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 Communicative Language Teaching (CLT) has been introduced to use for 

English teaching in Thailand for decades. However, CLT is still not widely applied in 

Thai EFL classroom as the CLT concepts and practices are very different from the 

usual traditional teacher-led teaching method. This study investigates the use of CLT-

based lesson on compliments responses in Standard American English for English 

major students at Ubon Ratchatani University. Three sources of data were used, 

namely pretest and posttest, questionnaires, and teacher’s diary. The findings indicate 

that the CLT-based lesson help students improve skills in responding to compliments 

in Standard American English while providing them opportunities to practice other 

skills in English they previously acquired.  It was also found that peer teaching plays 

an important role in the success of CLT for this group of participants. These findings 

confirm the theoretical advantages of CLT. Practical suggestions are offered for 

optimal use of CLT for Thai students.
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CHAPTER 1 

INTRODUCTION 

 

This chapter discusses the theoretical basis of Communicative Language Teaching 

(CLT) and reviews related studies to provide justification for the use of CLT as an 

approach to teach English to Thai students in the present study. 

 

1.1  Theoretical background 

For decades, Communicative Language Teaching (CLT), or the communicative 

approach, has been a popular teaching method that rivals other methods such as 

grammar translation and audio–lingual methods for second language (L2) teaching. 

Despite obstacles and weaknesses (Li, 1998; Bock, 2000; Tan, 2005), international 

research has confirmed the greater merits of CLT in enhancing L2 learning than those 

offered by other approaches (Taylor, 1983; Maley, 1986; Rifkin, 2006; Keng, 2012; 

Edisherashvili, 2014). 

The main argument of any CLT approach is that for any successful language 

learning, second language learners are required to not merely learn grammatical form, 

but also must acquire communicative competence to successfully engage in social 

interactions similar to real life communication, which is the ultimate goal of language 

learning (Littlewood, 1981; Savignon, 1991). The concept of communicative 

competence is therefore the foundation of CLT. Hymes (1971) brought attention to this 

concept several decades ago, and ever since it has been widely accepted among 

scholars in the field of second language education. In CLT, communicative 

competence is knowledge about the linguistic rules and the rules for their uses that help 

speakers make appropriate speech exchanges in a particular conversation and within a 

particular situational context.  

Communicative rules or conventions exist in the learners’ first language (L1) and 

second language (L2). L2 learners are often faced with difficulties in learning and 

using and L2 due to the complexity in conveying and interpreting messages when the 

conventions of the two languages do not match. For this reason, communicative 

competence, that is, to become a competent L2 user, the speaker must understand what
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is, and what is not an acceptable choice of words when producing an utterance in L2 on 

a topic, which is dependent on who they are talking to, and the social circumstances 

has an important role for learners to become competent L2 users. Summarizing the 

core principles of all CLT approaches, Hymes (1971: 277) writes that acquiring 

communicative competence requires learners to know “when to speak, when not, and 

as to what to talk about with whom, when, where, in what manner.”  

Language learning in CLT is a linguistic and social act. Halliday (1973: 345) 

suggests “Learning language is learning how to mean,” which requires grammatical 

knowledge in addition to other kinds of knowledge. In fact, learners learn how ‘to 

mean’ in L2 via a combination of linguistic, sociolinguistic, discourse, and strategic 

knowledge of the L2 (Canale, 1983). Alternatively, to enhance L2 verbal 

communication, L2 learners must know the rules of language and conversation that are 

adopted in specific social contexts, the rules of cohesion and coherence in a discourse 

genre, and the rules of linguistic forms and their sociolinguistic patterns. Therefore in 

language learning, as far as CLT is concerned, learners should be exposed to and be 

equipped with all these communicative competencies in order for them to effectively 

convey the meaning of their utterances to another person. 

Communicative competence has been adopted as the main theoretical framework 

of all teaching approaches that have collectively been labeled communicative language 

teaching (CLT). CLT approaches may differ in the detail, but the core concepts of CLT 

are similar through the influence of the emphasis on communicative competence. 

These concepts are student–centered learning, teacher as facilitator, balance of explicit 

and implicit learning, meaning–focused interaction, real–life based communication, 

and use of authentic materials (Littlewood, 1981; Harmer, 1982; Richards and Rodgers, 

1986; Savignon, 1987; Celce–Murcia, Dornyei and Thurrell, 1995; Richards, 2006). 

Communicative competence has been continuously applied to derived customized 

effective CLT approaches in different L2 teaching and learning contexts. In the context 

of limited reliable published research on the use of CLT in Thailand, the present study 

seeks to how best this communicative competence derived CLT can be designed to be 

more contextually sensitive to improve the teaching and learning of English as a 

foreign language in an EFL context in Thailand.
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1.2  Rationale 

CLT is used in many educational contexts. CLT has been found to be effective in 

western countries (Kaufman, 1987; Aski, 2000;Magedanz, 2004). Meanwhile in Asia 

there are a number of recent studies related to CLT (Hiep, 2007; Chang, 2010; Bruner, 

Singwongsuwat and Bojanic, 2014).The Asian studies show that enhancing language 

learning using CLT in class continues to have some obstacles. For instance, Hiep 

(2007) found that in Vietnam, there are conflicts between beliefs about CLT and actual 

teacher implementation, while the progress in the classroom was revealed to be 

teacher–centric rather than student–centric. Furthemore, Chang (2010) revealed that the 

Taiwanese education system does not support CLT practices, while Bruner, 

Singwongsuwat and Bojanic (2014) noticed that unrealistic roleplays were used with 

large classes in CLT in Thailand. These studies provide an impression that there is 

much to think and rethink about existing CLT practices in Asia. Although the approach 

is widespread and a number of people claim to have used it in their teaching, there are 

fundamental misconceptions about it and the use of non–CLT practices. An urgent 

need exists to return to the core CLT principles previously discussed so that CLT can 

more effectively be utilized in countries such as Thailand. 

 The implementation of CLT in English education in Thailand is not as effective as 

it should be. EFL teaching in Thailand has long been dominated by traditional teaching 

methods, in which teachers and learners are used to teaching and learning by focusing 

on grammar and accuracy rather than productive skills that provide opportunities 

students to use language. These traditional methods leave students accustomed to 

passive learning, and the classes following a teacher–centric approach which appears 

common in other Asian English teaching contexts (Nguyen, 2005). Outside the 

classroom, Thai students lack opportunities to engage in real–life communication 

(Punthumasen, 2007). From the existing English learning and teaching context in 

Thailand, it seems difficult to apply a CLT approach to improve English education in 

Thailand, despite the approach being used effectively elsewhere. Nevertheless, after 

years of broadly unsuccessful English education in Thailand, it is likely time to 

seriously reconsider existing language teaching practices by focusing on ways to 

improve it. CLT has been proved useful elsewhere, perhaps due to appropriate 

adjustment of the CLT design to specific contexts. Replicating such a CLT approach to 

a Thai classroom context may result in similar problems found in previous studies. It is
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therefore the objective of the present study to develop a CLT–based approach that suits 

the Thai context in order to improve English teaching and learning for Thai students. 

 It is widely understood that Thai students are not good at English (Noom–ura, 

2013). The problem is said to be due to different causes, such as ineffective teacher 

training, low motivation levels, varied student proficiency, large class sizes, and 

limited opportunities for students to engage in daily English communication. 

Nonetheless, passive learning is the most frequently reported problem (Punthumasen, 

2007; Dhanasobhon, 2010; Noom–ura, 2013). No matter how good a teaching 

technique is, it is ineffective if learners do not actively engage in their own learning. 

The present study draws on the concept of peer teaching in the development of a 

context–sensitive CLT framework to tackle the problem of passive learners. Peer 

teaching is where learners collaborate with each other in their learning and thinking to 

achieve interactional tasks (Grosse and Bachmann, 2000).The causes of passive 

learning can vary, with anxiety being found to be a major cause for Thai learners. 

(Basilio and Wongrak, 2017). Peer teaching may help Thai students because it can help 

reduce anxiety derived making errors in front of teachers and motivates learners to 

cooperate. 

 In this study, the CLT lessons will be on responding to compliments as this is 

something different in English compared to the Thai students’ L1. Cedar (2006) 

identified responding to compliments in English as one area that causes communicative 

problem for Thai students. Thailand is socio–linguistically diverse, with this 

sociolinguistic context leading to differences in giving and responding to compliments 

in Thai, Lao Isan, and other local languages. Like most Thais, people in Northeast 

Thailand are used to conventions in how they respond to compliments in their local 

languages and Thai since most are bilingual speakers of Thai and a local language 

which have similar conventions. For instance, students are used to responding to 

compliments through verbal acceptance, or gestures such as silence or smiles, which 

are common responses in most local Thai cultures. Problems arise in how they respond 

to compliments in English because the language is not yet part of the linguistic 

repertoires of most Thai students. In English, the common kinds of responses in Thai 

and local languages may be perceived negatively by native English speakers. 

Responses like silence and smiles are not the usual responses to compliments in an 

English speech community (Gajaseni, 1994).
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To examine whether a customized CLT approach can help Thai students produce 

appropriate verbal responses to compliments in American English and whether it can 

improve student performance, the CLT lessons will be used in a case study design with 

a group of first year English major students at Ubon Ratchathani University. These 

students were selected as participants due to the ease of access since the researcher is a 

graduate student at the Faculty of Liberal Arts, Ubon Ratchathani University. Since the 

participants are students of English, the CLT lessons will be relevant to their studies 

and interests. Moreover, the study is a small–scale independent study. All these reasons 

should make the convenience sampling method appropriate to recruit participants. The 

study includes all four skills of listening, speaking, reading, and writing in the 

development of the CLT lessons to help the participants develop the skills necessary to 

respond to compliments in meaningful interactions. The meaningful interactions will 

include situational activities in the hope that this will support them to achieve the goal 

of having real–life communication competence. 

 

1.3  Purpose of the study 

 This study aims to investigate the use of lessons from a CLT approach to help 

English major students at Ubon Ratchathani University in Northeast Thailand to 

improve how they respond to compliments in English. The target English variety and 

speech convention for the study is Standard American English since it is the most 

widely used variety of English and has significant differences in how to compliments 

to the Thai students’ L1 are made (Cedar, 2006). The customized CLT–based lesson is 

expected to help the participants notice the differences and improve their performance 

in responding to compliments in Standard American English. 

 

1.4  Research question 

The theoretical and contextual discussion leads to the following research question; 

“To what extent can CLT–based lessons improve skills in responding to compliments 

in Standard American English for first year English major students at Ubon 

Ratchathani University?” 

To examine the extent to which the CLT lessons have any effect on the 

development of the target skills, the study focuses on the end product, which is the 

students’ performance in responding to compliments in addition to the process by
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which the CLT lessons help learners build communicative competence. 

 

1.5  Significance of the study 

The present study is very detailed in terms of CLT lesson development. The study 

findings are useful for English teachers seeking an effective teaching approach to help 

improve students’ English learning. These benefits are not limited to the case in the 

present study of responding to compliments.



 

 

 

CHAPTER 2 

LITERATURE REVIEW 

 

This chapter contains four sections: communicative language teaching, responding 

to compliments, peer teaching, and previous studies. Each section is discussed and 

clarified in detail as follows. 

 

2.1  Communicative Language Teaching (CLT) 

The section introduces communicative language teaching. Four CLT topics will be 

discussed, namely the theoretical background of CLT, the theoretical development 

from communicative competence (CC) to CLT, the main principles of CLT, and 

problems found in CLT classrooms. 

2.1.1  Communicative competence and CLT 

Communicative language teaching (CLT) was originally developed decades 

ago by the Council of Europe (Richards and Rodgers, 1986). Richards and Rodgers 

report that from the late 1960s onwards there was a change in British language 

teaching from traditional to situational language teaching. Situational language 

teaching followed the premise that learners should learn a new language in a particular 

setting or a situation. This early CLT approach was influenced by concepts developed 

by Hymes (1971) and other scholars who saw the importance of helping learners 

express meaning through situational events. 

Hymes (1971) posit that language users should obtain communicative skills 

in order to enhance their language learning. He debates Chomsky’s idea of linguistic 

competence that was then applied to language teaching, which placed emphasis on the 

need to obtain knowledge of language structures. Hymes (1971) further argues that 

there is an equally important need to stress performance or communicative competence 

and performance to be successful communicators. According to Hymes, it is necessary 

for language learners to learn the grammar of a new language, but that will not be 

sufficient for real communication. Both kinds of competence linguistic and 

communicative should therefore be the focus of language learning. Since Hymes 

proposed the idea of communicative competence, other researchers have clarified the
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ideas and laid the foundations CLT. Of these researchers, Canale and Swain are the 

most notable. Canale and Swain (1980) clarified the term of communicative 

competence to make the concept more inclusive. They suggest that communicative 

competence should include grammatical competence, sociolinguistic competence, and 

strategic competence. Canale(1983) later added discourse competence into its 

dimensions. Each dimension of communicative competence will be discussed in light 

of the present study’s theoretical framework. 

Communicative competence has become an umbrella term that embraces 

four types of competence: grammar, sociolinguistics, discourse, and strategy. 

Grammatical competence concerns the understanding of language rules in term of 

phonetics and phonology, morphology, syntactic, semantic, and pragmatic knowledge. 

Grammar is basic knowledge which must be learned by language students. Next, 

sociolinguistic competence is to understand what utterance should be produced in a 

certain social context to maintain an appropriate interaction with other people, whether 

language users can effectively apply grammatical knowledge can be determined by 

observations and their appropriation of sociolinguistic rules in a particular society. 

Meanwhile, discourse competence is considered an integration of grammatical form, 

concerning how cohesion and coherence are used in different genres of communication. 

For example, different patterns of written forms are used in different genres, such as an 

academic essay, an application letter, an invitation card, and so on. Finally, strategic 

competence is a mastery of both verbal and non–verbal communication that language 

users apply to overcome communicative problems. These elements of communicative 

competence highlight how communicative methods can be used to improve second 

language pedagogy as an alternative to traditional methods such as grammar translation 

and the audio–lingual method. 

  Communicative competence is a key concept in CLT. Since the introduction 

of the communicative approach in language teaching years ago, there have been many 

different versions of CLT, yet all seek to move away from an approach driven solely 

by a focus on language structure to a more socially driven one. The development of 

CLT will be discussed so that an appropriate CLT design for the present study can be 

proposed in Chapter 3.
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2.1.2  Defining CLT 

Communicative language teaching, known as the communicative approach, 

derivers from efforts to ensure that students learn and acquire necessary 

communicative competence in a second language from within the classroom (Richards 

and Rodgers, 1986). Language is considered as a tool for communication in CLT, 

meaning the there is a balance between teaching knowledge of language structure and 

teaching language functions. Littlewood (1981) claims that to achieve a goal of 

conversation, learners should have linguistic knowledge as well as realize the functions 

of language use so that they can develop the communicative skills that are required in 

real social communication. This idea of teaching language for communicative purposes 

is also supported by other early academics working on CLT. For instance, Harmer 

(1982) posited that CLT aims to make learners aware of how to convey messages to 

fulfill the ‘want’ by giving the correct meaning to receivers or to achieve the purpose 

of the conversation. Similarly, Savignon (1987) believes that communicative teaching 

is not simply teaching; rather it is a universal effort that directs and seeks to inspire 

language learners to become involved in effective interactions. Thonbury (1996: 57) 

summarizes that any CLT approach can be generally characterized as “not grammar–

driven” and instead “meaning–driven.” 

Modern guidelines to CLT approaches have been clarified by Richards 

(2006) who explains the other aspects that define CLT. Most importantly, CLT does 

not simply shift the focus from teachers to learners, but CLT is seen as a set of holistic 

language teaching that integrates the learning process, the role of the teacher, the role 

of learners, and the use of activities to support language learning. All these factors are 

considered important for any CLT design. 

  In conclusion, the concept of CLT is broader than classroom–based language 

teaching and learning, and represents way to encourage language learners to use 

language and attempt to communicate effectively and appropriately. Grammar teaching 

is not ignored but rather it is integrated into an environment that motivates students to 

interact in artificial situations. This study will therefore find a way to create CLT 

lessons that foster effective language learning by helping students learn language 

patterns and use them in communicative activities.



10 

 

 

2.1.3  Principles of CLT 

CLT is essentially an attempt to utilize communicative competence to help 

with language learning. These fundamental concepts have already been discussed 

previously along with other related characteristics of CLT. The principles that govern 

CLT classroom teaching and activities will now be considered. 

Drawing from the related concepts discussed above, it can be concluded that 

every CLT approach is designed to follow four essential principles. Firstly, the teacher 

is no longer a controller but a facilitator. Secondly, students are no longer passive, but 

now rather active learners. Thirdly, activities in the learning process are not merely to 

remember steps but are to motivate language use among the learners. Finally, material 

used in the class should be authentic and reflect real world contexts (Maley, 1986; 

Richards and Rodgers, 1986; Savignon, 1987 and 1991; Richards, 2006). All four 

principles can be clarified as follows. 

2.1.3.1  Teacher–related principles 

In the CLT classroom, the teacher is a facilitator who must monitor 

activities, observe and adjust tasks to motivate students to participate in the activities 

(Maley, 1986). The role of teacher changes from feeding information to the students to 

facilitator; that is, teachers are required to speak less while students encouraged to 

speak more. Nevertheless, the importance of the teacher is not diminished as 

Littlewood (1981) underlines that while the CLT teacher does not perform the same 

dominant role at the center of the class,  in CLT they do not merely become a class 

supporter either. Instead, in a CLT classroom the teacher has a significant role to 

ensure the students are fully supported and have the opportunity to use the target 

language. Richards and Rodgers (1986) add that the teacher is not simply a facilitator, 

but they also play the role of co–learner who considers how activities should be 

organized and arranged according to the needs of the students. Being a co–learner will 

then help teachers open their mind and understand the students’ perspectives. By 

learning together, the teacher and students can find solutions to fix any flaws in the 

students’ learning. Another CLT teacher–related principle is for the teacher to consider 

what to do when students make errors; teachers must avoid immediate correction so 

that they do not discourage the students. Instead, the main concern for the teacher is to 

focus on the meaning, while feedback can be done later and given in many different 

ways (Jacobs and Farrell, 2003).
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There are also some suggested required characteristics for teachers 

to have who wish to apply CLT in their classes. To begin, Savignon (1991) suggests 

that beyond their teaching skills, teachers should have a good understanding of the 

culture of the target language. Comprehension of the language along with social 

practice will help teachers be successful CLT facilitators. Moreover, teachers should be 

creative thinkers. For instance, students may only try to interact with their friends who 

sit near them, while ignoring their other classmates. A creative teacher should be able 

to find way of facilitating students to work well in a group (Basta, 2011). Furthermore, 

CLT teachers should be able to modify the activities in textbooks to personalize them 

and match with the students’ abilities (Ko, 2014). 

2.1.3.2  Learner–related principles 

The alternative role of the teacher in CLT is important, but CLT 

students must also change their role to enhance the success of a CLT classroom. The 

second principle of CLT therefore focuses on the students. Firstly, passive learners 

must become more active learners in the CLT classroom. CLT students are required to 

not simply passively follow the lesson; rather they are required to responsibility for 

their learning and play the main role in the classroom (Maley, 1986). This student role 

change makes them the main actors in the learning process, resulting in CLT being 

very different from traditional classrooms. To be the main actors, learners must 

cooperate with other actors, including with the other students and the teacher. They 

must not just come to class to do individual tasks and assignment. Social 

communication is a part of the learning process and students should communicate with 

each other and with the teacher (Littlewood, 1981), with the activities being used as an 

aid for them to become negotiators in group conversations (Richards and Rodgers, 

1986).Language learning occurs when students use patterns of language to fulfill a 

communicative purpose. CLT activities seek to provide the learners with opportunities 

to practice interacting with others in an environment where they feel free to 

communicate using their own words (Jacobs and Farrell, 2003). Put alternatively, 

active students should understand the purpose of the CLT activity and draw on all their 

existing and newly learned competence to help them successfully perform a task. 

Another student related principle is that for CLT students to become 

autonomous learners, they must be creative thinkers, have cooperative attitudes, and 

actively engage in the classroom (Jacobs and Farrell, 2003). Once students are creative
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thinkers, they will willingly involve themselves in activities without being instructed to 

do so by the teacher. A cooperative attitude is also important, as Basta (2011) indicates 

that students should focus on cooperating in group work rather than competing against 

other classmates to get higher scores. These characteristics of CLT learners derive from 

the idea that the CLT classroom is not a place where students should focus on 

competing against each other, but rather should together to achieve a communication 

goal. Developing a positive attitude is crucial for students to make the most of CLT 

activities. While a positive attitude towards language learning is required, active 

engagement is expected. Savignon (1991) specifies that it is important for students to 

‘take a risk’ to use language because they can acquire and develop their language skills 

thorough productive learning. Moreover, L2 learning also requires motivation to enable 

learners to put in the effort to develop their L2 implementation (Dornyei, 1998). 

Through these requirements, it could be said that achieving communicative learning 

goals requires the participation of everyone in the classroom. 

2.1.3.3  Principles related to the learning process 

The use of CLT emphasizes the new teacher and student roles. The 

next principle which is as important is CLT activities. The design of CLT activities is 

quite different from other approaches. The main characteristic of CLT activities is their 

focus on individual and group learning. Jacobs and Farwell (2003) write that CLT does 

not emphasize learning flow for each individual in the class, but instead emphasizes 

that the whole class should develop as an individual person. To achieve goal, CLT 

activities require all the individual students to use their skills to complete a task. This 

can be done through sharing and discussion with other students, whether seeking to 

find solutions to a problem or to make a decision (Maley, 1986). Students will learn to 

use language from their peers or other group members as well as from the class. CLT 

activities should create opportunities for students to use all their skills and 

communicative competence to deal with a communicative task. Through well deigned 

activities, learners will have the chance to exploit previous knowledge and practice 

new language patterns to meaningfully and effectively convey messages in the 

particular situations where the interaction takes place (Littlewood, 1981). As a result, 

the success of a CLT class depends on the CLT activities which different according to 

the activity purpose.
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Although the end goal of a CLT lesson is to provide opportunities 

for learners to actively use the target language for communication, CLT activities can 

be as diverse as mechanical grammar drills to social activities so long as they meet the 

learners’ needs. While cooperative learning is a must, discarding grammar teaching 

from CLT practice is inadvisable, especially for lower proficiency learners. Richards 

and Rodgers (1986) forward the view that beginner–level learners should learn 

language structures from small practices to help them make links with their 

background knowledge. After that, they can then begin more communicative activities 

such as roleplay or other oral productive group work. Grammar teaching therefore 

continues to be necessary for beginners. Much research agrees with Richards and 

Rodgers on this point. For instance, Savignon (1991) states that when operating a CLT 

class, teaching grammar or language structure is unavoidable. Students won’t be able 

to perform a communicative task until they have an understanding of target language 

patterns. Savignon believes that grammar is a component which can be integrated into 

communicative activities. Likewise, Jacobs and Farrell (2003) reveal that CLT 

activities in class are divided into two groups: the first section is content which aims to 

provide students with the knowledge of what they should know, while the second 

section is a performance in which students act out something that they have learned.  

Richard (2006) echoes a similar opinion in his suggestion that 

grammar teaching should be considered. Richard clearly separates the steps of CLT 

practice into three parts, beginning from what he refers to as ‘mechanical practice’ 

(language structure teaching), then ‘meaningful practice’ (language–use practice), 

through to communicative practice (the use of language in situational tasks). Richard’s 

typology of CLT activities provides a clearer picture of how CLT can be used with low 

proficiency students. That is, CLT practice is not simply leaving students to work in a 

group and watch them interact. In contrast, the teacher must consider the learners’ 

needs and prepare activities accordingly that can help them gradually learn to be more 

active CLT learners, by providing them with knowledge of language functions before 

they begin interactive practices. 

2.1.3.4  Principles related to learning materials 

The teacher’s considerations of CLT arrangements should concern 

both the teaching process and the materials available in the classroom. CLT classrooms 

require many different kinds of materials, from authentic materials to materials to
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motivate students to communicate with each other. Maley (1986) states that teaching 

materials should invoke students to use language in a wide range of communication. 

Such materials can come in different formats. According to Richards and Rodgers 

(1986), there are three types of material used in CLT classrooms. The first type is  

text–based materials such as textbooks. The second type is task–based materials such 

as cards or games. The final type is realia, meaning authentic. In general, CLT material 

can be anything which people can find in real life that can promote the language using 

experience, such as newspapers or advertisements. 

Briefly, there are four main principles for the use of CLT in a 

second language classroom. In developing a CLT lesson, care must be given to issues 

related to the teacher, students, activities, and materials.CLT designs from around the 

world all have some of the aforementioned features. Some designs are more successful 

than others. When designs fail to function as much planned, the obstacles to their 

success can aid the success of new CLT designs, such as the present study. 

2.1.4  Problems in CLT classrooms 

Existing studies show a number of successful international classroom 

implementations of CLT. However, some cases faced obstacles in their use of CLT. 

These problems are related to factors including teachers, students, materials, policy, 

and assessment. A discussion of these factors will aid the design of appropriate CLT 

lessons for this study.  

The first group of obstacles concerns the teacher. Thornbury (1996) indicates 

that the goals of CLT may be unachievable for teachers lacking experience in 

communicative language teaching. The primary problem that Thornbury discovers is 

when teachers ignore the need for students to use the target language. Moreover, some 

teachers who are very proficient in the L2 many not attempt to understand why the 

students are struggling. Such indifference prevents them from noticing what students 

require to effectively communicate in the L2. Bock (2000) reports that English teachers 

in Vietnam agreed with this, in that they felt inadequately prepared to use CLT in their 

classrooms. Those teachers mentioned difficulties in designing lessons, blaming 

problematical conditions such as incapable teaching facilities, large class sizes, 

students with variable proficiency levels, and teachers lacking sufficient CLT training 

to manage classrooms using CLT learning methods.
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Meanwhile, problems in the use of CLT can also be caused by the students. 

Bock (2000) and Basta (2011) indicate that problems in CLT can be due to students 

being unable to become active learners because they lack motivation and confidence, 

are afraid to ask the teacher, questions, or rely on other classmates during group work. 

Bock (2000) found that some students have a tendency to refuse to work in a team, 

while other students join teams but only use L1 during the group work. These factors 

prevent them from experiencing communicative improvement because they fail to 

make use of the learning opportunities. A further problem is that many classes are 

mixed–ability classes, in which there are significant individual differences among 

learners in the same class (Maley, 1986; Bock, 2000). Large class sizes can also make 

it difficult for teachers to individually monitor all of the students. Due to differences in 

learning styles, some students may be given inappropriate tasks which do not match 

their level of ability. Indeed, this is normal in large classes where the same task is 

given to all students. To reduce problems of mixed–ability classes, there is a 

suggestion to employ a placement test to divide oral English communication 

classrooms into smaller groups based upon the students’ proficiency level (Bruner, 

Singwongsuwat and Bojanic, 2014). However, along a similar line, Jacobs and Farrell 

(2003) argue that individual differences can help promote student’s social skills. 

Students can learn from each other and learn to deal with various interactions, such as 

by enhancing their language use to communicate with higher proficiency students, or 

by trying to make their language more appropriate to interact with lower proficiency 

students.  

As mentioned in the previous section, learning process and materials play 

important roles in CLT classrooms. Here, the availability and quality of activities, 

materials and other supportive tools are tow important issues. Bock (2000) states that 

many CLT classrooms lack conductive facilities. The use of materials, especially   

task–based and realia material, is not included in the lesson of the present research due 

to time and budget constraints. Moreover, material usage should be well planned to 

support activities; if it is too complicated it may be ignored by the teacher, leaving 

textbooks as the only material used as in traditional language teaching. Ko (2014) 

views that textbooks fail to provide enough activities to help learners explore authentic 

situations in support of the support real communication that they will have beyond the 

classroom. He further reveals that the English textbooks used in Hong Kong and
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Malaysia still appear traditional.  

An additional important factor is the educational policies. Problems can be 

caused because policies can have significant impacts on teaching. Unsupportive 

policies can bring about ineffective CLT implementation (Maley, 1986). For example, 

unclear policies may result in a mismatch between the learning and test content. 

According to Jacobs and Farrell (2003), contradictory realities occur because while 

CLT pushes students to improve their communication, tests instead focus on traditional 

objectives and formats. Therefore, while CLT activities prepare students to 

communicate in the L2, traditional examinations are mostly summative and usually 

aim to test the students’ knowledge of language structure. 

A further issue related to testing and assessment is that the process–based 

CLT takes time and may not provide the same definite results that the traditional 

assessment seek to assess (Maley, 1986). Learning outcomes in CLT are not easy to 

evaluate. Often teachers are unable to obviously notice what students acquire during 

the learning process. Teacher therefore cannot assume to see the results as immediately 

as most explicit teaching method. Instead, CLT acknowledges learner differences and 

places emphasis on the learning progress of each individual learner. Teachers must 

work hard to track each student’s learning improvement. Students may also use 

different strategies to deal with the same task. The assessment of communicative 

teaching therefore requires attention from the teacher to set an evaluation method 

which focuses on each individual’s learning progression.  

The problems found in previous CLT classrooms will be taken into 

consideration for the development of CLT lessons in the present study. The present 

study is a case study that utilizing specific lessons designed for the study purpose. The 

lesson is not part of the policy of the Ministry of Education or the curriculum, meaning 

that policy factors do not pose significant issues. Instead, the lessons have been 

developed with consideration of other factors related to the teacher, students, and 

assessment to ensure that the design will be suitable for the participants and reduce 

potential obstacles. 

 

2.2  Responding to compliments 

The present study considers the type of communicative competence selected as the 

focus of the study. The study focuses on how compliments are responded, to which are
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different in the students’ L1s and English. This section discussed the types of 

compliment responses in English and the differences in how compliments can be 

responded to between Standard Thai and American. 

2.2.1  Types of compliment responses in English 

A number of researchers have investigated types of compliment responses. 

Herbert (1989) is one such researcher who has been widely cited in this field. Herbert 

analyzed and grouped compliment responses into three main categories: agreements, 

non–agreements, and request interpretation. Each category includes sub–categories, as 

follows. 

2.2.1.1  Agreements 

In the response grouping ‘agreements’, the compliment receiver 

accepts the compliment. There are several additional sub–categories: acceptances, 

comment history, and transfer.  

Acceptance is the simplest way of accepting a compliment, and is 

further divided into three dimensions; a) appreciation tokens, which are not considered 

to be qualification to a compliment as it can be done in non–verbal ways such as by 

nodding the head; b) comment acceptances, which are considered as a compliment 

qualification such as saying “thank you,”, and c) praise upgrades, in which the receiver 

accept the compliment and enhances the compliment in a self–praising manner. People 

responding using ‘acceptances’ will typically offer a brief response in the reply to 

compliments.  

While short responses are generally referred to acceptances, 

‘comment history’ always provide more details. A comment history is a way of 

accepting compliments and in the response the speaker adds more impersonal details 

into the response. Herbert claims that it may imply a will of the speaker to create a 

back–and forth conversation, with them expecting the compliment giver to say 

something further allowing the compliment receiver to reply again to lengthen the 

conversation. 

The final sub–category in the agreement group is ‘transfer’ which is 

a limited degree of acceptance. It is divided into two dimensions; a) reassignment, in 

which the speaker directs the praise either to a third person or to the object that the 

directed was directed towards; or b) return, where the speaker returns the compliment 

to the compliment giver. This is seen as an indirect acceptance because the responses
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refer to a third person. 

2.2.1.2  Non–agreements  

The second type of compliment response is called ‘non–agreements’ 

which are different from agreements because they are used to reject the compliment. 

The speaker can show their rejection in one of four ways, whether to scale down,   

non–acceptance, question response, or giving no acknowledgement, as described below. 

A scale down response is used when the speaker disagree with the 

compliment and tries to point out hidden flaws in the compliment. For example, if a 

compliment giver praises them on a new bag, the compliment receiver may reply that 

the bag is just old fashion. In this way, the speaker downgrades the praise to avoid the 

compliment. 

A non–acceptance type of response is a stronger type of rejection to 

display the speaker’s strongly disagreement with the compliment. This response is 

divided into two further divisions. First, it is a disagreement, in which the speaker 

disagrees with the compliment and asserts that the compliment is overdone. Second is 

the use of a qualification, in which the speaker chooses not to accept the full 

compliment, and instead adds words to the end of the disagreeing statement, such as 

through, but, yet, and so on. 

The third sub–category in the non–agreement group is question 

response. Question response is used when the speaker requests for an expansion of, or 

a repeat of the compliment assertion. For example, the speaker will reply with a 

question such as “Really” or “Do you really think so?” to show that the compliment is 

quite unbelievable.  

All these compliment response types show that speaker pays 

attention to the compliment, which is dissimilar to the no–acknowledgement where the 

speaker verbally ignores the compliment. 

2.2.1.3  No–acknowledgement 

No–acknowledgement is the final sub–category of non–agreement. 

There are two possible explanations. First, the compliment receiver may not hear the 

compliment utterance. Otherwise, they may need to react somehow. To interpret the 

meaning, the compliment giver must be able to understand the compliment receiver’s 

intentions. 



19 

 

 

The final type of compliment response in English is ‘request 

interpretation’, which is related to a compliment response that the speaker produces for 

a purpose other than a compliment. For instance, the receiver believes that the 

compliment giver may have a motive so returns the compliment to make a request from 

the compliment receiver. 

To summarize, the types of compliment responses can be divided 

into three groups: agreement, non–agreement, and request interpretation. The sub–

categories in each type are clarified by the compliment receiver’s different actions. 

However, responses can be perceived differently in different cultures. As the present 

study deal with compliment responses in English by Thai learners of English, the 

following section will explores the differences between responses in other cultures. 

2.2.2  Differences in responding to compliments between Standard Thai and 

American English 

 As discussed, there are many ways for people to respond to a compliment, 

but a typical style of response can be found in each speech community and can lead to 

incorrect interpretation when used in a different speech community. People in different 

speech communities may act differently depending on their familiarity of the responses. 

Gajaseni (1994) and Cedar (2006) share interesting studies on the contrast between 

Standard Thai and American responses. Although Thai students were most likely to 

use the acceptance strategy, a strategy found used by Thai students but not by 

American students was a ‘smiling strategy’ (Cedar, 2006), or ‘smiling and nodding’ 

(Gajaseni, 1994) when given compliments. Cedar (2006) mentions that in Thai culture, 

smiling or nodding the head can either show politeness or imply that the receiver does 

not want to show too much self–praise that could disrespect the compliment giver, 

especially when the giver is in a higher social position. In addition, those two studies 

found that Thai students tended to downgrade the compliments or used a scale down 

strategy more often than American students.  

 The Thais’ use of downgrading was also found by Boonkongsaen (2011) 

who compared Filipino and Thai compliment responses in English. Boonkongsen made 

comparisons in four situations: appearance compliments, character compliments, 

ability compliments, and possession compliments. The study showed that Thais usually 

used a combination of strategies, while Filipinos used the acceptance strategy the most. 

The combination strategy that the Thais used combined a token and downgrading, such



20 

 

 

as “Thanks, I think it was just ok,” or “Thanks Mark! I think I could have done it better” 

(Boonkongsaen, 2011: 52). Meanwhile, Gajaseni (1994) and Cedar (2006) found that 

when compliments were given, Americans required a different reaction to the 

compliment, such as through explicit positive feedback, else they would interpret the 

response as indifference. In the American culture, it is generally important that the 

receiver makes a verbal response. Moreover, Gajaseni (1994) construes that using a 

short expression like ‘Thank you’ may sometimes be problematic because it is 

ambiguous for the giver to understand whether the receiver either appreciates the 

compliment or simply just acknowledges it.  

 Hence, this study aims to design lessons on responding to compliments to 

help Thai students be aware of appropriate ways to respond to compliments in 

American English. A purpose for this is to help students develop their confidence by 

practicing responding to compliments in fictional situations. The present study applies 

the concept of peer teaching to help Thai students make the most of the CLT lessons. 

 

2.3  Peer teaching 

 That students are generally known be characteristically passive in the classroom. 

Peer teaching is one technique that might help them improve communicative language 

learning, which will now be discussed.  

Peer teaching or peer tutoring is a learning process that requires high proficiency 

students to help low proficiency students to achieve the goal of an activity  (Arta, 

2012). When an activity is organized in the classroom, instructions or materials may be 

given to the students for them to practice with the language. In a normal class, students 

have differing levels of ability to understand the lessons, instructions, and the use of 

materials (Arta, 2012) and the teacher may be unable to monitor large classes to help 

all the students. Hing Wa Sit (2012) suggests that peers can help explain things and can 

contribute to large classes to being more successful. Peer teaching can also help 

increase motivation and awareness of one’s own learning because the creation of a 

supportive and positive learning environment by the classmates will helps learners to 

learn better (Arta, 2012; Ismail et al., 2015). Peers taking roles in assisting a class will 

bring about a non–threatening learning atmosphere, with the students free to share their 

ideas and feel relaxed because their confidence in speaking the L2 is increased (Arta, 

2012).These disclosures lead to an idea to use peer teaching to help Thai students more
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actively engage and reduce their anxiety in the English language classroom. 

 

2.4  Previous studies 

The present study focuses on the use of CLT lessons combined with peer teaching, 

so a discussion of previous studies will help improve the lesson design. Three previous 

studies are included as they are directly related to the purpose of the present study, with 

two studies related to CLT, and a further study about peer teaching. 

 Hiep (2007) who observed the use of CLT in Vietnam classroom selected three 

teachers from a university in Vietnam as participants, with the data acquired from 

interview records with the three teachers and from the researcher’s class observation 

records. The data was collected over a twelve–week semester. Hiep found that all three 

teachers believed that CLT was useful, and they created meaningful communicative 

tasks to use in their classes. However, the teachers claimed that their communicative 

activities were unsuccessful. One teacher found that the effect of using CLT the real 

classroom contradicted with what she had learned from the CLT theory. She noted that 

it was difficult for students to work in a team or in pair group work because they 

continued to compete with each other on the expectation that they would gain higher 

scores, at the expense of collaborating to fulfill the task goal. Another teacher indicated 

that students lacked the confidence to use English in the practice roleplay or in the 

newspaper prompted discussion. Hiep suggests that CLT activities should be authentic 

and relevant to the students’ real lives. 

Hiep’s suggestion and findings are useful for this study’s CLT lesson design. The 

present study adapts CLT concepts and seeks to make the lesson appropriate for the 

participants. For instance, the main activities used in the present study are situational 

tasks which the participants are able to relate to in their real lives. There are no given 

scores or grades for the tasks since the participants should focus on collaboration. The 

participants are instructed to use their skills as much as they can in order for them to 

complete the tasks together with their partners. 

A further study of relevance is Nanthaboot (2012) who used communicative 

activities to develop the speaking skills of 30 students in Matthayomsuksa Three of 

Watsantikaramwitthaya School. Data was collected from an English speaking test and 

student opinions after the 7 week lesson series. The lessons included five 

communicative activities, consisting of describing and drawing, map dialogue,
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information gap, jigsaw, and spot and the difference. The findings showed that the 

posttest scores were significantly higher than the pretest scores. The students were 

encouraged to share their opinions about communicative activities, with their feedback 

showing that they were satisfied with the activities since they helped them improve 

their use of vocabulary and grammar, as well as their pronunciation. Moreover, they 

had confidence to speak English, opportunities to practice, and enjoyed the English 

learning. Nanthaboot (2012) discussed that practicing in varied situations allowed the 

students to explore the functions of English for real. The positive class atmosphere also 

helped the students to learn better compared with the traditional classroom they would 

otherwise have. The students also developed a good attitude towards English learning. 

 Nanthaboot (2012) argues that CLT is useful and can help improve students’ skills. 

The various situations in the CLT activities shows that practicing for real is required 

during the learning process, however the researcher did not provide  instructional 

information about the design of the activities, instead only mentioning the topic of each 

activity. An explanation of the activity design in the present study may help rectify this 

issue.  

Finally, Nguyen (2013) reflects on the usefulness of peer scaffolding in a 

collaborative oral presentation. The researcher used peer scaffolding with third year 

English students undertaking a speaking course at a university in Vietnam. There were 

twelve participants who were matched into six pairs, with the course held over fifteen 

weeks.  The study used qualitative data collected from the students’ reflective reports 

and student interviews. Nguyen found that there were six types of scaffolding effects in 

the study: workload sharing, partners were able to explain things that the oter partner 

may not understand, technological support for speaking presentation, feedback for 

language development, support in answering questions from an audience, and support 

for completing task with rapport and self–confidence. Nguyen confirmed that using 

peer scaffolding helped to enhance the students learning by forcing themselves to 

achieve instead of completing individual tasks.  

 Nguyen (2013) supports the idea of using peer teaching, which may be applicable 

for the present study. According to a CLT principle, group work or pair group work 

should focus on helping to develop students’ communication. This is challenging for 

Thai students since most students are considered to be passive learners, although peer 

teaching may be able to resolve this problem. When suggestions or interactions are
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offered by peers, the resultant CLT task engagement may become more successful than 

individual work due to lowered anxiety. Therefore, the present study will use peer 

teaching in the CLT–based lesson to support active learning.



 

 

 

CHAPTER 3 

METHODOLOGY 

 

This chapter includes information about the methodological design of the study, 

detailing the participants, research design, research instruments, data collection, and 

the data analysis. 

 

3.1  Research design 

This study seeks to investigate the use of CLT based lessons on responding to 

compliments in Standard American English for first year English major students at 

Ubon Ratchathani University. The study uses mixed methods to gather the relevant 

data to answer the research question discussed in Section 1.4. Quantitative data is 

sourced from test results, while qualitative data is derived from teacher’s observation 

and student opinions. Mixed method design is used to ensure effective triangulation. 

The data from the three methods is used to cross–check the analysis and results against 

the other methods. Quantitative data is used to compare the test results before and after 

learning with CLT based lessons. Qualitative data is then used to explore the impacts 

of CLT based lesson on the students’ learning through the perspectives of the teacher 

and students.  

 

3.2  Participants 

 The participants were sampled using the convenience sampling method to recruit 

participants from first year students on the B.A. in English and Communication 

program at Ubon Ratchathani University. The convenience sampling method is a way 

of selecting participants for the purposes of the investigation in a way which is 

convenient to the researcher, and reaches easily accessible or willing participants 

(Dornyei,2007). As stated in the purpose of the study and the research question, this 

study requires participants who are able to communicate in English, but have never 

properly practiced responding to compliments in English. Accordingly, first year 

English and Communication major students are considered to be an appropriate target 

group as they have some English skills since their major is related to communication,
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while the language function of responding to compliments should also be of interest to 

them. Moreover, from the program of study there is nothing to suggest that they have 

learned, currently learning, or will learn about compliment responses in their first year 

of study. Another reason for selecting this group of participants is that they have a 

tendency to more fluently express themselves in conversations in English compared to 

students from other majors and faculties, meaning that responding to compliments 

might well be relevant to their real–life conversational encounters with English–

speaking foreigners. Finally, it is convenient for the researcher’s data collection since 

the students study at the same faculty that the researcher is undertaking an M.A. course.  

There were 53 students in total, but for the purpose of this small–scale study a 

group of ten students was randomly selected. Research approval was granted from the 

teacher responsible to include the research project in the language development project 

of the B.A. program in English and Communication. To begin with, the researcher 

intended to offer the lessons to any other willing students, although the data was only 

drawn for detailed data analysis from the ten randomly selected students.  

 

3.3  Research instruments 

There are three topics in this section. The study first takes into account the 

summarized theoretical framework to show the overall conceptual design related to the 

instruments. The process of test design for the data collection tools used in the lessons 

is then introduced. Finally, an explanation is given concerning the use of the tools, the 

teaching period, and the teaching activities. 

3.3.1  Theoretical framework for designing tools 

The theoretical framework includes three important concepts. The first 

concept is from Canale and Swain (1980) who expand the scope of communicative 

competence that was originally proposed by Hymes (1971). The second concept is 

from Richard (2005) who explains the three steps of CLT practices which require 

mechanical practice, meaningful practice, and communicative practice. Finally, a 

concept from Littlewood (1981) is discussed, which clarifies that CLT activities should 

include functional communication activities and social interaction activities.
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Figure 3.1  Theoretical framework for the CLT lesson design 

 

From Figure 3.1, the concept from Richard (2005) is used as the main 

concept of the activity design for the study and procedure, which is into three steps: 

mechanical, meaningful, and communicative. The design uses adapted suggested 

activities from Littlewood (1981), including reconstructing story–sequences and a 

roleplay through cued dialogues.  

According to this design framework, the first step of the practice is 

‘mechanical practice’. Mechanical practice emphasizes teaching categories of 

compliment responses and different responses in Standard Thai and Standard American 

English. The purpose of this step is to ensure that the participants are exposed to the 

necessary language structures and the different strategies in Thai and Standard 

American English. The practices focus on language use for giving and responding to 

compliments. The activities used in this mechanical practice stage were a lecture, paper 

exercises and short practices. 

The second step of the design is referred to as ‘meaningful practice’. 

Participants are given the opportunity to apply their knowledge from the mechanical 

practice. The participants begin by working in pairs and making interactions in a cued 

roleplay. Fluency development is expected to start from this practice. Participants 

apply what they know from the previous practice and integrate their language skills to 

deal with unprepared conversations. The conversation situations are relevant to real life 

to make the activities more meaningful. The roleplays used in this step of the practices 

are cued roleplay, with short conversations without a prepared script. Unscripted 

conversations are used to prepare the students for the communicative practice in the
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final step. 

The third step of the practice is ‘communicative practice’. The participants 

work in a larger group to perform an unscripted roleplay. They are encouraged to use 

all their knowledge and skills to achieve the task goals. It is expected at this stage that 

the participants will exploit their communicative competence. The communicative 

practice in this CLT based lesson is considered as a situational task which reflects real 

situations that the participants may find themselves in outside the classroom.  

3.3.2  Pilot study 

The aforementioned methodological plans were tested in a pilot study which 

was completed over three hours with a small group of five participants who are first 

year English and Communication students. These students were not included in the 

main study. For the data collection process, the pilot study tested the use of student 

diaries and the teacher’s journal to collect qualitative data. A pretest and posttest were 

also used and reviewed to find any improvements for the main study. 

3.3.2.1  Design of the pilot study  

A pilot study conducted with five volunteer participants who joined 

the CLT lesson on the topic “Responding to compliments,” which was arranged on 26 

March 2018 over a course of three hours. The three–hour lesson was shorter than the 

actual lesson plan of the main study and included some of the same main activities. 

Activities included in the pilot study included an explanation of all the compliment 

response types, examples of acceptable strategies for Standard American English, 

conversation rearranging, a small unscripted practice, and an unscripted roleplay. 

3.3.2.2  Results of the pilot study 

The Thai students in Gajaseni (1994) and Cedar (2006) had a 

tendency to reject, downgrade the compliment, or say a phrase such as ‘Thank you’ 

with no further expressions. The pilot study pretest results appeared to show different 

results from those arguments. The pretest results showed that most of the participants 

opted to use the ‘comment acceptances’ strategy (31 times), followed by ‘return’ (8 

times), and ‘Comment history’ (6 times). 

None of the participants in this group used ‘scale down’ or 

‘disagreement’ strategies as was found in previous research. However, most of the 

participants responded to compliments using a single phrase ‘thank you’ with no 

further expressions. It could be said that Thai students may be familiar with this short
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utterance and their use of it was an automatic response. While the test papers were 

being distributed to the participants, one participant asked the classmate sitting next to 

her whether it was OK to answer ‘thank you’ to all the test items. It was assumed that 

these participants may be used to accepting compliments rather than rejecting them. 

After the pretest, upon being asked about the differences between Standard Thai and 

Standard American English on appropriate compliment responses, one participant 

stated that American people preferred us to say ‘thank you’ and that we should also 

give a big smile to the person giving a compliment. This participant’s answer showed 

that he was aware of appropriate ways to respond to compliments, leading to him being 

further tested by the teacher who offered a compliment that mentioned that he was very 

clever and gave a good explanation to his classmates. He reacted only by nodding his 

head and quietly smiled to himself. This reaction shows that despite knowing how to 

appropriately respond, he could not act the appropriate response immediately. 

Nevertheless, another potential reason is that the teacher was not an American, 

meaning that the participant was not in an American context. Instead, the participant 

may have felt more comfortable in responding in the way Thai people usually do.  

During the first step of the lesson, the teacher explained about 

appropriate compliment responses in Standard American English. Some participants 

giggled when the teacher suggested that Thai people tend to reject compliments by 

saying something like ‘Oh, it’s nothing,’ or ‘No, I’m not,’ while others reply only with 

‘Thank you’ with no appreciation. The participants may have prior experience of 

seeing or performing these kinds of response before, with the teacher’s suggestion 

prompting their memory which made them embarrassed. The participants then began 

mechanical practices, in which they were introduced to types of compliment responses 

and asked to share phrases for giving and responding to compliments. Some 

participants did not show their phrases to the group so the teacher asked them 

individually. All were able to begin responses confidently with ‘thank you,’ but then 

they began to struggle to say anything beyond that. Two required more time to think 

about their answers each time they were asked. The teacher then presented examples of 

acceptable compliment response strategies in Standard American English. 

After the mechanical practice, the participants took part in a small 

roleplay during the meaningful practice. The participants greeted each other and gave 

compliments without preparation. It was noticed that the participants tried to speak
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using different strategies such as ‘comment history’ or ‘return.’ At one point a 

participant pretended himself to be a fiction writer and all the participants were 

enthusiastic to have a conversation with him and even had more extended interactions 

beyond the focus of the pilot study. The teacher did not interrupt them and observed 

that a participant who spoke less than other participants during the first activity was 

trying to ask questions and push herself to join the conversation without being 

instructed to do so by the teacher. This participant may have a positive attitude toward 

the activity, particularly since it allowed her to participate in interactions with all the 

classmates.  

The final activity was communicative practice in which the 

participants performed an unscripted roleplay. To begin with, all the participants 

struggled because they had never experienced this kind of activity before. The teacher 

was required to explain the roleplay a second time and allow them another opportunity 

to do it. At this point, none of the participants used ‘disagreement’ or ‘scale down’ 

strategies in the conversation. Instead all the participants attempted to use their 

speaking skills to perform the role as best they could. To support the teacher’s 

observation on this, a participant comment stated that she appreciated the activity, 

especially the unscripted roleplay that she had never done before. She continued to 

state that she now had more confidence to verbally respond to compliments in an 

appropriate way, with the lesson helping her to enhance her compliment response skills. 

This participant’s comment also matched with the posttest results which showed that 

the participants improved their skills in responding to compliments, as show in Table 

3.1 

 

Table 3.1  Pretest and posttest results of the pilot study 

 

Type of strategies Pretest Posttest 

Comment acceptances 31 21 

Praise upgrade 1 1 

Comment history 6 14 

Reassignment - 1 

Return 8 8 

Scale down - - 
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Table 3.1  Pretest and posttest results of the pilot study (Continued) 

 

Type of strategies Pretest Posttest 

Disagreement – – 

Qualification 2 – 

Question response 1 – 

Request interpretation 1 4 

 

Table 3.2  Comment acceptance strategies 

 

Comment acceptances 

Pretest Posttest 

Type A Type B Type A Type B 

16 15 7 14 

 

Type A = a single phrase “Thank you,” “Thank you so much,” “Thank you very much.” 

Type B = additional expressions after a phrase “Thank you.” 

 

From the results shown in Table 3.1, the ‘qualification’ strategy which 

includes a word such as ‘but’ in the response does not appear in the posttest. The 

posttest shows that participants used ‘comment acceptances’ (21 times), ‘comment 

history’ (14 times) and ‘return’ (8 times). Comment acceptances can be further grouped 

by different expressions. It was found that the participants added more utterances than 

simply repeating the expression ‘thank you’ which appeared in the pretest. Comment 

acceptances were used 31 times in the pretest, which can be separated into Type A (16 

times or 51%) and Type B (15 times or 49%). Meanwhile in the posttest, comment 

acceptances were used 21 times which can be grouped for Type A (7 times or 33%) 

and Type B (14 times or 67%). This shows that the participants improved their skill in 

responding to compliments. As for Type B, the examples of the expressions which they 

added into the responses included ‘It’s kind of you to say so’ or ‘I’m happy you like it.’ 

The participants tried to make the compliment givers feel that their responses not only 

acknowledging the compliment, but also provided actual appreciation. Nevertheless, 

for the comment history strategy, the participants preferred to use more comment 

history in the posttest than they did in the pretest, potentially because they learned
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about the concept of comment history and applied it to enhance their responses. 

3.3.2.3  Ideas for the main study 

The pilot study results suggest essential ideas for improving the 

lesson plan for the main study. The experience from the pilot was used to revise the 

testing tools, exclude unnecessary activities, and adjust the data collection methods.  

First, the main study revised the test items so that they are shown 

one at a time on a PowerPoint slideshow, with the participants required to write an 

answer for each question on the paper. In the pilot study, the participants were required 

to complete the ten–item paper test within 20 minutes. However, three participants 

refused to hand the paper back to the teacher within the given time. The teacher waited 

for almost an additional thirty minutes before they returned the papers. After all the 

papers were returned some of the answers appeared to have been revised. This form of 

testing was problematic as their answers did not show instant responses. Subsequently 

for the main study, blank paper was issued to the participants instead of paper with the 

questions printed on it with designated space available for the answers. The test items 

were shown individually with the projector. Each test item was repeated by the teacher 

two times before it was changed to the next item. This was to elicit the first expressions 

that came into the participants’ minds in an attempt to replicate the immediate response 

that would be found in a speaking scenario.  

Second, the mechanical practice took a lot of time for the students 

to study the patterns of giving compliments. It was found even after the participants 

learned various types of giving compliments; they continued to use patterns that they 

were used to. Moreover, this practice had no effect on how to respond to compliments, 

which is the focus of the main study. The lesson on giving compliments was 

subsequently removed from the lesson plan. Instead a new activity was created and 

added into the meaningful practice because it is better for the participants to have more 

time to practice using the focus language function. 

Finally, it was found that the student diaries after the class were not 

an appropriate way to collect data. The day after the lesson the teacher received only 

two papers back from a total of five participants. Since the teacher had no personal 

relationship with the participants, they may have ignored the instruction to write the 

diary because it was not related to their regular study. In place of this, a questionnaire 

was used to get the participants to write their opinions directly after the lesson. One
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participant revealed that the teacher could not fully explain some points and she needed 

to study the material more.  

The pilot study was very useful since it helped to identify possible 

challenges to consider in order to eliminate any potential faults in the main study. 

3.3.3  Instructional design 

The pilot study results helped to improve the design for the lesson 

implementation. The duration of the lesson was planned to be six hours over two days, 

making it similar to how the university operates normal classroom teaching. The 

learning details of each hour are clarified in Figure 3.2 

 

 

 

 

 

 

 

 

Figure 3.2  A lesson plan for responding to compliments in English 

 

The first day of the lesson consisted of three hours, with the first hour 

including a pretest, an introduction to the lesson, VDO about responding to 

compliments in Standard American English, and worksheets about the different 

compliment responses in Standard Thai and Standard American English. The VDO 

used in the lesson was acquired from the internet since in modern learning classroom 

students need to use technology to help increase their study engagement. The Office of 

Educational Technology in the United States (2017) reveals that technology is a 

powerful tool for the student learning experience, helping students to move beyond the 

classroom into other relevant content and real–time information. Therefore, the present 

study used VDO to make the participants more aware of the standard compliment 

responses expected by Americans using real–world information.
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An introduction to the lesson was given to present all the types of 

compliment responding strategies, with the teacher then allowing the participants to 

predict which strategies are normally found in the Standard Thai and Standard 

American English contexts. Next, the participants watched a VDO about responding to 

compliments in English before being asked to discuss the contents of the VDO to 

check if they understood the details. The participants were then asked to think and 

provide more examples of appropriate responses in Standard American English besides 

the examples given in the worksheet which included comment acceptance, comment 

history, reassignment, and return strategies. During this task the teacher observed the 

participants’ performance to divide the class into two ability groups, before matching 

pairs from each ability group to form five mixed–ability pairs. Each participant was 

suddenly given a compliment and required to participate in small talk with the teacher. 

The students who were able to correctly interact using positive compliment responses 

from the mechanical practice and could complete the small talk conversation were 

placed into the first group. The students who remained silent or were unable to 

complete the small talk were placed into the second group. The teacher then matched 

participants from each ability group to do pair work in the next hour of the class.   

The meaningful practice was undertaken over the following hour. The 

meaningful practice included three activities. The first activity concerned conversation 

sequences, in which the participants worked with their peers to rearrange a sequence of 

conversations. Three different situations were given with three different responding 

strategies. The printed dialogue was cut into pieces and the participants were required 

to reorder the pieces of paper to make meaningful dialogues. After completing all the 

tasks, the participants were asked to read along with the dialogues. The next activity 

involved the participants creating their own dialogues. Each participant group 

randomly selected a situational instruction from the teacher, with six situational 

instructions clarifying background plat of the dialogue available. After selecting one, 

the participants created their own conversations following the detail of the plot. In this 

activity the participants were allowed to write scripts, but were not allowed to read the 

scripts while doing the roleplay. The participants then took turns as the compliment 

giver and then compliment receiver in the roleplays.   

On the second day, the third activity of the meaningful practice – a short 

unscripted conversation – was arranged for thirty minutes to remind the participants of
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the previous day’s practices. The teacher prepared many objects for the participants to 

select, such as a hat, bag, bracelet or necklace. All the participants were told to act like 

they had accidentally run into each other, make a greeting, conduct small talk, and give 

a compliment on the object their peers had with them. The participants were given no 

time to prepare a script because they did not know what their peer would say to them. 

The task was completed once the teacher saw that both of the participants had taken 

turns being the compliment giver and receiver.  

The communicative practice was undertaken in the final hour, with the 

participants introduced to do an unscripted roleplay in a group of five participants. 

They responded immediately using their previous knowledge from the mechanical and 

meaningful practices for a situational task given, which was to prepare a party. The 

teacher checked the participants’ understanding to ensure that they understood their 

roles and instructed them to not disclose information to the other members. In addition 

to compliment giving and responding, the participants were also asked to create a 

question in their mind as if they had problems with the role they had been given and 

whether they required suggestions from the group leader. The non–performing group 

observed the other group’s performance and was asked to comment on them after each 

roleplay. 

3.3.4  Tool design 

This study uses the concept of data triangulation in the data analysis. 

Therefore, three kinds of data collection tools were used to cross–reference the data 

and results as shown in Figure 3.3  

 

 

 

 

 

 

 

 

Figure 3.3  Qualitative and quantitative tools used in the study
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The quantitative tool used in this study was a pretest and posttest, which was 

the main tool used in the study. A pretest and posttest were used to check the 

participant’s improvements in their compliment response skills in Standard American 

English. The same questions were used in both the pretest and posttest, and contained a 

total of ten items. Each item presented a situation in which an interlocutor gives a 

compliment, then allowing the participant to record the response that they immediately 

thought of. The data from the pretest and the posttest were compared to assess the 

participants’ compliment response skills before and after the lesson.  

Next is the questionnaire which is a qualitative data collection method. The 

questionnaire data is descriptive as it contained open–ended questions. This type of 

questionnaire allows participants to freely express themselves (Dornyei, 2007), helping 

to reveal the participants’ opinions about the lesson, and how the activities affected 

their compliment response skills and other areas of language use. The questionnaire 

included four parts regarding their opinion on mechanical practices, meaningful 

practices, communicative practices, and the use of peer teaching.  

The final tool was the teacher’s diary. After the class the teacher noted to 

detail any major issues that occurred during the lesson. This was used to help clarify 

how the lesson went, to clarify the participants’ performance, and detail the teacher’s 

opinions about matters affecting the students’ learning process (Dornyei, 2007).  

 

3.4  Data collection 

The pretest was conducted in the first hour of the course while the posttest was 

undertaken in the final hour. The pretest and posttest data were compared after the end 

of the lesson. The participant questionnaires were completed after finishing the lesson. 

The answer could be written in either Thai or English. The teacher’s diary was written 

in Thai at the convenience of the teacher, and written after each day of learning. As far 

as possible, the teacher reported her observations during the class by specifying the 

participants with letter codes from A to J in order to monitor their performance on the 

first and second day of teaching. Some short VDOs were recorded during the activities 

to help remind the teacher to write about the conversations between the participants. 

The questionnaire answers and the teacher’s diary written in Thai were translated 

into English, with the accuracy of the translation checked by a professor and a native 

English speaker.
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3.5  Data analysis 

This study uses two methods to analyze the two kinds of data: coding was used to 

analyze the questionnaire and teacher’s diary data and descriptive statistics were used 

to analyze the pretest and posttest results. 

Coding was for the quantitative analysis, with descriptive statistics, especially 

percentages, applied to find and compare variations between the pretest and posttest 

results. The findings were used to answer the research question. The findings from 

comparing the pretest and the posttest results (quantitative data) may potentially be 

used to confirm the coding analysis results (qualitative data), as Dornyei (2007: 45) 

describes that mixed methods benefit from “…the strengths of one method can be 

utilized to overcome the weaknesses of another method used in the study.” 

The last method used in the present study is coding, which was used to 

thematically group the qualitative data. Coding helps to interpret and draw conclusions 

from the questionnaire and the teacher’s diary. Coding in qualitative methods refer to 

the way in which descriptive data is read and labeled with familiar words or phrases 

before being grouped into themes, which is then analyzed for potential conclusions 

(Dornyei, 2007). The coding in the present study looked into two main areas. The first 

main area sought to the analyze effectiveness of the CLT–based lesson in responding to 

compliments, while the second area analyzed the usefulness of peer teaching in the 

CLT classroom.



 

 

 

CHAPTER 4 

RESULTS 

 

Chapter four presents the results from the analysis of the pretest and posttest scores, 

the participants’ opinions, and the teacher’s diary. The findings from the comparison 

between the pretest and posttest scores provide evidence that the CLT–based lesson 

helped the participants improve their competence and performance in responding to 

compliments. Moreover, the participants’ opinions support the assertion that the CLT 

lesson was useful in this regard. The teacher’s opinion also showed evidence for the 

participants’ developing communicative competence while they were engaged in the 

CLT activities. 

 

4.1  Results from the pretest and posttest 

The pretest and the posttest data was collected from nine of the twelve participants 

who joined the activities from the beginning of the main study. Three of the 

participants were absent on the final day of the lesson so were excluded from the study.  

The research question for this study is “To what extent can CLT–based lessons 

improve skills in responding to compliments in Standard American English for the first 

year English major students at Ubon Ratchathani University?” To answer this, the data 

was analyzed by comparing the frequencies of all the compliment response strategies 

used by the participants in the pretest and posttest. The results are divided into three 

parts. The first part shows the frequencies that all the types of strategies that the 

participants used in the two tests. The second part compares the variation between the 

use of agreement and non–agreement strategy groups. The last part is an additional 

analysis on the two most common types of strategies used in the pretest and posttest; 

comment acceptance and comment history. The detailed analysis of these common 

strategies shows the extent to which the participants appropriately responded to 

compliments using the strategies they learned in class and made changes to for actual 

use after the lesson.
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4.1.1  Types and frequencies of all strategies 

The participants used ten types of strategies in the test. Based on the type of 

response, the pretest data shows nine types of strategies were used in total. In contrast, 

the posttest data shows that seven types of strategies were used.  

 

Table 4.1  Frequencies of all the types of strategies used in the pretest and posttest 

 

Pretest Posttest 

Rank 
Type of 

strategies 

Fre 

quency 
(%) Rank 

Type of 

strategies 

Fre 

quency 
(%) 

1 
Comment 

acceptances 
53 58.89 1 

Comment 

acceptances 
43 47.78 

2 
Comment 

history 
11 12.22 2 

Comment 

history 
27 30.00 

3 Scale down 9 10.00 3 Reassignment 10 11.11 

4 Qualification 5 5.56 4 Qualification 4 4.44 

4 
No acknow 

ledgement 
5 5.56 5 Return 3 3.33 

5 Reassignment 2 2.22 6 Disagreement 2 2.22 

5 Return 2 2.22 7 
Praise 

upgrade 
1 1.11 

5 
Praise 

upgrade 
2 2.22 8 Scale down - - 

6 
Question 

response 
1 1.11 9 

Question 

response 
- - 

7 Disagreement - - 10 
No acknow 

ledgement 
- - 

Total   Total   

 

The frequencies of strategy uses were different between the pretest and 

posttest. From Table 4.1, the pretest results show that the participants used comment 

acceptances the most (used 58.8 percent of the time), followed by comment history 

(12.22 percent), scale down (10 percent), qualification (5.56 percent), no 

acknowledgement (5.56 percent), reassignment (2.22 percent), return (2.22 percent),
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praise upgrade (2.22 percent), and finally question response (1.11 percent). The 

posttest results show that a different number of strategies were used while also 

different frequencies of those strategies. In the posttest, the most frequently used 

strategy was comment acceptance (47.78 percent). Other strategies used were comment 

history (30 percent), reassignment (11.11 percent), qualification (4.44 percent), return 

(3.33 percent), disagreement (2.22 percent), and praise upgrade (1.11 percent).  

The rank and percentage of strategy use in the posttest differs from those 

found in the pretest. That is to say, the frequency of comment acceptances decreased 

by 11.11 percent in the posttest, although it remained the most commonly used strategy. 

Meanwhile, comment history remained the second most common strategy, but with a 

higher frequency than found in the pretest. Reassignment was the fifth most commonly 

used strategy in the pretest, being used 2.22 percent of the time, but in the posttest it 

was the third most common strategy which was used 11.11 percent of the time. The 

scale down strategy was the third most common strategy in the pretest, but was not 

used at all in the posttest. Similarly, the no acknowledgement strategy with a use of 

5.56 percent in the pretest also disappeared in the posttest. On the contrary, 

disagreement did not appear in the pretest but was used in 2.22 percent of the responses 

in the posttest. Other strategies, namely, qualification, return, and praise upgrade saw 

no significant change in their rank and frequency. 

4.1.2  Agreement and non–agreement strategies 

The results also indicate differences between two groups of the strategies, 

namely, agreements and non–agreement. The strategies in the agreement group include 

comment acceptances, comment history, reassignment, return, and praise upgrade. The 

second group labeled non–agreement includes qualification, disagreement, scale down, 

question response, and no acknowledgement. While learning, the participants were 

encouraged to use the first type as they are common compliment response strategies 

used in Standard American English (Gajaseni, 1994: Cedar, 2006). After the analysis, 

the pretest and posttest results present decreasing use of the non–agreement strategy 

group. As shown in Table 1, the pretest shows that scale down, qualification, and no 

acknowledgement were used for 10 percent, 5.56 percent, and 5.56 percent of the 

responses respectively. Meanwhile, the non–agreement strategies were used in the 

pretest 19 times, or in 21.12 percent of the responses. In contrast, in the posttest results 

qualification and disagreement were the only non–agreement group strategies used in
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the posttest, with a total frequency of 6 times, or in 6.66 percent of the responses. 

These results show improvements to the participants’ skills in responding to 

compliments in Standard American English. 

4.1.3  Most frequently used strategies 

The most used strategies by the participants in both the pretest and the 

posttest were comment acceptances and comment history. As shown in Table 4.1, it 

was found that even before participating in the CLT activities, the study participants 

had a degree of awareness of appropriate ways to respond to compliments in Standard 

American English; the pretest results in Table 4.1 shows that the participants accepted 

compliments rather than refused them. Nevertheless, a closer inspection of their mostly 

used strategies showed that their previous knowledge or competence in responding to 

compliments was limited, and the CLT lesson helped to improve their previous 

knowledge about comment acceptances and comment history, while expanding their 

competence with other kinds of response strategies. 

4.1.3.1  Comment acceptance 

An analysis of comment acceptances indicates two variations in the 

use of them in the pretest and posttest. The first kind is comment acceptances with 

short expressions, and the second is comment acceptances with extended expressions.  

The length of expression is considered to distinguish between the 

two kinds of comment acceptance. Compliments accepted by uttering a single 

expression such as ‘Thanks,’ ‘Thank you,’ or ‘Thank you so much’ is defined as a 

short expression, which essentially consists of thanking without adding any other 

message. Conversely, acceptance with or without ‘thanks’ with an additional 

expression such as ‘Thank you, I’m happy to hear that,’ or ‘it’s nice of you to say so’ 

in the strategies is determined to be an extended kind of acceptance. 

The frequency of comment acceptances for both types shows a 

significant change of use for this strategy. After the lesson, the participants used short 

expression types considerably less, instead favoring more extended expressions (Table 

4.2)
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Table 4.2  Comparison of short and extended comment acceptances in the pretest  

                  and posttest 

 

Type of comment acceptances 
Pretest Posttest 

Frequency (%) Frequency (%) 

Comment acceptances with  

short expressions 
22 41.51 4 9.30 

Comment acceptances with 

extended expressions 
31 58.49 39 90.70 

Total 53 100 43 100 

 

From Table 4.2, comment acceptances were used in the pretest 53 

times, including 22 uses of short expressions (41.51%) and 31 with extended 

expressions (58.49%). By contrast, the posttest results show that comment acceptance 

was used a total of 43 times. This includes 4 comment acceptances with short 

expressions (9.30%) and 39 comment acceptances with longer expressions (90.70%). 

The results show that, after the lesson the participants used more 

extended expressions than short expressions. Nonetheless, while reviewing shifts in the 

way the participants used extended expressions after the lesson, it was found that the 

students’ style of expressions changed between the pretest and posttest. Table 4.3 

presents examples of the participants’ extended expressions. 

 

Table 4.3  Examples of extended expressions 

 

Extended expressions 

used in the pretest 

Extended expression 

presented in the lesson 

Extended expression used 

in the posttest 

– I wish to hear this, thank 

you so much. 

– Thank you for supporting 

me. 

– Thank you for admiring 

me. 

– Of course, I hope you  

– Thank you, it’s nice to 

hear. 

– Thank you, that’s very 

kind. 

– Thank you, I’m happy 

you think so. 

– Thank you, I appreciate  

– Thanks, I’m happy to 

hear that. 

– Oh! I’m happy that you 

think so. 

– Thanks, it means a lot to 

me. 

– That made my day,  
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Table 4.3  Examples of extended expressions (Continued) 

 

Extended expressions 

used in the pretest 

Extended expression 

presented in the lesson 

Extended expression used 

in the posttest 

enjoy that. 

– I really appreciate. 

– Thank you, I will 

continue attention. 

 

the compliment. 

– Thank you, I’m glad you 

like it. 

 

thanks. 

–Thanks, I can’t believe 

myself I can do that! 

– Thanks, and I want to 

learn more.  

– Thank you so much, I 

enjoy to do presentation. 

 

In the pretest, some participants expressed their acknowledgement 

of compliments by showing their expectation, such as ‘I wish to hear this,’ or showing 

gratitude like ‘I really appreciate.’ The posttest had extended expressions in the same 

manner, such as ‘I’m happy to hear that,’ or ‘I’m happy that you think so.’ Moreover, 

the participants used expressions that were not presented in the lesson. Expressions 

such as ‘it means a lot to me,’ or ‘I can’t believe myself I can do that’ indicate that the 

participants understood the purpose of the lesson. The participants used expressions by 

not merely copying what they learnt from the lesson, but by adapting expressions based 

on the compliments they were given. It could be said that the participants were not 

passive learners; rather they did not simply comply with the responses presented in the 

lesson, but instead gave further thought about the other potential expressions they 

could use to appropriately express their ideas. 

To conclude the variation in the use of comment acceptances, the 

participants preferred to apply short expressions in the pretest instead of extended 

expressions. However, in the posttest the participants clearly used more extended 

expressions than short expressions. Furthermore, the participants’ use of extended 

expressions developed from their own understanding that they had derived from the 

lesson. 

4.1.3.2  Comment history  

Another common strategy was comment history. The frequencies in 

Table 4.1 show that the participants made greater use of comment history after the
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lesson. In the pretest, the participants used comment history 11 times, while in the 

posttest they used it 27 times. The results therefore show that the use of comment 

history more than doubled between the pretest and posttest. The examples in Table 4.4 

indicate that the participants learned more than just new responses strategies from the 

lesson, but also creatively adapted and applied the strategies in the posttest.  

 

Table 4.4  Comparison of comment history use in the pretest and the posttest 

 

Comment history used 

in the pretest 

Comment history 

presented in the lesson 

Comment history used 

in the posttest 

- Of course, because I 

do my best, and before 

the show I practice 

every day. 

- Thank you, I really 

work hard for that. 

– I want[ed] it to be 

amazing! 

- Thank you, my win is a 

result of long hours of 

practice. 

-Thank you, it was a 

birthday present from my 

sister. 

– Thank you, I bought it 

for the trip to Chiang Mai. 

 

- I so thank you because 

I study very hard to get a 

good grade. 

– Thank you, I prepared 

for many days to get the 

best presentation. 

– Thank you, I got the 

recipe from my mother. 

– Thank you everyone 

for attention at my 

picture, it from my 

imagine!  

– Thank you, I have 

inspiration from my 

country to do this print. 

–I try to this menu many 

times and thank you so 

much.  

– Thank you, I find 

many interesting 

information to write it 

down. 
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From Table 4.4, the participants were able to provide more 

information for comment history in the posttest in comparison to the pretest. In the 

pretest the participants gave background about what they had done, such mentioning 

their hard work ‘I practice every day,’ or their desire to have a successful outcome, 

such as ‘I want[ed] it to be amazing.’ During the lesson the participants were presented 

with examples of comment history, and were encouraged during the practice to try to 

give information related to the object of the compliments, such as what, when, and how. 

The participants then creatively used comment history in the posttest by referring to the 

compliment object. For example, when a participant was given a compliment about a 

picture that he had drawn he responded by revealing how he obtained the idea for the 

picture by saying ‘Thank you everyone for attention at my picture, it from my imagine!’ 

[sic] in the posttest, or when a participant was complimented on her writing, her 

response referred to a writing method, “Thank you, I found many interesting 

information to write it down.” These pretest and posttest examples show the 

participants’ developing compliment response skills as a result of the CLT–based 

lesson. 

To conclude, CLT lesson helped to improve the participants’ 

competence and performance. Use of positive strategies such as comment acceptances, 

comment history, and reassignment strategies increased between the pretest and 

posttest. Meanwhile, negative strategies such as scale down, qualification, or no 

acknowledgement strategies were used less in the posttest. Moreover, the details of the 

participants’ performance in the posttest shows that they expressed their compliment 

acceptances more appropriately and used creative responses, as shown in the comment 

history. 

 

4.2  Participant opinions 

This section analyzes the participants’ opinions recorded in the questionnaire, 

which revealed two issues. The first issue was the effectiveness of the CLT–based 

lesson in improving the participants’ compliment response skills. The second issue is 

the usefulness of peer teaching. 
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4.2.1  Effectiveness of the CLT–based lesson in improving the participants’ 

compliment response skills  

Participants expressed their opinions in the questionnaire in either Thai or 

English at the end of the lesson. They were asked to give their opinions about the 

mechanical practice, meaningful practice, and communicative practice of the CLT–

based lesson. Their reviews were grouped into two topics; the role of mechanical 

practice in the CLT–based lesson; and the role of meaningful and communicative 

practice. 

4.2.1.1  The role of mechanical practice in the CLT–based lesson 

The participants’ opinions show that they considered the 

mechanical practice to be an indispensable component of the CLT–based lesson for 

two reasons. First, it helped them learn different kinds of responses, and second it 

helped them learn to distinguish between appropriate and inappropriate strategies. 

For the first finding, the participants believed that the mechanical 

practice as the first step in CLT–based lesson helped them understand appropriate 

compliment responses in Standard American English as shown in the following 

excerpts: 

Excerpt 1: This can help us to know thing that we’ve never knew 

         before about the responding compliments in English.   

         [In English, sic] 

Excerpt 2: It’s good. I got a lot of knowledge from this. Know how 

         to say responding that I never know before. [In English, sic] 

The participant in Excerpt 1 implied that the mechanical practice 

helped them to acquire new knowledge about compliment responses. Meanwhile, the 

participant in Excerpt 2 supported the notion that they acquired lots of knowledge 

about responding to compliments during the mechanical activities. Moreover, the 

participant in Excerpt 2 also revealed their positive attitude towards the activity by 

commenting ‘It’s good.’ 

Besides knowing about the different compliment responses to use in 

Standard American English, the participants realized the reasons why some types of 

compliments are considered inappropriate, and what can be done to make their 

compliment responses more appropriate.
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Excerpt 3: I have known about the good compliment responses   

which are different from Thai. In Thai we refuse compliment   

because we need to keep our manner, but in foreign country it is  

considered impolite. [In Thai] 

Excerpt 4: It’s not only saying ‘thank you very much’, we can  

extend our sentence to make the intent of conversation more clear.  

[In Thai] 

Excerpt 3 shows that the participant understood the use of 

appropriate compliment responses for Thai and non–Thai speakers. As appeared in the 

comment, the participant compared good responses on the basis of manners. The 

participant in Excerpt 3 realized that an acceptable manner in one place may be 

unacceptable in another place. Likewise, the participant in Excerpt 4 reflected on his 

own performance, stating that he preferred to use an extended expression than only 

utter a short expression to make the message clearer. According to the participants, 

adding more words in the responses helps avoid misunderstanding their intention. The 

explicit mechanical lesson made them know and be aware of using compliment 

responses. 

These examples concur with posttest results in finding increased use of 

positive strategies. When participants realized appropriate and inappropriate responses 

in Standard American English they changed their strategies to use more suitable 

responses.  

4.2.1.2  The role of meaningful and communicative practices 

The participants’ comments from the previous section presented the 

role of mechanical practice in the development of the participants’ communicative 

competence and compliment response performance. This section shows their opinions 

about the roles of meaningful and communicative practice. Four main themes were 

found from the participants’ opinions, related to their confidence, practice 

opportunities, authentic situations, and multiple skills. Excerpts of their opinions are 

shown and discussed below. 

Excerpt 5: I have a chance to practice and use knowledge about 

           compliment responses in a set up situation. I applied my knowledge  

for real use [in meaningful and communicative practices] and did  

not feel shy when making interaction. [In Thai]
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Excerpt 6: [During meaningful and communicative practices] I  

think about what kind of responses I should use. It helps me not to  

be nervous. I practice thinking and use what I have known. It’s  

useful to improve my skill. [In Thai] 

Excerpt7: I have prepared well through my thinking process. I have 

           confidence to speak and there was no struggle. [In Thai] 

Excerpt 8: Work with group. It’s look real. It’s made me feel that I  

have confident and it another way for up skill how to answer. [In  

English, sic] 

Excerpt 9: We hadn’t prepared anything [before the meaningful  

and communicative practices] and I felt so excited. The situation  

made us react immediately. It helped me practice fast thinking. [In  

Thai] 

Excerpt 10: I really appreciated this [communicative] part. It made  

me apply many skills especially responding to compliments and  

resolving problems. I was confident to speak and made interaction.  

This part of the CLT practices can be used in our daily life for real.  

[In Thai] 

Excerpt 11: This lesson improves my English so much. It shows  

the real situation. [In English, sic] 

From the above examples, the first point that requires emphasis is 

that the meaningful and communicative activities helped to increase the participants’ 

confidence during the CLT interactive tasks. Meaningful and communicative practice 

helped the participants increase their confidence in two ways, including preparing their 

ideas by practicing and preparing their performance with a person or group of people. 

The participant in Excerpt 5 said ‘I applied my knowledge for real use [in meaningful 

and communicative practices] and did not feel shy when making interaction. During 

the activities this participant was not reserved while doing the activities. The 

participants in Excerpts 7 and 8 also agreed in the same way that they now had the 

confidence to speak the language. The participant in Excerpt 7 noted that there was no 

struggle for her because she was well prepared throughout the learning process, while 

the participant in Excerpt 8 added that her confidence was a benefit for her when she 

joined the group practice. 
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Second, the meaningful and communicative activities gave 

participants the opportunity to completely engage in language practice. For example, 

the participant in Excerpt 6 expressed that their skill improved thanks to the 

opportunity to think and practice, with the participant stating ‘I practice thinking and 

use what I have known.’ This participant showed that such practice was useful for 

enhancing the target skill. This benefit of having the practice chance was confirmed by 

the participant in Excerpt 5 who emphasized the benefit of the opportunity to practice 

and use the knowledge in the meaningful and communicative activities. Moreover, the 

participant in Excerpt 10 revealed that ‘This part of the CLT practices can be used in 

our daily life for real,’ implying that the participant supported the notion that 

meaningful and communicative practices were useful because they believe that the 

skills honed in the practices are transferable to real use. 

Thirdly, communicative practice created strengthened positive 

attitude towards using English for the participants. The communicative activity was 

designed to be a situational–based imitation of a potential real–life situation. In the 

activity, the participants held conversations without the use of a prepared script. They 

could not predict what other participants would say, as mentioned by the participant in 

Excerpt 9 ‘We hadn’t prepared anything and I felt so excited. The situation made us 

react immediately.’ The activity allowed them to be ready at all times so that they 

would be able to promptly react. The participant in Excerpt 11 also thought that this 

situational based task in the communicative activity helped to enhance their English 

skills, stating “This lesson improve my English so much. It shows the real situation,” 

From these excerpts, a situational–based communicative practice was understood as a 

model of a real situation, with the participants feeling as if they were a central 

component of it. By this characteristic of the practice, the participant in Excerpt 10 

mentioned ‘I really appreciated this [communicative] part,’ showing that their positive 

attitude encouraged them to speak English. 

Lastly, multiple skills were enhanced during the meaningful and 

communicative practices. The participant in Excerpt 10 revealed that the activities 

helped to enhance many skills, namely in responding to compliments, solving 

problems in the tasks, and their thinking skills. According to the participant, the 

activities were appreciated since ‘It made me apply many skills, especially responding 

to compliments and resolving problems.’ This statement is similar to opinions
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expressed by participants in Excerpts 6 and 9, which stated that ‘It’s useful to improve 

my skill,’ and ‘It helped practicing on fast thinking, respectively.’ The activities 

promoted the participants’ thinking skills, which helped them immediately react during 

the conversations. The communicative activity therefore helped to enhance various 

skills in many areas of language use, not only those related to those targeted by the 

lesson.  

The excerpts in this section confirm that meaningful and 

communicative activities provided opportunities for the participants to practice using 

the target language. The activities helped to reduce their anxiety and increase their 

confidence to take part in the conversation. Situational–based tasks encourage 

participants to maintain their attention and continually make conversations to complete 

the tasks. In addition, the activities stimulated the participants to integrate multiple 

skills which is a necessary process for the participants to achieve the purpose of the 

lesson.  

4.2.2  The usefulness of peer teaching 

It was found from the comments from the participants that the use of peer 

teaching in CLT class provided two benefits, including mental support and learning 

support. All the participants agreed that peer teaching was helpful, with no participants 

expressing any negative attitudes about it. Sample excerpts from the questionnaire are 

discussed as follows. 

Excerpt 12: I practice together with friend. I don’t feel nervous or shy. [In 

      Thai] 

Excerpt 13: Partner will help teach me what I don’t know. We share our 

     different experiences to each other. [In English, sic] 

Excerpt 14: I know much more about positive responding and negative        

responding that very helpful and useful. Partner makes me feel relax. [In  

English, sic] 

Excerpt 15: We can help together, find information. We can consult and 

      share idea. [In English, sic] 

The above excerpts firstly reveal the usefulness of peer teaching by 

providing mental support. Besides the actual language practices discussed in 4.2.1 that 

helped to reduce the participants shyness and increased their confidence, pair work 

further helped them feel more relaxed and reduce their stress while doing the activities,
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as mentioned in Excerpts 12 and 14, “I don’t feel nervous or shy,” and “Partner makes 

me feel relax”[sic]. 

Next, peer teaching brought improved learning effectiveness. In the study 

participants expressed similar opinions about the important role of the interaction 

partners on providing information or sharing their experiences. The interaction partners 

‘help teach’ (Excerpt 13), and find information and act as a consultant (Excerpt 15). 

That is to say, peer teaching created a cooperative learning environment which is 

beneficial for learning. 

Altogether, the participants agreed that the lesson helped to improve their 

English skills, especially in compliment responses. The activities increased their 

confidence and developed their performance. The CLT–based activities also offered 

new experiences to the participants by encouraging them to interact with each other 

while making use of multiple skills. Finally, peer teaching was found to help support 

the participants’ feelings that they could learn autonomously, which contributed to 

their learning success. This final point will be discussed in the following chapter as it 

may contribute to a means of improving CLT in Thailand. 

 

4.3  Teacher’s observation 

This section presents the teacher’s diary data analysis, which indicated three issues, 

including the participants’ perceptions on appropriate compliment responses in 

Standard American English, the benefits of the positive atmosphere in the CLT 

classroom, and the effectiveness of peer learning. 

Firstly, it can be seen from the observation that the CLT activities helped the 

participants perceive the different uses of compliment responses in Standard American 

English and Thai. This exposure leads to the participants improving their strategies in 

Standard American English. For instance, according to the teacher’s diary recorded on 

March 26, 2018, there was a short video presented to the participants during the 

mechanical practice. The video showed styles of compliment responses that were 

considered appropriate and inappropriate for American people. After watching part of 

the video, the teacher asked a random participant about inappropriate strategies in 

Standard American English, and what she thought about that compared to Thai. The 

student suggested that there were some differences since in Thai it is acceptable to 

refuse a compliment and tell a person that someone else can cook better than them,
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while highlighting that these are unacceptable in Standard American English. The 

participant’s understanding of the difference between Thai and Standard American 

English implies that they learned an important lesson from the video and was able to 

make a comparison between what is expected in the two cultures. 

Secondly, instances of the participants’ interactions provided evidence for the 

positive atmosphere created by the CLT classroom, with the atmosphere providing 

benefits to the learning process for the participants. The coding from the teacher’s 

diary dated March 26, 2018 and April 4, 2018 indicated that the CLT activities created 

a non–threatening, friendly, cooperative and supportive atmosphere. This highlights the 

participants’ motivation during the lesson to participate in the lesson and complete the 

tasks. For example, during the communicative activity one participant tried to make 

conversation, with the Teacher’s notes revealing that Student H was able to make 

better use of English in the interaction in comparison with the previous task. The notes 

continue that he appeared more relaxed and that he teased Student D in a way which 

made the other participants laugh [Teacher’s Diary, April 4, 2018]. It can be seen that 

during the activities the participants appeared to enjoy themselves while they were 

engaged in the CLT task. Moreover, the participants were eager to prepare themselves 

before starting the roleplay, as mentioned in the diary on April 4, 2018 that the 

participants showed an interest when they saw the teacher preparing the materials for 

use in the activity. 

In addition, as revealed in the teacher’s diary, the participants appeared excited to 

do an unscripted roleplay and seemed enjoy preparing and the room for the situational 

acting. The data shows that the activity was useful for different kinds of learners and 

for the mixed–ability group. The teacher’s diary dated April 4, 2018 suggests that 

during the situational–based task, the skilled participants tried speaking naturally when 

interacting with the other participants. Participants with limited speaking fluency 

appeared to be motivated to express themselves by using short phrases or repeating 

utterances to complete an interaction. For example, the teacher’s diary states that a 

transcribed section of the VDO recorded on April 4, 2018 shows that Student F was 

unable to firmly carry a conversation, but instead tried to speak very slowly and used 

non–verbal language, ‘The paper cannot… ummm…stick…(use her finger tapped on 

the board)…the board’ [Teacher’s Diary, April 4, 2018]. Student D could therefore 

guess what Student F meant and provided some suggestions for Student F. This
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instance of language use can be explained by Student F trying to push herself to speak 

and finish the conversation. The positive atmosphere during the CLT activities helped 

the participants to be unafraid of making speaking mistakes, and they instead firstly 

tried to convey meaning. In brief, the positive learning atmosphere created by CLT can 

bring success to learning because it helps the participants of differing abilities to have 

the opportunity to develop their communicative competence at their own pace and 

without external pressure. 

Lastly, peer learning helped activate success on the CLT tasks. For example, 

during the meaningful practice the teacher’s diary records that on April 4, 2018, 

Students H and I worked as a pair. Each freely selected an object prepared by the 

teacher and instantly roleplayed giving compliments and responding to compliments, 

taking the roles in turn. When Student H became silent during a roleplay, Student I 

raised another topic to encourage Student H to speak [Teacher’s Diary, April 4, 2018]. 

If Student I had of ignored what was happening and allowed Student H to remain silent, 

Student H would have lost the opportunity to fully participate and would have been 

unable to complete the task. Peer teaching in mixed–ability groups allowed the higher 

skilled participants to help the lower skilled participants. Besides, the other example is 

found in a communicative task that required cooperation from all the group members. 

In this task, the participant leading the group activity had an important duty to ensure 

that the whole group completed the task. As stated in the teacher’s diary on April 4, 

2018, Students C and D were selected by the teacher to lead each group because they 

had the ability to solve problems quickly and were able to control the situation well. 

Members in both groups were encouraged to respond to compliments and were pushed 

to ask for suggestions from the group leaders. From the teacher’s diary, following the 

leaders of each group, all the participants tried using English at their own ability levels 

to help their team complete an instant conversation. This learning therefore can 

enhance participant language use and help the participants successfully complete the 

tasks.  

To conclude this chapter, the findings show that the CLT–based lesson helped the 

participants improve their competence and performance. The participants learned to 

understand how to appropriately respond to compliments in Standard American 

English. Use of positive strategies increased at the expense of negative strategies 

during their performance. It was found that mechanical practice helped the participants
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to acknowledge practicable strategies in Standard American English. Meaningful and 

communicative practices developed the participants’ confidence to use language, gave 

practice opportunities through a situational task, and enhanced various skills of the 

participants. It is also evident that peer teaching contributes to the effectiveness of CLT 

lessons by providing learning and peer support for the participants.



 

 

 

CHAPTER 5 

DISCUSSION 

 

In this study, it was found that using CLT–based lessons can enhance compliment 

response skills in Standard American English for the participants in their first year 

studying on the B.A. program in English and Communication at Ubon Ratchathani 

University. This chapter discusses issues related to this finding. Firstly, the 

effectiveness of the CLT lesson in improving students’ competence and performance in 

responding to compliments will be considered. Then, the chapter will focus on issues 

related to the design of CLT activities used in the study and the role of motivation in 

CLT will also be discussed. Finally, the discussion will shed light on how peer 

teaching helped CLT achieve its goals in the present study. 

 

5.1  Effectiveness of CLT in improving the participants’ skills 

The study shows that there are two issues regarding the effectiveness of using a 

CLT–based lesson. First, it was found that the participants improved their compliment 

response skills via the CLT activities. This finding helps confirm the theoretical 

benefits of CLT in that the study participants first learned the target form and function 

of English compliment responses before using that this knowledge of appropriate 

compliment responses in Standard American English. Besides improving the 

compliment responses, the participants’ other language–related skills also been 

developed. These two points will be discussed separately as follows. 

5.1.1  Effectiveness of CLT in improving the target skill 

CLT activities helped the participants improve their compliment response 

skills in terms of competence and performance. Before discussing this point, there is an 

additional issue about the participants’ existing knowledge which must be clarified to 

aid with discussing the effectiveness of CLT in the present study. 

As shown in the pretest results, most of the participants were aware that they 

should accept the compliments. However, they had limited strategies to make the 

responses more effective. During the pretest it was found that the participants used 

some positive responses more than negative responses, even before learning about
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them during the lesson. These positive responses are common kinds of responses in 

Standard American English. The results of the present study is different the findings of 

previous studies. According to Gajaseni (1994) and Cedar (2006), when compliments 

were given, Thai students had a tendency to use negative responses more than positive 

responses. The different result found in the pretest of the present study suggests that the 

participants had awareness, to a certain extent, of cultural differences in responding to 

compliments. This awareness of the differences can be explained in two ways. 

To begin with, the participants were explicitly told before the pretest that the 

study concerned compliment responses in Standard American English. This may have 

aroused their awareness about selecting appropriate responses before the pretest as they 

were aware of their existing competence and what the research was interested in. In 

contrast, the research objectives in previous studies may not have been explicitly 

presented to their participants.  

Apart from knowing what they would learn from the lesson, which could 

influence how they responded in the pretest, it must be noted that the participants were 

first year English major students in their second semester at the time of the study. This 

makes them different from the non–English major students in Gajaseni’s study (1994) 

and the international students studying on an ESL program at Boston University in 

Cedar’s study (2006). This contextual difference might explain the fact that the 

participants in the present study were able to respond more appropriately, even before 

taking the lesson. 

Nevertheless, despite the students’ previous knowledge and awareness of the 

study’s focus, their competence and performance remarkably improved after the lesson. 

To account for this, the effectiveness of CLT will be discussed in terms of both 

competence and performance (Jacobs and Farrell, 2003; Richard, 2006). The 

participants’ previous knowledge or competence was enhanced by the lesson. In this 

study, the CLT–based lesson introduced the participants to a variety of strategies to 

ensure that they achieved the linguistic input or the target form from the carefully 

designed mechanical CLT activities. Such mechanical activities are necessary for the 

students to acquire before engaging in more challenging social activities (Harmer, 

1982; Littlewood, 1983; Richards and Rodgers 1986; Savignon, 1991; Richards, 2006). 

Without the mechanical activities the CLT learning may not be as successful, with 

Bock (2000) and Hiep (2007) find that it was impossible to use CLT in their
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classrooms, yet they provided no evidence that they made use of mechanical practice.  

The participant’s performance, which is the main focus of CLT, also 

improved (Littlewood, 1983; Savignon, 1987; Richards, 2006). This was the result of 

the meaningful and social activities which followed the mechanical practice. During 

these activities, in a given situation the participants had to immediately make a 

decision to use an appropriate strategy. As a result, the activities allowed the 

participants to apply their knowledge or linguistic competence by responding in real 

time during situational practices. This impromptu use of the target form helped to 

improve their performance in responding to compliments. According to Littlewood 

(1981), realizing that linguistic knowledge of the target language is required in addition 

to opportunities to use the function in communicative and social situations are essential 

to acquire the target language.  

To conclude, the participants’ competence and performance improved as a 

result of the effective CLT activities. 

5.1.2  Effectiveness of CLT in providing the participants with opportunities to 

use multiple skills  

The second effectiveness point is that the participants had the opportunity to 

develop other English skills while engaging in the CLT activities. Theoretically, 

learning a language through CLT is a way to ensure that learners acquire a range of 

skills that are required for effective communication (Littlewood, 1981; Richards and 

Rodgers, 1986). Researchers such as Maley (1986) and Savignon (1991) propose that 

through CLT, students can integrate their old and new knowledge in L2 to use English 

in different situational tasks of prepared and impromptu practices to realize their 

communicative goals. The effectiveness of CLT is found in the results of the present 

study. As found in the questionnaire data, the participants showed that the CLT 

activities allowed them to apply their existing and new knowledge and skills in English 

during the communicative activities. The lesson in the study focused on compliment 

responses. In real life communication, compliment response strategies are only a part 

of the many functions of language use that are required to fulfill a certain 

communicative event. Therefore, the CLT lesson ensures that the participants had 

opportunities to practice other functions of L2, namely greetings, small talk, asking for 

suggestions, and bidding farewell, despite these not being explicitly taught during the 

lesson. This opportunity to use other English skills supports the proposed advantage of
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CLT in that it provides providing chances for learners to make use of various skills in 

L2 to complete tasks designed to mimic real life situations (Littlewood, 1981; Maley, 

1986). CLT therefore does not merely help develop the target function of L2, but also 

helps learners practice using the other English skills that exist in their repertoire.  

 

5.2  Potential design of CLT–based activities 

Previous studies suggest that there are difficulties in implementing CLT concepts 

in Asian contexts (Bock, 2000; Hiep, 2007). However the present study shows a 

different result. The success of using CLT in the classroom in this study is the result of 

carefully designing a careful the activities according to three main considerations. First, 

a step–by–step design helped to strengthen L2 learning and acquisition. Second, all the 

tasks were designed based on contexts familiar to the participant, and finally CLT is 

adaptable for different levels of language ability and is flexible with no fixed rules 

meaning that it is not out of the reach of other teachers to try using.  

To begin, an appropriate sequence of practices facilitates the implementation of 

CLT. In CLT, students should be provided essential knowledge or small practices 

before expecting them to perform more complex tasks (Littlewood, 1981; Richards and 

Rodgers, 1986; Jacobs and Farrell, 2003; Richard, 2006). Every activity in this study 

was designed to follow sequential steps. First, the whole lesson consisted of three 

practices; mechanical, meaningful, and communicative practices. Each practice helped 

to support the following practice, as previously discussed. Moreover, this idea was 

used to design of all the roleplays, in which the first step of the roleplay allowed the 

participants to read and practice with the script that had been prepared by the teacher. 

Second, the participants wrote their own scripts with a peer and then learned the script 

for the roleplay. Finally, the participants would then perform an immediate and 

unscripted conversation roleplay, thereby fulfilling the ultimate goal of CLT. If the 

teacher suddenly asked the participants to do the final roleplay without the previous 

two steps, the participants may have become confused and subsequently fail the task, 

not because they are unable to use English, but because of being unsure about what to 

do. Designing CLT activities following sequential steps gives the participants essential 

knowledge and opportunities to practice in small practices before engaging in more 

challenging communicative or social activities (Littlewood, 1981; Richard, 2006). In 

brief, CLT activities require a step–by–step design to help learners gradually develop
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their competence which can help their performance, and vice versa.  

Another point related to the success of CLT in this study is the consideration taken 

to ensure the learners were given appropriate tasks. This present study’s successful use 

of CLT relied on the sequence of the activities and task familiarity. Their engagement 

with the pre–task activities meant that the participants were familiar with the 

situational tasks. Moreover, familiarity with the topic helped them draw on their own 

background knowledge and previous experience to use in the task, such as an activity 

set at a party and conversation in their daily lives. Hiep (2007) claimed that CLT was 

ineffective, although it is unclear what roleplay situation was selected by the teachers 

during the study. Hiep (2007) found that a teacher used a newspaper and tried asking 

the students to conduct a prompt discussion in English about the newspaper content. 

The teacher claimed that the use of the CLT–based task was not successful. In this 

instance, the student’s unfamiliarity with the topic may account for this failed attempt 

to use CLT. Other studies also show that teachers report difficulty in using CLT–based 

tasks in the classroom due to the classroom’s context. According to Bock (2000) and 

Hiep (2007), students lacked the motivation to work cooperatively using English 

because the classroom conditions did not support CLT learning. For example, ill–

equipped classrooms without a writing board or projector, or noisy classrooms had 

negative effects on doing CLT activities. In contrast, this study found that additional 

tools were not required to do the CLT activities, with the teachers only requiring some 

paper, inexpensive materials and ensure that each student has the opportunity to 

practice using English in the classroom.  

In addition, CLT concepts should be adaptable and flexible to use with mixed 

ability learners (Finocchiaro and Brumfit, 1983). For example, drilling may be used or 

use of the learner’s native language may be acceptable for practical purposes. The 

lesson in this study did not begin with having the participants undertake a roleplay or a 

group discussion in English. Instead, the teacher first explained the details of the lesson 

before proceeding to make small discussions, during which the participants were 

allowed to use Thai. L1 use during early activities in the classroom is acceptable since 

it helps to pave the way for a more effective implementation of the main activities. 

From the teacher’s observation in this study, the participants discussed or spoke in Thai 

to understand the concept of the activities. Later during the roleplay, none of the 

participants use Thai to interact with their peers. Although some participants had
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limited English abilities, they tried using only English during the roleplay. Thus, the 

use of Thai to explain the activities helped the participants to clearly understand the 

tasks. They subsequently derived benefit from their comprehension so that they could 

effectively perform during the roleplay. 

The design of CLT lessons should therefore consider using sequential activities, 

the students’ familiarity with the topics, and use a flexible approach to use CLT 

concepts. Sequential activities help to gradually develop the students’ understanding of 

the lesson content. Meanwhile, an effective CLT lesson design also motivates the 

learner’ motivation to engage in the activities. The participants’ learning motivation 

will be discussed in the following section. 

 

5.3  Learning motivation in the CLT classroom 

The CLT classroom promoted learning motivation for the participants, which 

played an important role in sustaining their engagement while using English in the 

CLT activities. This study found two sources of motivation in the CLT classroom. The 

first source is that the participants were motivated as they were given control over their 

engagement with the activities, while the second is related to their confidence. The 

participants were motivated to use English because they became more confident due to 

the step–by–step sequential design of the activities.  

 The participants were encouraged to use the target language during the situational 

tasks which were similar to real events. During the task, the participants asserted that 

they felt able to immediately draw from many skills so that they could deal with 

unprepared interactions. After the instruction, the participants were left to decide how 

they would participate in the activity independently to complete the activity goal. 

Through this, they were forced to develop a sense of self–determination. Dornyei 

(1998) posits that self–determination refers to the way that learners participate in an 

activity with a desire to engage, make their own choices, or rely on taking 

responsibility for their own learning, whether or not it is successful. Dornyei (1998) 

believes that this self–determination leads to motivation to learn L2. Self–

determination is a main principle in the implementation of the CLT activities in the 

present study. During the social activities the participants had to make their own 

decisions and plan to conduct a conversation without control from the teacher. The 

participants performed well in terms of their fluency and accuracy, as well as their
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willingness to participate in and complete the task. Their motivation came from free 

thinking and autonomy as was revealed in the questionnaire data. Hence, the self–

determination developed by the social activities lead to motivation, which in turn 

contributed to the success of the CLT lesson. 

The other source of motivation is concerned with the student’s confidence to use 

English. Linguistic self–confidence motivates a person to learn and use L2 (Dornyei, 

1998). This study shows that all the participants had the confidence to use language to 

communicate in the final stage of the CLT activity. The participants declared in the 

questionnaire that they felt confident to speak and make interactions, and they also did 

not feel shy to use language. The participants believed that they had an ability to use 

the language thanks to the mechanical and meaningful activities. Meanwhile, their 

confidence brought about the necessary motivation for them to perform in the tasks. 

 To conclude, motivation is another important factor for effective learning in CLT. 

The participants learned sequentially and were allowed to take full responsibility to 

control tasks themselves. All together, these elements helped them to gain the 

confidence that supported their motivation. 

 

5.4  Peer teaching and the success of CLT for Thai students 

 Peer teaching is an inevitable part of the success of CLT in a Thai context. The 

CLT classroom in this study required the students to work with partners, although this 

arrangement needs careful thought, not merely to match the students who work 

together. Arta (2012) states that to make the task goal achievable, students with high 

and low abilities should be matched together. The present study found that the learning 

was generally successful with a mixed ability group. Good students helped to reduce 

their peer’s anxiety during the lesson, since the lower ability partner felt comfortable to 

ask their partner questions instead of feeling uncomfortable while asking the teacher. 

The participants stated that they did not feel nervous while working with their 

partners. Rather, they felt relaxed doing the tasks together, with the teacher available if 

they required additional assistance (Richards and Rodgers, 1986). Pair group work 

helped to bring about a positive atmosphere, and it was notices that the participants 

appeared to enjoy doing the tasks and tried to create conversations using humor. This 

atmosphere of a CLT classroom is expected to reduce anxiety (Arta, 2012). According 

to Basilio and Wongrag (2017), anxiety is the main problem for Thai students, with it
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obstructing their learning, especially their speaking. This study shows that the use of 

peer teaching in CLT helps reduce anxiety in the classroom. From this, it can be 

concluded that peer teaching is necessary for successful implementation of CLT in 

contexts similar to the present study.  

To conclude, the present study shows that the CLT activities are effective at 

enhancing the participants’ compliment responses in Standard American English, 

which was the target function of English in the study. In addition, the less helped the 

participants to elicit and apply their existing English skills to complete the 

communicative tasks. Finally, motivation and peer teaching are important supporting 

elements that helped the participants to successfully complete the learning.



 

 

 

CHAPTER 6 

CONCLUSIONS, LIMITATIONS AND  

IMPLICATIONS OF THE STUDY 

 

Influenced by the concept of communicative competence (Hymes, 1971; Canale 

and Swain, 1980) and previous studies using CLT in L2 classrooms (Littlewood, 1981; 

Harmer, 1982; Taylor, 1983; Maley, 1986; Savignon, 1987; Jacobs and Farrell, 2003; 

Richards, 2006), this study was conducted with an aim to teach compliment responses 

in Standard American English to English major students at the Faculty of Liberal Arts, 

Ubon Ratchathani University. Previous studies found that this particular language 

function is differently expressed in Standard Thai and Standard American English 

(Gajaseni, 1994; Cedar, 2006). 

 

6.1  Conclusion 

This study found that the CLT-based lesson helped to improve the participants’ 

performance of appropriately responding to compliments in Standard American. This is 

supported by the posttest results which show that the students used fewer negative 

responses than positive responses, which is expected in Standard American English. 

The findings were discussed in terms of CLT activity design, multiple skill 

development, learner motivation and confidence, and peer teaching. 

 

6.2  Limitations and implications 

The present study indicates that the CLT-based lesson is effective at enhancing the 

participants’ target language function. Nonetheless, since the present study was 

conducted with a small group of participants which aimed to verify the use of 

sequentially designed tasks only, future research should focus on using all the steps of 

CLT tasks with bigger class sizes. One problem that Thai learners of English face is 

that the class sizes are too big, making it difficult for teachers to ensure that all students 

can effectively engage in CLT activities. However, the present study shows that peer 

teaching can be used to support CLT practices, while peer teaching also encouraged the
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participants to take responsibility in their learning roles. Therefore, with carefully 

designed activities CLT may be beneficial for other Thai EFL classroom contexts with 

large numbers of mixed ability students.
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