarification on cultural issues
that might arise at the workplace. He also expressed his concerns about the expected

level of the English language he should use with his colleagues and bosses.

4.2.6 Dylan : The Boy from The Family of Engineers

Dylan, 19, was born and raised in a family of engineers. With his parents, uncle,
and cousins who were engineers, Dylan was fully inspired to become an engineer. His
study plan was carefully determined by his parents. As they planned it, after junior high
school, Dylan earned a pre-engineering certificate at one vocational college. After that,
he came to study at MP College to get a diploma in petrochemicals, and he would
then pursue an engineering degree at the university. In this way, he could avoid high

competition in the university admission examination, as his parents advised him.



46

During the certificate level, Dylan studied English with a foreign teacher who
was Filipino, so his English oral communication was quite good. He always paid
attention to the classes and finished assignments before his classmates. Furthermore,
he was helpful when his classmates had difficulties with the assignments. He believed
that it was another way to practice his English. Dylan was always an active learner. He
preferred active classroom activities — presentations, roleplays, and demonstrations -
to grammar study. In his opinion, those active activities resembled what really took
place at a workplace.

Regarding his internship, he stated that he had worked as a technician trainee.
At the company, he found that most of the staff mainly used English for all
documentation, but for conversation, they used a mix of Thai and English. Dylan
mentioned that this was what he had been told by the teachers and his parents. He
felt no worried about it because he was confident that he was well prepared. Dylan
was offered a permanent position in the company immediately after the internship
ended. This was a result of his outstanding internship work. Nonetheless, he could not
accept this excellent opportunity because he had a greater passion - pursuing an

engineering degree in university.

4.2.7 Jess and His Long-Term Plan

Jess, 20, had been raised by his aunt and uncle since his parents passed away
when he was studying in Grade 3. His uncle and aunt were running a local grocery
store in a small province in the north of Thailand. At the vocational certificate level,
Jess studied electrical power because his family wanted him to be an electrician and
run his own electrical shop. Jess agreed to the plan until he heard about MP College’s
specialized program. As the program offered a full scholarship and a great opportunity
to work in a global reputable company, he started to change his mind. It was a good
alternative for him to help alleviate his family’s financial burden. Moreover,
he believed that after graduation, he could have a permanent job in a big company
where he could earn a high salary. He mentioned that the salary he could earn there

would be twice higher than that in his hometown. It was also a great opportunity for
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him to have savings for his future plan — to open his own electrical shop without
or with only a little financial help from his uncle and aunt.

During the diploma level at MP College, Jess maintained a good score in every
subject he studied. With reference to the English classes, he showed persistence in
all the assignments. He preferred real-life English taught at the college to unauthentic
and grammar-based lessons taught at his previous schools. Active learning activities
were his favorite lessons. He enjoyed speaking assignments rather than writing
exercises.

Jess did his internship at a reputable petrochemical company. He experienced
the use of English among the staff, both Thais and foreigners. The English language
they used was a “Thai style English” — a mix of Thai and English vocabulary in Thai
sentence patterns. Oftentimes, although it was not grammatically correct, it was
understandable by the foreign staff.

Back to college after the internship, Jess still showed strong investment in
English classes. He discussed his experiences with his classmates and found that
mixed Thai-English conversation might be common among company workers.
Nevertheless, Jess believed that correct English was still needed for keeping a good
Enslish language user identity. It would in particular, as he believed, benefit work

promotions and salary increase.

4.2.8 Potter : Life Driven by Poverty

Potter, 19, was born and raised in a rice farming family in the northeastern
part of Thailand before they moved to Rayong province. Unpredictable weather
forced them to abandon their land and head to this industrial city to look for
construction work. Potter did not have many alternatives for his education. He
enrolled in primary education at ‘a temple school’ because it was the safest
education his family could afford. After that, he pursued a vocational certificate at MP
College. Then he won a scholarship to study in this specialized program. Potter was
so deeply perceiving his family’s suffering from financial instability that he wished he
could improve his family’s status as soon as possible. He heard that some of his

seniors could improve their financial status in just a couple of years, and he would
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like to succeed in that as well. Potter consistently showed his strong will to improve
his family status through both hard work and hard study. He started working part-time
jobs when he was at the certificate level. While he was in this specialized program
where he could not do a part-time job, he devoted himself to studying.

Regarding his English language learning, Potter always paid attention to the
lessons. He preferred working quietly to active activities such as public speaking or
role plays. He was an autonomous learner, trying his best to find answers before
asking the teacher. His autonomy was developed by his fear of asking questions
because his English teachers at the primary level seemed to be irritable.

Potter did his internship at an international petrochemical company. He was
mainly responsible for operating machines and making daily machine reports. English
was used for all written documents, including daily reports, machine manuals, and
work procedures. For daily communication among staff members, English was used
as much as Thai. Potter emphasized that his supervisor, who was Thai, always used
English with other Thais and foreigners because he did not want to switch languages
all the time.

After the internship, Potter was offered a permanent position in the company.
During the last semester at the college, he tried hard to improve himself in both
technical skills and generic skills including English communication. He wanted to best

prepare himself ready for his future career.

4.2.9 Terry in The Middle of Industrial Town

Terry, 19, lived in the middle of a petrochemical industry neighborhood. His
hometown was being aggressively developed to attract global investment. The growth
of the industrial estates and the convenient life of people who worked in the area
brought Terry to vocational education which he considered more affordable than
pursuing a university degree. After completing the certificate in Electronics, Terry
applied for a scholarship in this specialized program because the program offered
permanent jobs for every graduate who had good academic results. He hoped for a

stable job to secure his family’s future.
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At college, even though Terry was a disciplined student, his academic results
were just average. He was assigned to be a leader of the Students Council and
admired by the juniors. He tried his best to keep a good status among the teachers
and college mates to impress the company where he interned. He expected that his
teachers could help convince the company to accept him as a permanent employee.
In his opinion, this seemed to be the only way to get the job since his academic
results were not as distinctive as those of his counterparts.

Terry’s English learning experiences were not very impressive. He started his
English learning with an unfriendly and strict teacher. This developed his negative
attitude toward English learning. However, in college, Terry always paid attention to
every lesson. Even though he was not one of the quickest students, he continuously
showed persistence in completing each task or assignment correctly. He asked for
clarification for every confusing point, hoping that it might help him to effectively
complete the tasks. He wanted to assure that his score would not be too low.

Regarding his internship at a global petrochemical company, Terry witnessed
extensive use of English in his department. As his supervisor was a Canadian engineer
who knew only a little Thai, Terry had to develop English communication skills by
himself to be able to communicate with his supervisor. It was quite tough for him to
communicate with a foreigner at first. Fortunately, with his supervisor’s support, his
self-adaptation, and his use of Google, the communication became smoother.
However, Terry considered that better grammar would be a benefit for his future job.

Before Terry’s official graduation, he was offered a permanent job at the
company. He would be back to work with his Canadian supervisor again. Terry
believed that his supervisor was the one who nominated him for a permanent
technician position. The support from the supervisor, he believed, was attributed to

his perseverance that impressed the supervisor.

4.2.10 Hugo Who Wanted to Fly Far
Hugo, 19, was born in a rice farmer family living in the northeastern part of
Thailand. The village was deprived of infrastructure and public utilities, including

educational institutions. Hence, his parents decided to send him to live with his uncle



50

and aunt who worked for a big hotel in Pattaya — a famous tourist city located along
the eastern coast of Thailand. In Pattaya, Hugo received an appropriate education.
He finished junior high school and then pursued a vocational certificate in Tourism as
recommended by his uncle, who tried to reserve a position at the hotel for him after
graduation. Unfortunately, later, Hugo recognized that he could not study Tourism,
and thus he moved to the Electrical Department with approval from his uncle and
settled there until he graduated. Studying electrical engineering, Hugo had many
chances to participate in various vocational guidance fairs which led him to discover
the most appealing career for him - an offshore worker. The significantly high
remuneration in this industry attracted him and made him forget the job at his uncle’s
hotel.

Referring to the English language’s roles in pursuing his desired job, Hugo
strongly admitted that it was one of the key qualifications for all candidates for this
career. Without strong skills in English, one would find it difficult to get this position.
Those who wanted to be an offshore worker were required to work with people from
around the world, including Asia, Europe, and America. Therefore, English was
necessary not only for work but also for daily life and socializing activities. Being aware
of this, in the English classes, Hugo always showed his perseverance to achieve every
assignment. He also exhibited his leadership while working in a team. Since his English
was better than most of his classmates, he usually facilitated them for individual
assisnments. He believed that helping his classmates with their assignments was
beneficial to him as it was a good way for him to review the lessons.

Unfortunately, it was impossible for Hugo to have direct experience as an
intern worker at an offshore oil platform. He did his internship at one reputable
petrochemical company where English was used in both documents and daily
conversations. In conversation, a mix of Thai and English was witnessed. Hugo usually
found difficulties with terminology. Sometimes, he asked the supervisors, and other
times he researched it by himself. Most of the time, he used some handy language
tools - Google and Google Translate. Even though this internship was not exactly

related to his dream job, Hugo was still highly invested in improving his English.
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He believed that it was a chance to prepare himself within the petrochemical industry,
which was relevant to his desired career as an offshore worker.

Hugo was already confirmed for a permanent position in the company.
He accepted this opportunity and thought it was a good start for experiences in the
petrochemical industry that might be beneficial for searching for his dream job.

To sum up, the 10 participants were of diverse family backgrounds, learning
trajectories, and future career aspirations. Their diversity highlighted the findings of

this study which will be presented in the next section.

4.3 The Students’ Perceptions of Their Investments in English as A

Foreign Language Classrooms

The interview data obtained from the student participants revealed their
investments in the English classes. The interviews also showed what the students had
done to improve their English communication skills during their internship in a
company, which in turn impacted their investments in the English classes. The data
from the student interviews were also augmented by those from the supervisors and

teacher logs.

4.3.1 Students’ Investments Against Their Preference for English Subjects
in Their Learning History

Most of the participants recounted that they invested in their English language
learning regardless of their preferences for English subjects taught in schools or
colleges because they perceived that the English language would in turn provide them
with more opportunities for recognition, admiration, desired jobs, or higher education.
Cole, Potter, and Terry, who were from the same primary school, reported their
negative and discouraging English learning experiences during their primary-level study.
It was their first time learning English; unfortunately, it was not a good start. They felt
that their teachers were very strict, intolerant, and humiliating. This gradually instilled

a dislike of English in these students. Nevertheless, all these three students maintained
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constant investments in all English classes at MP College as they wanted to form and
maintain good student identities. Cole, for example, said that:

My English teachers at the primary level were very strict. They had

only a little tolerance for mistakes. One of them always gcave

humiliating comments when students failed to achieve assigned

tasks. Many students were punished because of their misspellings. |

managed to survive by keeping silent and finishing the tasks in time,

trying not to make any mistakes. To be honest, as a student at MP

College, I put a lot of effort in learning English because | wanted to

be seen as a good student.

(Cole: Interview 1)

Potter also shared his unimpressive experiences in learning English when he
was in a primary school. One of his English teachers was very irritable and got angry
easily when students tried to ask questions. He was once scolded for his scribbly
handwriting. He elaborated that his dislike of English might start from such experiences.
According to Potter:

Despite my dislike of English, | never misbehaved in English classes

at MP College. I didn’t want to disappoint my parents. Also, | wanted

to be a good boy for the teachers.

(Potter: Interview 1)

Terry’s dislike of English language learning started when he was in primary
school where the Enslish teachers were so strict and unkind. He was occasionally
punished because of some mistakes on the worksheets, and he felt humiliated. He
recounted that:

Despite my poor experiences at primary school, at MP College, |
always paid attention in classes. | want to maintain my good student
status. | didn’t want the teachers to think that | was a lazy or
naughty boy.

(Terry: Interview 1)
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Although some students did not have bad experiences in English classes while
they were in primary and secondary schools, it seemed that they could not develop
an affection for English language learning. Still, they performed as good investors in
the classrooms as they foresaw the importance of English in their future careers.
From Eric’s view:

English is very important for my future occupation whether it is an
electrician or a fruit exporter. That’s why | always paid attention to
English classes even though | didn’t like them. It was always hard
for me to catch up with what the teachers said or explained, and it
was worse when the teachers were foreigners.

(Eric: Interview 3)

Hugo shared that he did well in English since he had been at the primary level.
He felt it was easy. However, he mentioned that he could not say English was one of
his favorite subjects. As he said:
| didn’t’ like English, but not hate it. However, | still paid attention
to English classes and participated in every activity that | was
requested to do because it would be helpful for my future job. Also,
| wanted to be acknowledged as a good student.

(Hugo: Interview 3)

As can be seen, the participants invested in their English classes regardless of
their English language learning preferences. Even though they had negative English
learning experiences, they still invested because they wanted to maintain their good
student identities. Also, some of them foresaw the benefits of the English language in

their future career.

4.3.2 Students’ Investments in Their English Classrooms Against Their
English Language Proficiency

The data collected from both the interviews and the teacher logs showed that

most of the participants had constantly invested in their English classes regardless of

their English language proficiency. The participants with low English proficiency
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revealed that they always paid attention to English lessons because they wanted to
improve their communication skills at work. They realized that, at a workplace, interns
and staff who possessed good English communication skills could gain recognition from
their supervisors or bosses.

Sam, one of the low-proficiency participants, expressed that even though he
was not good at English, he was trying his best in the English classes because English
was a must for interns at the company. The data from the teacher logs disclosed that
Sam always tried to finish the assignments by himself using Google. He asked his
classmates and consulted the teachers when he felt the assignments were too
complicated.

Before the internship began, | was a bit worried about my English

communication skills. My seniors told me that | would need to

communicate with German and Japanese supervisors sometimes.

And most of the time, | might write engine check reports in English.

So, | practiced a lot. | paid much attention in the classrooms. Out of

class, sometimes | watched YouTube and Facebook videos for

conversation lessons.

(Sam: Interview 1)

Eric was another low-proficiency participant. To him, English was a major tool
in seeking information for his passionate job — a fruit exporter. He constantly devoted
his time to English classrooms, especially when the lessons were related to business
English. As he mentioned:

I’m not good at English but | need English if | want to be a fruit

exporter. And at present, | need it for researching about being a fruit

exporter and preparing for my internship. English classes are times

| can practice with good support from the teacher. Outside the

classroom, | can also practice, but without the support. That’s a bit

more difficult.

(Eric, Interview 3)
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From the perspectives of the moderate proficiency participants, English played
a major role in their careers and career paths. The teachers’ appreciation was also one
of the reasons behind their persistence. As Alex, one of the moderate proficiency
participants said:

What keeps me on the track of learning English is its important role

in work promotion. | believe that one with better English could get a

better position and more money at the company. Also, | want to be

appreciated by the teachers.

(Alex, Interview 3)

Like Alex, Potter was well aware of the importance of English, as experienced
from the internship program. As he put it:

When | wanted to know the answers, | relied on Google before asking

the teacher. This skill helped me a lot when | was an intern. At the

company, the staff only taught me how to use the machine and how

to process department documents. Other than that, like English

vocabulary, | learned by myself.

(Potter, Interview 3)

The high-proficiency participants also reported their constant investments in
English classes. They realized the important roles that English would play in their future
careers. Their interest usually went to terminology and English for engineering. As Hugo,
one of the high-proficiency participants explained:

| really like it whenever the teacher taught us about English used in

the industry. | like the demonstration lessons most. As far as | know,

working offshore requires this ability a lot. And it’s a good time to

work in groups preparing the script and practice demonstration.

(Hugo, Interview 2)

Jess was another high-proficiency participant. At the primary and secondary

levels, he experienced grammar-based English classes and felt bored and useless.
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At MP College, he paid special attention to speaking activities that he considered
beneficial for his future career. He elaborated that:

When we practiced speaking, we had to prepare a script by ourselves.

| like this. I liked to imagine situations that might happen at work. this

way, our conversation looked realistic and useful.

(Jess, Interview 2)

According to the results, most of the participants invested in their English
classes despite their cheerless learning experiences, their dislike of English, and their
limited language proficiency. It is interesting to find that one participant, Bale, reported
feeling vacant while studying English. He expressed that he never liked English because
the grammar lessons were too hard to understand, and the classroom activities were
pointless for him.

In class, | only did what | had to because I didn’t want the teacher to

reprove me for not paying attention. | could do written exercises, but

| didn’t like activities like presentations or role plays. | wondered why

the activities couldn’t be something like playing online games in

English where | could talk to real foreigners who speak real English.

(Bale: Interview 2)

In sum, most of the participants invested in English classes as they perceived
that the language would bring them acceptance, admiration, and bright future careers.
They paid attention to their English classes because they wanted to preserve their
good student identities. In addition, they kept practicing English as they understood
that the English language would play an important role in their future careers and

education.

4.3.3 Students’ English Learning Investments Driven by Challenges During
Their Internship
AUl participants completed their internship at a company and were studying
their last semester at MP College. During their internship, there were not many chances

for them to meet with their English teachers. Hence, they were obliged to confront



57

challenges concerning English language communication by themselves. Consequently,
the challenges drove them to English language investments. It is worth noting that
without the teachers’ facilitation, the participants demonstrated altered forms of
investments, for instance, employing digital tools to miticate their English
communication issues. As Potter revealed:

| worked closely with my Canadian supervisor. He could

understand only a bit of Thai, so, we sometimes had

communication problems. | solved such problems by using

Google Translate, where my supervisor could record his

speech and Google would return the Thai translation.

(Potter, Interview 2)

Alex also shared notable English language communication challenges at his
workplace. His foreign boss accused one staff of having no manners because of some
words the staff mistakenly and unintentionally used.

To avoid that kind of situation, | searched Google for “Good manner

in speaking English” and | found so many interesting topics about

talking politely to foreigners and what were big differences between

Thai and foreign manners.

(Alex, Interview 2)

Sam reported that he himself tried to improve his writing by imitating the staff’s
writing with some help from Google. As he said:

| liked reading the staff’s machine reports to learn how to write

appropriately. And if | found unknown words, | memorized them and

Google for their meaning later.

(Sam, Interview 3)

Apart from employing digital tools, some participants exhibited their
investments through posting their issues on their group chats - Line and Messenger -

asking for help from their English teachers. Many participants reported issues on the
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company staff’s use of English mixed with Thai and spoken in Thai sentence patterns.
As Dylan explained:

When | had difficulty with English communication at the company, |

mainly used Google. Only for a really big thing, | asked my teacher

via Line.

(Dylan, Interview 3)

Jess also witnessed the use of English mixed with Thai. He viewed it as
supportive evidence that imperfect English can be understood. In his opinion, what he
should improve is his knowledge of terminology. He described that:

| didn’t have many problems with English. Only a few times that |

didn’t know the meaning of some difficult terminology. In that case,

| used Google Translate. If Google couldn’t help, | asked the teacher

via Line.

(Jess, Interview 2)

Likewise, Potter revealed his experiences working with a Thai boss who spoke
English to both Thai and foreign staff to avoid code-switching. What is problematic is
that the boss’s English was actually a mix of Thai and English. As he mentioned:

It was quite hard for me to understand him at first, but when | knew

more terminology, it was a lot better. To deal with terminology, |

used Google Translate. If Google and my friends could not help, |

asked the teacher throusgh Line Group.

(Potter, Interview 3)

The data from the interview with the supervisors confirmed that student
participants were exposed to certain language challenges at the sites. The supervisors
also shared their views and solutions for those challenges, placing critical emphasis on
fostering learning autonomy and developing responsibility. For example, Bancha said
that at his department, interns were treated like one of the permanent staff. Whenever
there were problems with their responsibilities, they were encouraged to propose

solutions themselves. He explained that:



59

We believe this will develop their autonomy and responsibility. ...
Regarding their English language use, | believe they can be an
autonomous learner who can successfully develop their
communication.

(Bancha, Interview 1)

Paitoon also mentioned the strategies employed in teaching the interns tricks

of the trade as well as promoting learning autonomy among the interns. He elaborated

that:

All interns were assigned to do maintenance for machines. They
needed to report their work in both Thai and English. The staff closely
supervised them in written or spoken reports only for the first time.
Then, they had to complete all the reports by themselves.

(Paitoon, Interview 1)

Amarin shared his idea on fostering interns’ autonomy and responsibility that

the close supervision at his department was only for safety issues. All interns were

required to manage their daily working life by themselves. He expressed that:

Under my supervision, | found that most of the interns always tried
their best to achieve communication with foreign staff and bosses. It
was like their habit to search for solutions independently.

(Amarin, Interview 1)

It is noteworthy that one participant, Bale, did invest in practicing English during

the internship even though his investments in the formal English classrooms were not

evidently observed. He reported that he did not feel any difficulty with English

communication during his internship, nor did he foresee the power of English in his

work promotion. Bale liked the internship program because it was like real-life work

and made him feel grown up. He also mentioned that he needed to use English,

especially reading, because all documents were in English. Sometimes, he

communicated in English with foreign bosses or visitors. As he put it:
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Not a problem for me. | could read and speak, but for writing, | had
to do it slower than usual because | didn’t know how exactly | should
arrange the word order in a sentence. In that case, | used Google or
Google Translate.

(Bale, Interview 2)

Bale further elaborated that he thought English could not help him with his
work promotion, and basic English was just enough. To him, “technical skills are more
important” (Bale, Interview 3).

As can be seen, all of the participants invested in English learning and practicing
because they were driven by the challenges at their workplaces. To deal with those
challenges, they first relied on the handiest language tools — Google and Google
Translate - which could help them achieve their work assignments. For the more
complicated language issues, the participants consulted their English teachers through

Line or Messenger.

4.4 The Students’ Perceptions of Their Identities as English as a Foreign

Language Learners

The participants’ identity construction had been disclosed through the
interview with the student participants. The data showed that participants’ identities
had been formed along their English learning journey - from the early stage at the
primary level until their study at MP College. Most of the participants were well-
behaved in the English classes despite their unpleasant learning experiences. Some of
them studied English just only because it was a compulsory subject. Most of the
participants could foresee a clearer picture of the role of English in their careers when

they studied at MP College.

4.4.1 ldentity Construction at The Early Stage of English Language Learning

Good Students with Fear and Low Confidence
Some of the student participants were expected to start their formal English

language learning at the age of seven, Primary 1 level. Unfortunately, they did not
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receive such English education according to the curriculum until they were in Primary
5 due to a shortage of full-time English teachers.

Despite an uninspiring English learning history with uninfluential teachers, Cole,
Potter, and Terry were trying their best to keep their good student identities.
They were well-behaved and diligent, unfortunately, they could not develop
cheerfulness and self-confidence. As Cole expressed:

In classes, | was silent most of the time. | feared the teachers. And |

didn’t want to be humiliated in front of the class. | kept maintaining

good scores in English only to fulfill my image of a good student.

Even at the secondary level, | was still unconfident to speak. | feared

making mistakes. | usually work quietly.

(Cole, Interview 1)

Similarly, Potter tried to maintain his good student identity by being well-
behaved. The fear of the teachers pushed him to complete the assigcnments on time,
with a lot of help from his classmates, whereas he understood only a little of what
the teacher explained. He said:

The English exercises were difficult. The teachers were very strict. Yet,

| was not naughty. | wanted to be a good student in the eyes of the

teachers. | always finished my assignments with help from my

classmates. | didn’t ask the teachers because | didn’t want to annoy

her with my slow understanding.

(Potter, Interview 1)

Terry also experienced a hard time studying English at primary school. He was
definitely not good at English. He could not enjoy the classes because he needed to
rely on his classmates’ help in finishing his assigcnments. He pointed out:

| didn’t ask the teachers for help as | feared that | would upset them.

This also happened at secondary school. Although | wasn’t good at

studying, | wanted the teachers to recognize me as someone with

high responsibility.

(Terry, Interview 1)
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As is evident, the participants tried to maintain their good student identity
recardless of their uncheerful learning experiences. They were always well-behaved

yet unconfident and fearful while studying English.

Learning English as A Compulsory Subject

Some participants reported their English learning experiences without any
specific target in their future careers or higher education. They studied English only
because it was compulsory for primary and secondary students. They were too young
to envision the jobs they wanted to pursue in the future. Most of them studied with
cheerful teachers; however, the lessons were not influential enough to convince the
participants of the importance of English for their future.

Eric recounted the active learning activities during his English classes at the
primary and secondary levels. Still, he could not see the relevance of English to his
future study. He studied English only because it was compulsory. He described that:

| didn’t enjoy it much, yet, not too bad. We listened to conversations,

sang songs, and sometimes played games. Anyway, | can’t see how

all these activities can help me in the future. Though, | behaved well;

only sometimes | could not help falling asleep.

(Eric, Interview 1)

Alex, too, experienced cheerful English learning activities at the primary and
secondary levels. Unfortunately, the busy activities he had could not confirm the
relevance between the English lessons and his future study or career. He elaborated:

| had pleasant English classes and activities during the primary level.

It was a bit harder at secondary school. The teachers always trained

us for the national test which | felt was too difficult and pointless.

Though, | could not ignore it. It was a compulsory subject.

(Alex, Interview 1)

Jess had a pleasant English teacher at the primary level. She introduced
interesting out-of-class learning activities. Nevertheless. Those activities could not

convince the role of English in Jess’s future studies and career. As he revealed:
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My English classes at the primary school were enjoyable. We spent a
lot of time out of the classrooms. It became more difficult at
secondary school. To be honest, | didn’t know why | had to study
English so hard. | kept studying only because it was compulsory.

(Jess, Interview 1)

To conclude, the interview data demonstrated the blank feelings of the
participants while studying English. They were satisfied with the various lively activities.
They invested in English lessons to maintain their g¢ood student identities.
Unfortunately, they felt pointless in learning English because they could not see the

relevance between the lessons and their future study and careers.

4.4.2 ldentity Construction at The Vocational College

The More Authentic Lessons, The Stronger Investments, The Clearer
Picture of Future Selves

Progressing up from secondary schools to vocational education was a big leap
for most vocational students. The participants experienced a disruptive change in their
learning. Regarding the English learning experiences, they reflected that it changed
from a compulsory subject to a course that was more related to their lives as a future
technician. They felt more engaged as they practiced the language that they could use
for their future careers. Furthermore, the active learning environment supported them
to give more investments. As a result, they acquired clearer pictures of their future
jobs and were aware of the impacts of English on their future careers.

Cole found his English classes at the college more related than those he
experienced during his primary and secondary schools. The authentic materials,
exercises, and assignments reflected what he was expected to encounter at a
workplace. This promoted his anticipation of being a technician with fluent English.
As he explained:

Most of the lessons were everyday conversations with only a few

grammar points. It was not very difficult. So, | felt that it was not too

hard to speak fluent English at work. Then, | practiced English much
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more than in the past and wished that | could be a fluent English

speaker at the workplace.

(Cole, Interview 1)

For Dylan, he preferred practicing English presentations to reading and writing
because it was a language function he was required to perform when he had internship
interviews. He believed that his good English presentation skills could convince his
teachers and prospective employers that he possessed fluent English communication
skills. He told that:

The presentation helped promote my speaking skill and improve my

personality at the same time. And both made me stand out among

other students and interns.

(Dylan, Interview 1)

Jess preferred English classes at MP College to those he attended at the
primary and secondary levels. Most of the lessons reflected the everyday English used
at the workplace. Jess considered that paying attention in class and hard practice could
smoothen his communication at the workplace. As he elaborated:

| liked it when we did role-plays. We could just note down the

conversation and speak out. No writing. This was like what happened

at the company. So, | could hope for more fluent English if | practiced

in the classes hard enough.

(Jess, Interview 1)

From the interviews, the participants’ identities, as a future technician working
in @ company, could be observed. They perceived the English language as a means to
be recognized as a good English language user at the workplace. Simply put, they gave
strong investments in their English classes. Moreover, the active learning activities

allowed them to study cheerfully.
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The Internship: Moving from The English Language Learner to The English

Language User

After the last phase of the internship, all the participants’ identities as an
English language user were strengthened and became more apparent due to the
practical lessons reflecting their certain future communities of practice. Most of them
reported that the internship gave them exceptional opportunities to involve in English-
speaking communities. During the internship, they gradually transformed from merely
language learners to language users. As Alex discussed:

As we were allowed to practice the English language by ourselves

with less help from our supervisors, | felt like | was one of the

company staff. It was not like studying in class anymore. It was real

life. I must try my best to make who | was talking to understand.

(Alex, Interview 3)

Potter also reported on authentic working experiences. He encountered various
English communication problems and had to rely only on himself. He considered that,
based on his problem-solving abilities, he was recognized as one of the company staff
members.

| faced many communication problems, especially in conversation.

| could rely only on myself because no one was there to help.

This was the true working life | would live after graduation. No more

study! No more help from the teacher!

(Potter, Interview 3)

Likewise, Sam revealed his internship as an actual working environment.
He witnessed the English language used in the workplace and its role in promoting
acceptance in working communities. Beyond a shadow of a doubt, this drove him to
stronger investments and obvious construction of his identity as a recognized technician.

| saw many engineers in my department using very good English.

That’s something for me. English’s one criterion they use to tussle

with others for promotions. English will hold me up to that level.

(Sam, Interview 3)
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To put it simply, the participants gradually transformed their perceived roles
from interns to true staff. Referring to their English language use, they reinvented
themselves from merely language learners to language users. They realized the English

language as the foundation of gaining recognition from the company.

4.5 The Students’ Investments and Identities in Relation to Their

Imagined Communities

Most of the participants acquired clear pictures of what they wanted to be
when they started their diploma degree. Along one year of the internship, they
gradually perceived the authentic working experiences and involved in the real English-
speaking communities. After the internship, they gained a stronger perception of the
coherence between their expected future selves and their imagined communities.
Further, they realized the important role the English language played in their expected
career and study. This led to more investments in English language learning, both in
class and outside the classroom. As Cole described:

The direct experiences from the internship confirmed myself that

| really wanted to be an engineer. | needed Enslish to be successful

in this job. | needed to practice more. | must have a high score on

the TOEIC test if | want a higher salary.

(Cole, Interview 3)

Eric reported that the internship gave him unique experiences in practicing
English communication skills within  the real-life environment. The English
communication challenges helped identify his language needs that should be
developed to match the working communities’ expectations. He explained that:

Now, it seemed like | studied with a clearer target point. | knew

exactly what language point | should focus on. People with good

English could get better career opportunities here at the company.

(Eric, Interview 3)
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Terry, who worked with the Canadian supervisor, were regularly challenged by
conversation issues. He attempted to smoothen his communication by himself in order
to gain acceptance from his supervisor and other staff members. He believed that
acceptance would be the guarantee for his position in the company. As he explained:

| tried my very best to assure my supervisor that | was suitable for a

permanent position there. | practiced my listening and speaking skills

to solve my communication problems with my supervisors. | want to

make sure that | could work smoothly with my Canadian boss in the

future.

(Terry, Interview 3)

Jess had been convinced by his family about the importance of English in both
higher education and work. When he interned, he witnessed that staff with good
English were admired by their boss and colleagues and were likely to be rewarded
with higher salaries. To qualify himself, he invested more in English lessons both in the
class and out of class activities. As he informed:

I hoped | could do well when | got a permanent position like them.

Before | started my permanent job, | enrolled in a TOEIC tutoring

course. With the TOEIC certificate, | could earn a higher salary.

(Jess, Interview 3)

From the interview data, the participants acquired more distinct images of
themselves and their roles in their imagined communities. Before the internship,
they had a plan for their future careers and their imagined communities. After the
internship, they envisioned their roles, including what they were expected in playing
those roles, and also the compliments they could earn. The idea of gaining admiration
and reciprocation drove them to stronger investments in the English language
learning. Furthermore, their identities were gradually transformed from merely English

language learners to English language users.
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4.6 Chapter Summary

This chapter has summarized the findings of the study, resonating with the
participants’ identities, investments, imagined communities, and their interrelationship.
The findings revealed that the participants invested in English classes regardless of
their preferences and proficiency of English because they foresaw the returns that they
could later acquire, for example, good jobs with high salary. Additionally, some
participants reported that they invested to preserve their good student identities. Their
English language learner identities became stronger when they were studying
vocational education where English was taught to mainly serve workplaces’ needs.
The participants invested more in both inside and outside of the English classrooms
during their internship at the companies where they acquired clearer pictures of their

imagined communities of practice.



CHAPTER 5

DISCUSSION AND CONCLUSION

This chapter provides a summary and discussion of the major findings. It also
proposes theoretical and pedagogical implications, acknowledges limitations of the

study, and discusses recommendations for further studies.

5.1 Summary of The Findings

The purpose of this study-was to examine the investments and identities of
vocational diploma students in MP College pertaining to their imagined communities
and thus offer potential pedagogical implications for English language teaching for
vocational education. The data were collected from ten boarding school students: five
students from petrochemistry and another five from electrical engineering. The data
from the student interviews were augmented by the interview data from the
supervisors and teacher logs recorded by two English teachers from the college. These
qualitative data were analyzed using a content analysis technique. The intra-coder and
inter-coder reliability checks were performed to ensure consistency and accuracy of
data analysis. The findings of this study can be divided into three main areas in
response to the research questions: the students’ perceptions of their investments in
EFL classrooms, the students’ perceptions of their identities as EFL learners, and the

students’ investments and identities related to their imagined communities.

5.1.1 The Students’ Perceptions of Their Investments in EFL Classrooms

Based upon the interview results, it was found that the student participants
invested in their English language classes throughout their learning history. Some
participants reported that they did not like studying English due to their unpleasant
learning experiences during the primary and secondary levels. Others did not express
a negative attitude toward their English classes. The student participants could also be

divided into three groups on the basis of their self-assessment of their English
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proficiency levels: high proficiency, moderate proficiency, and low proficiency.
Regardless of their preference toward English language classes and their English
language proficiency level, most of the participants invested in their English classes.
Their investments were encouraged by their commitment to preserving their good
student identities. They wanted to gain admiration as well-behaved and diligent
students from their families, teachers, and classmates. Furthermore, they perceived
that the English language would be beneficial for their future studies and careers.
During the student participants’ internship, they worked at the companies and
were not required to attend classes at the college. They were expected to learn, and
be able to deal with, English at work. They were apprenticed by experienced internship
supervisors who provided them with optimal opportunities to be exposed to authentic
work experiences, including challenges in using English in real-life situations. Driven by
those challenges, the participants exhibited their investment in English language
learning in different forms. In lieu of studying in classes, they relied on themselves to
overcome the challenges. Digital tools were the language tools most used by the
student participants to resolve their language challenges, such as unknown vocabulary
or terminology, word orders, and pronunciation. The most used digital tools included
Google and Google Translate. For more complex challenges, they asked for help from
their English teachers. As they could not meet in person, the participants posted their
challenges in online chat rooms or groups, such as Line or Messenger, to seek help

from the teachers.

5.1.2 The Students’ Perceptions of Their Identities as EFL Learners

Most of the participants started their formal English study at their primary level,
at the age of 11 to 12. Some of them experienced uncheerful English classes which
resulted in negative attitude formation. They feared making mistakes and being
humiliated in front of the classes. Despite their unpleasant classes, they managed to
preserve their good student identities while they felt uneasy and fearful. At this stage,
they perceived themselves as English language learners who studied with fear.

Later at the secondary level, at the age of 13 to 15, most of the student

participants received proper English language education according to the Basic
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Education Core Curriculum B.E. 2551 (A.D. 2008). Their classes were usually enjoyable.
Active learning activities were enabled. Unfortunately, most of the participants
reported that their English lessons were not related to their real-life or expected future
studies and careers. As a result, they invested in vagueness without specific purposes.
Although they enjoyed their active English language activities, they studied English only
because it was a compulsory subject at school. In their perception, they were English
language learners who study the language only because it was mandatory.

At MP College, the English classes were quite different from what the student
participants experienced at the primary and secondary levels. The lessons were more
related to their real-life situations and what they were expected to encounter at work.
In addition, their internship provided them with greater opportunities to involve
themselves in their expected work communities. Most of the participants invested in
their English language learning because it could bring them more opportunities to be
accepted as a good intern, or even a good technician. Their expectation for future
permanent jobs at the companies drove them to form a new identity — a good

language user.

5.1.3 The Students’ Investments and Identities Related to Their Imagined
Communities.

According to the interview results, the student participants spent the early
stage of their English learning trajectory forming identities of good students. Their
investments in English lessons are somewhat limited to only secure their good
reputation among their teachers and peers. At this time, they did not clearly envision
a specific picture of their imagsined community. To put it another way, at their young
age, their investments were simply connected to their intention to maintain their good
student identities.

Most of the student participants had clear career goals when they had been
studying at the diploma level. However, they did not seem to gain precise images of
the future communities of practice to which they would belong. In classes, huge
investments were placed in the lessons that they foresaw the benefits to their career

goals. For example, Eric always paid attention to business English as he considered
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that he could use it when he ran his farm business in the future. In short, the student
participants devote their investments to the lessons they could expect some benefits
in their future studies and careers.

The internship gave them experiences delving into the communities of practice
where they were exposed to different challenges driving them to strong investments
in learning the English language and strengthening their identities as language users.
It was during this time that they gained more precise images of the communities they
would involve in the near future after graduation. It was also at this time that they
came very close to their imagined communities. In the communities, they were forming
their expected identities as fluent English language users. These expected identities
governed their investments in different language-learning activities. For instance, they
applied digital tools to help improve their English commmunication while they were
away from their English teachers’ help.

To conclude, the student participants invested in their English classes
recardless of their preferences and English language proficiency level. In addition, they
still invested even though they did not study in a classroom, as can be seen from their
internship experiences. They invested in English language learning because they were
driven by language issues they faced at work. At the diploma level in particular,
they reserved their high investments in English classes. During their internship,
they apparently formed an identity of good language users, in lieu of language learners,
in order to increase their chances to get permanent positions at the companies where
they interned. It can be said that the participants’ investments were characterized by

their expected identities in their imagined commmunities of practice.

5.2 Discussion of The Findings

To foreground the potential implications for English language teaching for
vocational education, this section will discuss three remarkable themes derived from
the findings as follows: the participants’ investments in disliking and unpleasant

classes, the fluctuations in the participants’ investments along their English learning
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journey, and the participants’ investments to gain membership in their imagined

communities.

5.2.1 The Participants’ Investments and Identities in Disliking and
Unpleasant Classes

According to the interview data and teacher logs, the participants maintained
their investments in the English classes regardless of their English language preference
and proficiency level. Most of them mentioned that the major reason behind their
investments was more opportunities for recognition, admiration, desired jobs, or higher
education. This is consistent with Norton and Toohey’s (2011) observation in that
learners “invest in the target language at particular times and in particular settings
because they believe they will acquire a wider range of symbolic and material
resources, which will, in turn, increase the value of their cultural capital” (p. 420).
As primary students, they wanted to gain recognition and admiration from their
families, teachers, and peers. They invested in their English lessons even though the
classes were not very pleasant. One instance is when the class was very strict and
unpleasant, Cole just kept quiet and tried to finish the assignments in time.

Notwithstanding the participants’ apparent investments, their ‘engagement’ in
the English lessons was still questionable. As informed by some participants, in spite
of the unappealing English classes, they always paid attention to the lessons, stayed
quiet, and finished their work in time. These could be considered ‘investments.’
Considerably, ‘engagement’ might not be included. According to Fredricks et al. (2004),
learning engagement refers to the active participation of individuals in the process of
learning activities. Considering Cole’s case, he managed to survive by keeping silent
and finishing the tasks in time, trying not to make any mistakes. For Terry, he could
finish the assignments only because of the help from his classmates. This implies that
he did not engage with the lessons since he could not finish the work by himself. From
this viewpoint, Cole and Terry did not show any engagement in their classes. They
finished the assignments only to fulfill their identity as ‘a good student.” This is in line
with Norton’s (2000) argument that learners’ language investments were also

investments in their identities. Unfortunately, Cole’s and Terry’s achievement in gaining
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a good student identity was not very productive in terms of English communicative
skill development because they did not seem to have an adequate opportunity to
develop listening and speaking skills through participating in active learning activities
or other forms of language practices. As suggested by Skinner et al. (2009), although
learners maintain their emotional or physical attachment in school, unless they are
actively engaged with available learning opportunities, their academic journeys cannot
be deemed successful. Thus, English language teachers, curriculum developers, policy
makers, and researchers should consider the ways in which, and the extent to which,
learners’ investments and learning engagement work in tandem and can be thus
conducive to their further language development.

Another interesting point is that it can be seen from Cole, Potter, and Terry’s
interviews that they could not gain access to the English-speaking student community
because of their strict teacher who acted as what Norton (2001) called
‘the gatekeeper.” At this point, Cole, Potter, and Terry might invest in their learning
and achieve a good student identity, yet they could not get access to their foreseen
community of English-speaking students. The failure to gain membership caused them
to ‘stay quiet,” which otherwise known as resistance in the learning of English (Pavlenko
& Norton, 2007) and non-participation (Norton, 2001). On the other hand, language
learners are more inclined to invest in speaking when the target language communities
are safe, non-aggressive, and supportive (Norton & Gao, 2008). For this reason, students
should be provided with safe and cheerful classes, full of interactions between
teachers and students in convivial fashions. The enriching experiences of learning
English, and of increasing communicative competence, can help the learners gain
self-confidence in using their learned English. It can also be beneficial for developing
a relaxing atmosphere while conversing in English in their future study and careers.

It can be concluded here that to deal with the students’ lack of engagement
and non-participation in English classes, educators and teachers should provide
students with secure, enthusiastic, supportive, and jovial classes. This can inspire them
to learn and to use what is learned in their real-life English communication with

positive attitudes.
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5.2.2 The Fluctuations in The Student Participants’ Investments Along
Their English Learning Journeys

The findings revealed that the majority of the participants exhibited altered
investment along their English learning journeys. Their fluctuating investments were in
accordance with the alisnment between the English lessons and their imagined
communities. For example, Eric, who dreamed to be a fruit exporter, paid special
attention to business English during his study at MP College because he saw the
important roles of English in his imagined communities — the world of fruit exporters.
In contrast, during his primary and secondary schools, Eric did not invest much in his
English classes even though they were filled with active activities. To Eric, the classes
were not related to his prospective career and study. This resonates with Clement and
Norton’s (2020) argument that learners’ investments in learning the target language at
specific times and in specific milieus are attributed to their beliefs in receiving “a wider
range of symbolic and material resources, which will increase the value of their cultural
capital and social power” (p. 162). Simply put, Eric’s investments became stronger
when he could envision the authenticity of the lessons in his imagined communities;
otherwise, he would have studied passively.

Another instance is from Hugo who desired to work as an offshore worker.
Hugo preferred the English lessons related to the industry and showed the strongest
investments in English demonstration activities. His experiences from attending
vocational guidance fairs suggested to him that English demonstration competency
was critical in achieving his career goal.. He highly invested in practicing English
demonstrations to assure that whenever an opportunity arose, he was ready.
This corresponded to Norton’s (2001) argument in that when learners were actively
engaged in classroom activities, “the realm of their community extended beyond the
four walls of the classroom” (p. 165). Hugo did not consider English as only the
language used in the classrooms, but he envisioned significant roles of it in his dream
job as an offshore worker. He particularly invested in English demonstration practices
because he foresaw that this specific ability would be beneficial to his future career

and further support him to gain money and admiration. On the contrary, Bale,
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the student with unsteady dreams, studied passively in English classes. He had only
vague pictures of trendy jobs he wished to pursue. Without any precise imagined
communities to help him transcend from the four-wall rooms, he studied passively
only to pass the English courses he enrolled in.

Based on the above information on students’ investments, it is crucial for
teachers to acknowledge students’ imagined communities and engage students in
class activities. It is recommended that teachers transcend their four-wall classrooms
into unlimited spaces of future visions. This can be made possible by initiating sharing
times among students and teachers so that the students can speak about, and listen
to, viewpoints on their imagined communities where they aspire to attain after their
college graduation. In addition, teachers and educators should pay more attention to
those without, or with vague, imagined communities. To deal with this situation,
teachers may, for example, bring into the class lessons about life in famous companies
or hold a company tour. This can inspire and trigger students to think about their future

careers in a more determined fashion.

5.2.3 The Participants’ Investments to Gain Membership in Their Imagined
Communities

All of the student participants had their internship in a company relating to
their flelds of study. Those companies were leading manufacturers in the
petrochemical industries. Their names were desirable among job seekers, including the
student participants. The internship in those companies provided them with optimal
opportunities to experience their imagined communities. Considerably, even though
the student participants were accepted to be apprenticed in their imagined
communities, their status was only as ‘interns.” To gain full-fledged access to their
desired communities, they had to gradually transform their identities from ‘interns’ to
‘technicians.” In terms of language learning, they had to reshape themselves from
‘language learners’ to ‘language users.” To fulfill those dreams and ambitions, the
student participants invested a great deal to achieve their English communication and

to exhibit their good language user identities. All of them chose to use digital tools,
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as a survival strategy, to handle less complex challenges in using English. For more
complex challenges, they resorted to their English teachers for help.

It is important to highlight that the student participants’ investments in
constructing their identities here were significantly different from their past experiences
at the primary level when the gatekeepers were their teachers. At the company, the
gatekeepers — the internship supervisors, the bosses, and the staff — were more flexible.
The participants felt free to search for solutions for their language challenges without
feeling embarrassed or humiliated. This reflects what Norton (2013) proposed as
“unequal relations of power” (p. 6). To elaborate, in the classrooms, the student
participants perceived that their investments in identities and learning were limited by
an unequal power of English language use between them and their teachers.
They feared making mistakes and being humiliated in front of the classes. They felt
that the identities they were forming and investing in were threatened. They sensed
an uncomfortable learning milieu which restricted their class participation and
engagement. Thus, they switched to resistance and non-participation, staying quiet and
only preserving their good student identities. Comparatively, during their internship at
the companies, their investments in language learning were stronger. Their identities
as language users were constantly shaped when they felt comfortable. They sensed
that power relations between them and the company personnel were negotiable,
resulting in their seeking to parallel the power by performing strong investments in
improving their language competency and reshaping their identities as language users.

Another remarkable aspect that emerged from this study is concerned with the
English language use in workplace communication. All of the student participants
witnessed the use of English with some grammatical mistakes among company
personnel. They also used English mixed with Thai. Oftentimes, sentences in English
were structured following Thai patterned sentences. To them, in certain contexts of
language use, comprehensibility seemed to be more important than grammar and
sentence structure rules. This seemed to be an explanation for the participants’
comfort in English communication: they did not need to be overly concerned about

making language mistakes and being punished. There were however some student
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participants who recognized the importance of grammatically correct English. These
participants were ones planning to pursue an engineering degree at a tertiary level.
As they could foresee the roles of grammatical English in another imagined community,
they still wanted to study in formal classes where English correctness is always
ensured. This reflects Peirce’s (1995) argument that “although it is important for
language learners to understand the rules of use of the target language, it is equally
important for them to explore whose interests these rules serve (p. 18)”.

Founded on the information from the student participants’ internship,
the English classrooms should be transformed to cover students’ possible needs in
gaining membership in their imagined communities. The learning environment must be
safe and non-threatening. Students’ expectations, desires, and opinions should not be
ignored since the ultimate goal of learning a language is unavoidably determined by

learners.

5.3 Implications of The Findings

This study paves the way toward a deeper understanding of the power of
imagined communities on investments and identities among the vocational diploma
students at MP College. The qualitative results provide practical implications that can
contribute to improving English language teaching for vocational education.

First of all, the results revealed the needs for the students to have safe spaces
to exercise their investments in their identities and language learning. A safe space
refers to an environment where students can address difficult and uncomfortable
conversations in a supportive way (Harpalani, 2017). It offers a setting in which students
can alleviate stress and loneliness, while also forming connections with those who are
in comparable situations. In a safe space, students can practice the language safely
without embarrassment and humiliation. Their mistakes were clarified and rectified
generously. Students can also express their opinions without worrying that they will
be devalued because of their unfamiliarity or uniqueness. It is important for teachers

to introduce their classrooms as safe spaces from the beginning of their courses to
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affirm students that they are always safe to practice their target language. To achieve
this, teachers should describe what safe spaces are, and what students are required to
do to keep these spaces always available.

In addition to safe spaces for practicing the language, authentic lessons are
essentially required. One example of a pedagogical approach that enables authentic
lessons is context-based learning. Context-based learning is an instructional approach
usually applied within science and technology education. It involves utilizing real-world
scenarios or fictional situations in teaching processes to facilitate students’ learning
through hands-on or practical involvement, as opposed to solely acquiring theoretical
knowledge (Putter-Smits et al.,, 2013). Wiyarsi et al. (2020) studied the effect of the
context-based learning approach on vocational students in chemistry classes and
reported that the use of the context that resembled daily-life problems and future
careers helped promote students’ interest in chemistry and positive attitudes towards
chemistry. Luo and Chen (2021) tested the efficacy of contextual vocabulary
instruction among Chinese EFL students and found that the context-based strategy led
to better vocabulary learning performance compared to the direct instruction strategy.
Moreover, Annisa (2015) investigated the effect of a context-based approach in English-
speaking classes for vocational students in Malaysia and discovered that the students
taught using a context-based instruction achieved significantly better scores in speaking
than those taught using the conventional method.

With particular reference to vocational education in which most students
expect that English taught in college must be consistent with what they will confront
at work, context-based learning, as discussed above, can be applied. To avoid
a mismatch between reality and their expectation that lead to non-participation in
English classrooms, teachers can initiate authentic lessons by cooperating with content
teachers and creating interdisciplinary collaboration. According to Gladman’s (2015)
survey of student perceptions, team teaching was recognized to develop students’
learning outcomes and prompt more questions from students. Also, Giles and Yazan’s
(2019) synthesis of the most recent literature revealed that collaboration between

English teachers and content teachers increased students’ participation in the
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mainstream classroom. To exemplify interdisciplinary collaboration within English
classes for vocational education, when students study how to program a circuit board
through Arduino application in an electrical subject, English teachers can cooperate
with content teachers and design English demonstration lessons teaching how to
present programming circuit boards through Arduino. The correlation between content
subjects and English subjects can not only engage students but also help students
smoothly transfer their learned knowledge to situations they know they will encounter
in later working life. Accordingly, the relevance of English classes will not be
questionable (Hargreaves, 2019).

Besides, the relevancy of classroom materials is vital in engaging students with
English lessons and preparing them for their expected communities of practice. Using
authentic materials helps prepare students with the necessary vocabulary and
sentence patterns that they will tentatively deal with in the future. Nunan (1999)
characterizes authentic materials as spoken or written language information that arises
within actual communicative contexts, rather than being intentionally written for
language instruction. The recent study with Colombian university students by Bernal
(2020) illustrated that when students were exposed to authentic materials, they were
provided with chances to expand their knowledge of language use within real-life
contextual scenarios. Namaziandost et al. (2022) investigated EFL male Iranian students
and found that authentic materials enhanced their reading motivation and their reading
comprehension ability. Moreover, their reading anxiety was mitigated. It is
recommended that vocational English teachers enrich their classroom materials by
expanding good cooperation with business sectors and gaining advice from them.
Good cooperation can be triggered through internship supervisors. Teachers can ask
them for recommendations on creating materials that resemble the authentic
documents used at a company.

Another important implication for English teachers concerns students’ imagined
communities and identities. The findings indicate that the student participants'
imagined identities significantly influenced their investments, which consequently

affected their English learning paths. Therefore, it is recommended that language
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teachers not only focus on imparting linguistic knowledge to students but also
acknowledge the impact of students’ imagined identities in the language learning
process (Peirce, 1995). Designing appropriate learning activities that encourage students
to connect their personal aspirations, such as personal growth, career advancement,
and job opportunities, with language learning would be beneficial. By adopting this
approach, language teachers can encourage students to envision themselves as
members of various communities, such as the classroom community, the target
language community, and other imagined communities. The vivid imagination of
themselves can aid them in acquiring the language with clear directions during their
long journey of foreign language learning (Cummins, 1996).

The results of the study showed that the student participants’ investments in
identities and English language learning were very high during their internship
compared to those during their class time at the college. This finding may point to
several possible reasons, for example, the powerful pictures of their imagined
communities, the more relaxed learning environment, and the relevance between
their career growth and their English learning. In this light, it could be safe to propose
that students’ internships should be strongly emphasized. Teachers who are
responsible for students’ internship programs should be aware that the closer relevant
the internship is to students’ imagined communities, the stronger investments can be
encouraged. Furthermore, as informed by the study results, student participants were
exposed to challenges that they had to deal with by themselves. To help them
effectively handle their difficulty, it is highly recommended that teachers scaffold
students’ autonomy during their studies in college. Little (2007) argues that the
development of learner autonomy and the advancement of proficiency in the target
language are interdependent and seamlessly intertwined. According to Benson (2010),
learner autonomy is closely connected to learning strategies that teachers employ in
their language classes, resulting in students’ active learning and responsibility for their
own learning. To enable autonomy, teachers should act as facilitators or learning
partners rather than knowledge providers. Giving students challenges relating to target

lessons and giving them time for self-discovery would foster great autonomy, leading
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to lifelong learning. Importantly, teachers should always spare space for mistakes.
A successful failure can provide students with valuable lessons.

The last major theme to be discussed here is the significant differences
between the English language use in the workplace and what students have learned
at college. As the students in this study observed, the English language used at the
company focused on communication. On certain circumstances, speakers with limited
English proficiency communicated in English with grammatical mistakes, but they could
get the messages across. Thus, the student participants felt more relaxed and
confident to communicate in English. Relatively, they felt less necessity to learn
grammatical English. Meanwhile, some student participants mentioned that they
wanted grammatical English for their future studies and careers such as studying
engineering and being engineers. Considering this, English teachers should balance well
between practical and formal English. Too much weight on one side of this might cause
disengagement, resistance, or non-participation (Norton, 2001). One possible
recommendation is that teachers may place greater emphasis on practical English,
where grammatical mistakes are tolerated to some extent in listening and speaking
lessons, particularly when teaching students with limited English proficiency.
When teaching reading and writing lessons, teachers may emphasize more on grammar
rules. To put it another way, English teachers should critically and strategically decide
when to focus on fluency or accuracy in delivering the lessons and assess the students’
performance. Another possible suggestion is to use accuracy activities to complement
fluency activities (Yang, 2014). To exemplify, based on students’ performance on
a fluency assignment, the teacher could assign another accuracy task dealing with
grammatical or pronunciation errors observed while students are completing the first
assignment.

In conclusion, the findings of this study have highlishted several key
implications for English teachers in vocational education settings. By applying these
implications, English teachers can create a more supportive and conducive learning

environment that fosters students' investments in their identities and English language



83

learning. This, in turn, can lead to more effective language acquisition and better

preparation for their future careers and communities of practice.

5.4 Limitations of The Study

This study was conducted as comprehensively as possible to ensure that it
would provide pedagogical contributions to the field of EFL. Nevertheless, there are
some limitations to be acknowledged and further set as springboards for future
research.

Firstly, this study was limited to ten Thai vocational diploma students in one
technical college. Although this sample was not inadequate for the purposes of the
current qualitative study, it may not be considerably large enough to be automatically
generalized to other educational contexts. For future research, it would be more
applicable to include more students from a variety of fields of study and locations.

Secondly, the current study used interview data as the main data source.
Although backed up by the data from the classroom observation, the interviews could
still reflect the subjective views of the participants which may be distorted by their
personal life and educational experiences. Moreover, most of the interviews were
retrospective. Participants were asked to recall their past experiences which may,
to some extent, be incomplete due to the inaccuracy of their memories.

Thirdly, time constraints were another limitation of this study. Only one
semester, the last semester of the student participants at the research site, was
available for the interviews and observations. Had more time for the class observations
been allowed, more critical and insightful portrayals of investment and identity
construction would have been greater captured.

The last limitation of the study is that the interview data from the supervisors
played a secondary role in this study. This study would have obtained more insightful
and multi-perspective data if more interview sessions with the supervisors had been

conducted.
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5.5 Recommendations for Further Studies

Based on the findings of the study, the limitations of the study, and some
unexplored aspects of the power of imagined communities on investments and
identities, recommendations for further studies can be made as follows.

According to the first limitation mentioned in the previous section, it would be
more insightful if further research can include more student participants receiving
different forms of internship or apprenticeship, such as ones with shorter or longer
periods. The length of internship may shed brighter lisht on how imagined communities
are constructed by the students. Additionally, if students without internships could be
recruited, comparative pictures of the impact of imagined communities on students’
identity construction and learning investments could be more accurately and
insightfully captured, interpreted, and understood.

With reference to the limitation of using retrospective interviews which may
cause subjective views of the participants, focus group interviews are suggested to
complement the comprehensiveness of the data gathered. Focus group interviews
offer the advantages of group dynamics that help foster discussions and lead to diverse
perspectives and experiences. Focus groups’ dynamic environment encourages
participants to share and build upon each other's thoughts, enriching the data with
collective insights (Carey & Smith, 1994). This approach not only enhances the validity
of the findings but also provides a more holistic and comprehensive view of the
obtained data (Morgan & Krueger, 1993). Therefore, by incorporating focus group
interviews alongside retrospective interviews, researchers can achieve a more robust
and multi-dimensional understanding of the issues under investigation.

Referring to the duration of this study, it has been conducted for only one
semester, which is equivalent to five months. As such, some aspects of the student
participants might not be comprehensively captured. As argued by Fernando and
Ravanera (2000), longitudinal data can offer identification of the growth, development,
and changes taking place in individuals or groups. Thus, longitudinal research covering

multiple semesters or academic years could offer a more in-depth understanding of
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how their investments in identities and language learning evolve over time.
By observing changes and developments over an extended period, researchers can
uncover valuable insights into the long-term effects of the power of imagined
communities on students' investments in language learning and their own identities
that may affect their language competency. Moreover, a longitudinal approach would
allow for the exploration of potential fluctuations in students' investments and identity
formation in relation to their imagined communities across different stages of their
academic journey. It can effectively reveal patterns of growth of the mentioned items
and shed brighter light on critical factors that influence the students’ language learning
trajectories.

It is also recommended that further studies inquire into internship supervisors’
experiences in apprenticing vocational students. Studies may explore critical issues
that have not been explored in-depth in this study, including but not limited to roles
of internship programs in promoting students’ self-efficacy in using English, perceptions
of English in workplace communication, and collaboration between EFL teachers and

supervisors in designing English for Specific Purposes courses for vocational students.

5.6 Chapter Summary

The aim of this research was to investigate the investments and identities of
vocational diploma students in MP College pertaining to their imagined communities
to discover possible pedagogical implications for teaching the English language in
vocational education. The data were obtained from ten diploma students through
semi-structured interviews and augmented with the data from internship supervisor
interviews and teacher logs. Drawing on Norton’s (2000, 2001) notion of investments,
identities, and imagined communities, this study illuminated students’ intricate process
of identity negotiations and their level of learning investments which fluctuated
according to the vividness of their imagined communities. The study has also provided
several pedagosgical implications for developing and reshaping English language

classrooms, particularly those geared toward vocational students.
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Appendix A

Student Background Questionnaire (English Version)

Instructions: Please provide your background information by placing a tick (V') in the box and
filling in the blank provided. Note that your name will not be disclosed in reporting the results of

this study.

NAME....oiiiiireree e Class [ Electrical Engineering [ petrochemicals
1) Personal information
1.1) AGE: i, years
1.2) Gender ] male [ Female

2) Family Background
24) Who do you live with?

[] Both father and mother
Eathertspecaupationiil... LY. el ooesdtonty el S0
Metheli s‘ocetipation. et b Jeli e . oL 1

L] only father/mother (Please SPEGITY: . R gee o, n, i Tetal )
Father’s or Mother’s occuUpation...........ccveerrcurecnenies s

L] Other caregiver(s) (PLease SPECY.........oocorroresosiessectossion )

Caregiver’s OCCUPALION........ccoriuiiineseiienieee sttt

2.2) Does your father/mother/caregiver help direct your learning trajectory?
[ ves CJ No

2.3) Does your father/mother/caregiver help direct your future career?
L ves L No

2.4) Is your father/mother/caregiver based in Rayong province?

] Yes ] No



3) Educational Background and English learning experience

3.1 Your previous college (Vocational certificate level)
L] public college L] private college Provinge .....coeoveveeiveencn.
GPA

Number of English courses taken ........ccccce.....
GPA of the English courses .......c.cocovvininininnce.

3.2) Current study

Grade received from each English course

1. English for Social and Business Communication  Grade received ................
2. English for Project Work Grade received ...........

3. English On-the-Job Grade-received ...

3.3) Did you take any private English tutorial before starting your study at MP
College?

[ Yes The latest tutorial was aDOUL ... ceeiocceeesiee oo
L] No
3.4) Please self-assess your current level of the following English skills.

5 = Excellent 4 = Good 3 = Fair 2 = Poor 1 = Very Poor

™ 5 q 3 2

Speaking

Listening

Writing

Reading
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3.5) Are you confident in doing learning activities (e.g. asking your class teacher
questions, volunteering to answer questions, doing role play, sharing your ideas
with others in class) in your English classes? Please give reasons to support your

answer.

3.6) What is your dream job? In your opinion, is English important for your dream
job (future career) and your further education? Please give reasons to support

your answer.

4) Internship Background

a.1) Internship at the Certificate level

Companiy.gonpes—4 F =mhk 87 A58 K sl b=eed % .. =18 .
District. brn emmtm . 34 o e 1 Provincemr emsmmrm s .= PN
PositiGmulp.... Batlm B 0 ettt Duration’ .. B oK. ek J1 = N
4.2) Internship at the diploma level

Company names=... e, BT ol T AT el
Disiiet. . ..., e L L BAE ProviRGe.!. faf ... 00 5 o ..
POSITIONME Moo eeeeeeecneneneenen s S, BDAration.............m bl . 8 8
4.3) From your experience, did English play an important role during your

internship? Please give reasons to support your answer.

Thank you for your cooperation.

EEXXXXXXRXXXXXX
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Appendix B

Semi-Structured Interview Questions for Students : Session 1

(English Version)

Part 1: Personal information and family background

Why did you decide to study... (field) ...at this college?
As you mentioned in the questionnaire that your parents/caregiver helped
direct your learning trajectory, could you please describe how they did that?

As you mentioned in the questionnaire that your parents/caregiver did not

help direct your learning trajectory, then, did you direct your learning
trajectory yourself or was there someone else who helped you? In what
way?

What is your dream job? Do you have a clear picture of it?

What have you done so far to help you reach your dream job?

In your opinion, would English skills take part in helping you to get such a

job? How?

Part 2: Learning History

10.
11.

12.
13.

When did you start studying English in school?

From your experience, what did you like and dislike about studying English?
Give some examples.

As a diploma student, what challenges have you encountered in learning
English?

What have you done to overcome those challenges?

How would you see yourself as an English language learner (as a student at
MP College and as an individual in society at large/before and after having
internship  experiences)?  (For example, lazy, punctual, diligent,
successful/unsuccessful learners, interior to  1°t and 2" year university
students etc.)

How would you want others to see you as an English language learner now?
At present, how do you invest in your English language classroom? (For

example, finish all assignments in time, pay attention to the teacher, be a
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leader in group activities, etc.) Has your investment in learning English been

affected by your internship experience?

Part 3: Internship Experiences

14.

15.

16.

17.

18.

19

20.

21.

9.

23.

24.

What did you usually do during your vocational certificate level internship
time at the company?

What did you learn from the internship?

Did you have an opportunity to use English in your vocational certificate
level internship? Give examples. (For example, reading documents, talking
to customers, etc.) If so, did you have any problems?

Did other staff members in the company use English in their work?

During your vocational diploma level internship, did you think you were the
company’s employee or just an intern?

Did you think your internship during vocational diploma level was an
experience that you would face in your real working life?

Did you have an opportunity to use Ensglish in your vocational diploma level
internship? (For example, reading documents, talking to customers, etc.)
Did other staff members in the company use the English language in their
work?

Did you think better English language skills would bring better opportunities
during the vocational diploma level internship? (For example, opportunities
to join training courses or to be moved to a better position)

Did the Enslish courses taken at MP College equip you well for the
internship?

When you returned to the college after the vocational diploma level

internship, did you pay more attention to your English class? Why?
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Appendix C

Semi-Structured Interview Questions for Students : Session 2

Part 1:
1.

Part 2:

10.
11.
12.
13.
14.

Part 3:
15.

16.

(English Version)

Investment in learning English

What are your opinions about the English classes you have taken at MP
College? What do you like or dislike about them?

What are your opinions about your current English class?

What makes you want or not want to ¢o to your English class?

What is your participation in classroom activities like (in your English classes
and other subject classes)? Why are you active/passive in the class?

What kinds of out-of-class activities did you do to improve your English?

Do you think that your interactions with other classmates (e.g. doing pair or
group work) and your class teacher help you learn English? How?

What challenges have you encountered in learning English?

In your opinion, does MP College provide students with enough support for

learning English?

Identity

Some people say that vocational students lack motivation in learning English
and have a low English language proficiency. What do you think about it?
What are your impressions of vocational students who have good English skills?
How do you see yourself as a student who studies English as a foreign language?
How do you see yourself as a student in your English class?

How do you see yourself as a student in other subject classes?

Many people English is important for their future. Do you have a clear picture

of how English is important for you?

Internship experiences

From your experience, do you think what you have learned in your English
classes is useful for your internship? And for your future job?

Can you recall any situations during your internship where you needed to use

English?
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17. Have your internship experiences made you more aware of the importance of
English? How?

18. Did your internship supervisor or other staff members in the company discuss
with you (or make you aware of) the importance of English for your internship

or future job?
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Appendix D
Semi-Structured Interview Questions for Students : Session 3

(English Version)

1. From our previous interview, you said that ....... Could you elaborate on it?

2. In your opinion, do you think good English skills have a role to play in helping
you reach your dream job and further your higher education?

3. Can you reflect on your overall efforts, or activities you have engaged, in
learning English both inside and outside the English classrooms?

4. Do you have any suggestions on how to improve MP College students’ English,

for MP College and internship companies?
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Appendix E
Semi-Structured Interview Questions for Supervisors

(English Version)

How long have you served as a supervisor for the internship program in this company?
Do you think the student under your supervision has a clear picture of what they want
to do after graduation?

From your experience, how is English important for students under your supervision
during an internship program?

How is English important for the student’s future job and their job promotion?

From your supervision experiences, what do you think about MP College students’
English proficiency?

Does your company have any policy on staff’ English language proficiency
requirements?

Do you have any suggestions on how to improve MP College students’ English

proficiency?
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Appendix F

Teacher Logs (English Version)

Instructions: Please write down your reflections on the student’s participation in your
classroom. Your reflections may include, but not limited to, the

following aspects:

Asking questions

Contributing to class discussion

Working with peers

Interacting with the class teacher

Working on an assigned task

Volunteering appropriately
(e.g., volunteering to answer questions in
class or to give an oral presentation in front

of the class)

Maintaining interest and attention

Other

Teacher Signature:

Date:




108

Appendix G
Student Background Questionnaire (Thai Version)
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Appendix H

Semi-Structured Interview Questions for Students : Session 1

(Thai Version)
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Appendix |

Semi-Structured Interview Questions for Students : Session 2

(Thai Version)
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Appendix J
Semi-Structured Interview Questions for Students : Session 3

(Thai Version)
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Appendix K
Semi-Structured Interview Questions for Supervisors

(Thai Version)
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Appendix L

Teacher Logs (Thai Version)
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Appendix M

Item Objective Congruence Form (I0C Form)

for a Student Background Questionnaire

Description: This form is used for validating questionnaire items. Please
indicate your agreement according to the following scales by
placing a tick ) in the appropriate box. Please also give
additional suggestions or comments on the items in the space

provided.

Scoring +1 = The expert agrees that the question/statement is appropriate.

Scoring 0 = The expert neither agrees nor disagrees that the
question/statement is appropriate.

Scoring -1 = The expert agrees that the question/statement is not

appropriate and requires revision.

Student Background Questionnaire

Research Topic: A Study of Vocational Students’ Identities and Investments in

English as A Foreign Language Classrooms in Relation to Their Imagined Communities

This questionnaire consists of four parts as follows:
1) Personal information
2) Family Background
3) Educational Background and English learning experience

4) Internship Background
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Instructions: Please provide your background information by placing a tick (V) in the
box and filling in the blank provided. Note that your name will not be disclosed in

reporting the results of this study.

Expert’s opinion | Comments
/

Student Background Questionnaire i
Suggestions

+1 0 -1

1) Personal information

1.1) AGE i years

1.2) Gender [ Female [ male

2) Family Background

2.1) Who do you live with?

[ Both father and mother

Father’s occupation............

Mother’s occupation..................

O] Only father/mother (Please specify...........cc....... )

Father’s or Mother’s occupation.........

[ Other caregiver(s) (Please specify................ )

Caregiver’s occupation...................

2.2) Does your father/mother/caregiver help direct your learning

trajectory?
D Yes D No
2.3) Does your father/mother/caregiver help direct your future
career?
D Yes D No
2.4) Is your father/mother/caregiver based in Rayong province?
D Yes D No

3) Educational Background and English learning experience

3.1) Your previous college (Vocational certificate level)

L1 public college

L] private college

ProvinCe ...

Number of English courses taken ...........

GPA of the English courses ...................

3.2) Current study
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Student Background Questionnaire

Expert’s opinion

Comments
/

Suggestions

+1 0 -1

Grade received from each English courses

1. English for Social and Business Communication
Grade received .........

2. English for Project Work Grade received .........

3. English On-the-Job Grade received .........

3.3) Did you take any private English tutorial before starting your
study at MP College?
[J Yes The latest tutorial was about ........

] No

3.4) Please self-assess your current level of the following

Ensglish skills.

(5) = Excellent (4) = Good (3) = Fair (2) = Poor
(1) = Very Poor

JE‘}L 5 4 3 2 ]

Speaking

Listening

Writing

Reading

3.5) Are you confident in doing learning activities (e.g. asking
your class teacher questions, volunteering to answer questions,
doing role play, sharing your ideas with others in class) in your

English classes? Please give reasons to support your answer.

3.6) What is your dream job? In your opinion, is English
important for your dream job (future career) and your further

education? Please give reasons to support your answer.

4) Internship Background

4.1) Internship at the Certificate level
Company Name........ccoccvcrvereeneceennns
DISTHCE .
ProvingCe.......ccoceevecvncvccnnccninaes
POSITION. ...t

DUration....c.ceeeeeveeeeeceeeeee
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Expert’s opinion | Comments
Student Background Questionnaire Sugge/stions
+1 0 -1
4.2) Internship at the diploma level
Company Name.......ccoccrcuveniemecennnns
DISTHCE .
ProviNCe...cvviieeeeeeeeee e
POSITION. ...t
DUration....c.ceecevrcneecererecie
4.3) From your experience, did English play an important role
during your internship? Please give reasons to support your
answer.
The expert’s additional comments
The expert’s opinion about the English-Thai translation
Expert’s Comments /
Quality of Translation opinion Suggestions
+1 0 -1

1. The questionnaire questions/items are correctly and

appropriately translated from English into Thai.

Thank you for your cooperation.



Appendix N

121

Item Objective Congruence Form (IOC Form) for a Semi-Structured Interview

(Students)

Description: This form is used for validating semi-structured interview

questions. Please indicate your agreement according to the

following scales by placing a tick () in the appropriate box.

Please also give additional suggestions or comments on the

question in the space provided.

Scoring +1 = The expert agrees that the question is appropriate.

Scoring 0 = The expert neither agrees nor disagrees that the question is
appropriate.

Scoring -1 = The expert agrees that the question is not appropriate and

requires revision.

Semi-Structured Interview Questions for Student Participants

The following questions will be used for a semi-structured interview with student

participants.

|. Content of the interview

Interview Session 1: Personal information and learning history

Part 1: Personal information and family background

Expert’s

Semi-Structured Interview Questions opinion

+1 0 -1

Comments /

Suggestions

1. Why did you decide to study... (field) ...at this college?

2. As you mentioned in the questionnaire that your
parents/caregiver helped direct your learning trajectory,

could you please describe how they did that?

3. As you mentioned in the questionnaire that your

parents/caregiver did not help direct your learning
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Expert’s Comments /
Semi-Structured Interview Questions opinion Suggestions
+1 0 -1
trajectory, then, did you direct your learning trajectory
yourself or was there someone else who helped you? In
what way?
4. What is your dream job? Do you have a clear picture of it?
5. What have you done so far to help you reach your dream
job?
6. In your opinion, would Enslish skills take part in helping
you to get such a job? How?
Part 2: Learning History
Expert’s Comments /
Semi-Structured Interview Questions opinion Suggestions
Hl (50 -1

7. When did you start studying English in school?

8. From your experience, what did you like and dislike about

studying English? Give some examples.

9. As a diploma student, what challenges have you

encountered in learning English?

10. What have you done to overcome those challenges?

11. How would you see yourself as an English language
learner (as a student at MP College and as an individual in
society at large/before and after having internship
experiences)? (For example, lazy, punctual, diligent,
successful/unsuccessful learners, interior to 1st and 2nd

year university students etc.)

12. How would you want others to see you as an English

language learner now?

13. At present, how do you invest in your English language
classroom? (For example, finish all assignments in time,
pay attention to the teacher, be a leader in group
activities, etc.) Has your investment in learning English been

affected by your internship experience?




Part 3: Internship Experiences

123

Semi-Structured Interview Questions

Expert’s

opinion

+1

0

-1

Comments /

Suggestions

14. What did you usually do during your vocational

certificate level internship time at the company?

15. What did you learn from the internship?

16. Did you have an opportunity to use English in your
vocational certificate level internship? Give examples.
(For example, reading documents, talking to customers,

etc.) If so, did you have any problems?

17. Did other staff members in the company use English in

their work?

18. During your vocational diploma level internship, did you
think you were the company’s employee or just an

intern?

19. Did you think your internship during vocational diploma
level was an experience that you would face in your real

working life?

20. Did you have an opportunity to use English in your
vocational diploma level internship? (For example,

reading documents, talking to customers, etc.)

21.Did other staff members in the company use the English

language in their work?

22. Did you think better English language skills would bring
better opportunities during the vocational diploma level
internship? (For example, opportunities to join training

courses or to be moved to a better position)

23. Did the English courses taken at MP College equip you

well for the internship?

24. When you returned to the college after the vocational
diploma level internship, did you pay more attention to

your English class? Why?
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Interview Session 2: In-depth data on investment, identities and imagined

communities

Part 1: Investment in learning English

Expert’s Comments /
Semi-Structured Interview Questions opinion Suggestions
+1 0 -1
1. What are your opinions about the English classes you
have taken at MP College? What do you like or dislike
about them?
2. What are your opinions about your current English class?
3. What makes you want or not want to g¢o to your English
class?
4. What is your participation in classroom activities like (in
your English classes and other subject classes)? Why are
you active/passive in the class?
5. What kinds of out-of-class activities did you do to
improve your English?
6. Do you think that your interactions with other
classmates (e.g. doing pair or group work) and your class
teacher help you learn English? How?
7. What challenges have you encountered in learning
English?
8. In your opinion, does MP College provide students with
enough support for learning English?
Part 2: Identity
Expert’s Comments /
Semi-Structured Interview Questions opinion Suggestions
+1 0 -1

Some people say that vocational students lack
motivation in learning English and have a low English

language proficiency. What do you think about it?

10. What are your impressions of vocational students who

have good English skills?

11.

How do you see yourself as a student who studies

English as a foreign language?
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Expert’s Comments /
Semi-Structured Interview Questions opinion Suggestions
+1 0 -1
12. How do you see yourself as a student in your English
class?
13. How do you see yourself as a student in other subject
classes?
14. Many people English is important for their future. Do
you have a clear picture of how English is important for
you?
Part 3: Internship experiences
Expert’s Comments /
Semi-Structured Interview Questions opinion Suggestions
+1 0 -1
15. From your experience, do you think what you have
learned in your English classes is useful for your
internship? And for your future job?
16. Can you recall any situations during your internship
where you needed to use English?
17. Have your internship experiences made you more aware
of the importance of English? How?
18. Did your internship supervisor or other staff members in
the company discuss with you (or make you aware of)
the importance of English for your internship or future
job?
Interview Session 3: Clarification and conclusion
Expert’s Comments /
Semi-Structured Interview Questions opinion Suggestions
+1 0 -1
1. From our previous interview, you said that ....... Could
you elaborate on it?
2. In your opinion, do you think good English skills have a

role to play in helping you reach your dream job and

further your higher education?
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Expert’s Comments /
Semi-Structured Interview Questions opinion Suggestions
+1 0 -1
3. Can you reflect on your overall efforts, or activities you
have engaged, in learning English both inside and
outside the English classrooms?
4. Do you have any suggestions on how to improve MP
College students’ English, for MP College and internship
companies?
lIl: English-Thai translation
Expert’s Comments /
Quality of Translation opinion Suggestions
+1 0 |

1. The interview questions are correctly and appropriately

translated from English into Thai.

lll: The expert’s additional comments:

Name:

Signature:

Affiliation:

Date:
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Appendix O

Item Objective Congruence Form (IOC Form) for a Semi-Structured Interview

(Supervisors)

Description: This form is used for validating semi- structured interview
questions. Please indicate your agreement according to the
following scales by placing a tick (Y) in the appropriate box.
Please also give additional suggestions or comments on the

question in the space provided.

Scoring +1 = The expert agrees that the question is appropriate.

Scoring 0 = The expert neither agrees nor disagrees that the question is
appropriate.

Scoring -1 = The expert agrees that the question is not appropriate and

requires revision.

Semi-Structured Interview Questions for Supervisor Participants

The following questions will be used for a semi-structured interview with supervisor

participants.

|. Content of the interview

Expert’s Comments /
Semi-Structured Interview Questions opinion Suggestions
+1 0 -1

1. How long have you served as a supervisor for the

internship program in this company?

2. Do you think the student under your supervision has a

clear picture of what they want to do after graduation?

3. From your experience, how is English important for

students under your supervision during an internship

program?
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Expert’s Comments /
Semi-Structured Interview Questions opinion Suggestions
+1 0 -1
4. How is English important for the student’s future job
and their job promotion?
5. From your supervision experiences, what do you think
about MP College students’ English proficiency?
6. Does your company have any policy on staff’ English
language proficiency requirements?
7. Do you have any suggestions on how to improve MP
College students’ English proficiency?
Il: English-Thai translation
Expert’s Comments /
Quality of Translation opinion Suggestions
+1 0 =]

1. The interview questions are correctly and appropriately

translated from English into Thai.

lll: The expert’s additional comments:

Name:

Signature:

Affiliation:

Date:
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Item Objective Congruence Form (IOC Form) for a Teacher Log

Description: This form is used for validating semi-structured interview

questions. Please indicate your agreement according to the

following scales by placing a tick ) in the appropriate box.

Please also give additional suggestions or comments on the

question in the space provided.

Scoring +1 = The expert agrees that the question is appropriate.

Scoring 0 = The expert neither agrees nor disagrees that the question is
appropriate.

Scoring -1 = The expert agrees that the question is not appropriate and

requires revision.

Teacher Log

Research Topic: A Study of Vocational Students’ Identities and Investments in

English as A Foreign Language Classrooms in Relation to Their Imagined Communities

I. Content of the Teacher Log

Instructions: Please write down your reflections on the student’s participation in your

classroom. Your reflections may include, but not limited to, the

following aspects:

Teacher Log

Expert’s

opinion

+1

0

-1

Comments /

Suggestions

Asking questions

Contributing to class discussion

Working with peers

Interacting with the class teacher

Working on an assigned task
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Expert’s Comments /
Teacher Log opinion Suggestions
+1 0 -1
Volunteering appropriately (e.g., volunteering to answer
questions in class or to give an oral presentation in front of
the class)
Maintaining interest and attention
Others
ll: English-Thai translation
Expert’s Comments /
Quality of Translation opinion Suggestions
+1 0 -1

1. The teacher log is correctly and appropriately

translated from English into Thai.

lll: The expert’s additional comments:

Name:

Signature:

Affiliation:

Date:
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Appendix Q

List of Experts Validating Instruments

Assistant Professor Dr. Paweena Chatsungnoen
(Ph.D. in Language Education, Massey University, New Zealand)
Faculty of Liberal Arts, Maejo University, Thailand

Dr. Juthamas Thongsongsee
(Ed.D. in TESOL, Bristol University, United Kingdom)

Chulalongkorn University Language Institute, Chulalongkorn University, Thailand

Dr. Richavee Chatviriyawong (Rayong Technical College)
(Ph.D. in Curriculum and Instruction, Silpakorn University, Thailand)

Department of General Studies, Rayong Technical College, Thailand
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