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AbstractThe results of an ethnographic study on literary 

circles in Indonesian vocational secondary schools' English 

reading lessons are detailed in this article. The empirical 

results demonstrated that students actively participated in 

text selection, role assignment, and text meaning 

construction via sharing-and-discussion sessions. These 

activities were grounded in micro-interactional, thematic, 

and discourse analyses. Furthermore, the empirical data 

showed that by discussing selected texts with others, 

individuals might acquire a diverse set of lexico-

grammatical skills. Genre and lexico-grammatical 

characteristics, as well as topic knowledge (vocational 

subjects), may be shared and discussed via this group 

discussion exercise. Accordingly, literary circles might be 

a great way to help students improve their language skills 

and subject understanding. Not only could students 

enhance their subject knowledge via role scaffolding from 

instructors and peer assistance, but they could also explore 

other aspects of the language, such as the context-based 

use of lexico-grammar in texts. This data lends credence to 

the idea that literary circles may be an effective tool for 

fostering student-teacher collaboration and establishing a 

sense of belonging in intense reading programs. 
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Introduction 

 
Reading comprehension and intense reading programs are 

widely used by English instructors in Indonesian vocational 

secondary schools (Widodo 2015a, b). It is my observation 

that many reading courses that focus on intense reading use a 

strict question-and-answer format. Students' comprehension 

of certain reading materials, such as textbooks or those 

prescribed by teachers, may be tested using these activities. 

Without engaging in any kind of dialogic discussion, pupils 

are only given materials and instructed to answer questions. 

Intensive reading courses sometimes use multiple-choice tests 

to assess students' reading comprehension skills; in these 

tests, the instructor sometimes provides the correct answers 

(Wi-dodo 2015b). Whether pupils are taking a reading 

comprehension exam or just starting to read, an intense 

reading exercise like this doesn't tell the difference. 

Traditional reading comprehension exercises like these don't 

provide pupils a chance to discuss what they've read or the 

linguistic skills they've picked up from books. In a nutshell, 

high-stakes reading tests do not foster an atmosphere where 

children are encouraged to read collaboratively and 

participate in interactive reading projects. Reading programs 

for EFL or EAL students often recommend literary circles or 

small peer-led discussion groups for this same reason. 

Literature circles provide students a platform for dialogic 

comprehension and meaning-making of texts, according to 

recent prior research (e.g., Rowland and Barrs 2013; Shelton-

Strong 2012). Despite the fact that literary circles have been 

well recognised throughout 
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ESL context, the implementation of this instructional 

method in the EFL context remains under-explored. To fill 

this gap, this article reports findings drawing on an 

ethnographicclassroomresearchprojectontheadoptionof 

literature circles in two Vocational English (VE) reading 

classes. Two research questions guide this study: 

(1) In what ways do students engage in literature circles 

or small peer-led discussion group activities? 

(2) Whatarestudents’reactionstotheseactivities? 

 

 

ReadingasaSocio-cognitiveProcessandMeaning 
Making 

 
In the field of second language acquisition, reading has 

been extensively studied from several theoretical angles, 

including cognition, linguistics, literacy, and social 

psychology, to name a few. The cognitive process known 

as word decoding is involved. Learning a second language 

with a drastically different writing system, like English and 

Thai, makes this process more challenging for kids (Nation 

2009). As pupils improve their reading skills through 

repetition, decoding words becomes second nature to them. 

Understanding and interpreting meanings, communicating 

with these meanings, and seeing how texts (words, phrases, 

and sentences) are structured and organised are the 

following steps in reading. Students work on meaning 

creation, which has three interdependent parts, as their 

reading fluency improves. See Hedgcock and Ferris (2009) 

for a list of these: text as writer representation, reader as 

meaning builder, and context as social discourse or 

activity. Students have diverse cognitive processes when 

reading the same material, even if they share an experience 

of it socially. Thus, it is imperative that English instructors 

acknowledge the socio-cognitive complexity of their 

students. This shows that reading involves more than just 

decoding and understanding grammar and vocabulary in 

context; it's also about making sense of how these 

linguistic resources are put together to convey meaning. 

According to Mickan (2013), reading is a socially situated 

activity that involves producing meaning via dialogic 

engagement with texts. 

 

 

 

LiteratureCircles 

 
Intheliterature,literaturecirclesarealsoknownasreading 

circles and book clubs (Daniels 2006). For term consis- 

tency, literature circles are used throughout this article. 

Thisconceptissimplydefinedasreadinggroupsorclubs 

where students choose their own reading materials from 

differentgenres(e.g.,books,articles,poems)andtexttypes 

(e.g., narratives, procedures, discussions), form a small 

group, and ‘‘meet regularly to share ideas, feelings, ques- 

tions, connections, and judgments about books [other 

reading materials] they had read’’ (Daniels 2002, p. 7). 

Literature circles are also defined as ‘‘student-led book 

groups or clubs’’ in which students assume responsibility 

for their own learning (Cameron et al. 2012, p. 1). This 

term also pertains to ‘‘small-group literature discussions’’ 

in which ‘‘small groups of students who read the same 

book’’ (or several books related to a single theme), and 

then meet to discuss their understandings with one another 

(Mart´ınez-Rolda´n and Lo´pez-Robertson 2000, p. 271). 

Shelton-Strong(2012)addsthatliteraturecirclesare ‘‘small 

peer-led discussion groups, involved in reading the 

samepieceofliterature,andwhocometogetherona regular 

programmed basis to share interpretations of what they 

have read’’ (p. 214). In this activity,reading materials 

canbebothfictionorliterarytexts(e.g.,poems,novels) and 

non-fiction or non-literary texts (e.g., journal articles, 

newspaper articles, a chapter in a textbook); however, the 

choice of texts depends on ‘‘critical issues and experiences 

in readers’ lives and ‘‘provokes deep reflection, question- 

ing,anddiscussion’’(BrabhamandVillaume2000,p.279). 

Literaturecirclesserveasamediatingvehicleforstu- dents to 

generate ideas, raise questions or curiosities, and 

enableadiscussiontoemerge.Itisimportanttobearin 

mindthatitisnotteacher-ledlistofquestionsframinghow 

groups of students read, share, and discuss what they have 

read (Brabham and Villaume 2000). A literature circle as 

instructionalscaffoldingalsoprovidesasocialspacefor 

students to engage in an active reading activity by talking 

aboutthetextbeingread,respondingtoit,sharingwhat they 

have learned from the text, and discussing their own 

questionsandinterpretationsofthetextwithinacertain 

readingcircle.Thus,intheliteraturecircles,studentsengagenot

merelyinreadingactivitiesbutalsoincon- 

versationalencounters. 

 

 

Previous Studies on the Adoption of Literature 
Circles 

 
Over the last three decades, a considerable body of 

empirical research has been undertaken to examine the 

adoption of literature circles in first-language (L1) literacy 

contexts where this reading model has been deployed to 

teach extensive reading. Some previous studies havelooked 

at the effects of literature circles in reading com- 

prehension programs. For example, Mark (2007) investi- 

gated how book discussions were employed to enhance 

first-yearJapaneseuniversitystudents’extensivereading 
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and to inspire people to take a fresh look at a book. Students 

at the intermediate level were given the option of reading the 

assigned material either in the efferent mode, which centres 

on the book's facts and details, or in the aesthetic mode, 

which draws on the reader's own experiences, based on the 

data collected from the survey questionnaire. The pupils 

improved their reading speed and had a favourable 

impression of lengthy reading. Mark came to the conclusion 

that literature circles were effective for university-level 

English as a foreign language students.  

Nolasco (2009) conducted research on the effects of 

literature circles on fifth graders' understanding of non-

fiction works, which in turn improved their ability to grasp 

expository scientific writings. Literature circle conversations 

were the focus of this 6-week research involving 26 fifth 

graders from a public school in a suburban area of the United 

States. When students worked together in literary circles to 

analyse expository scientific materials, the results showed 

that the method was helpful for learning. This research 

provided evidence that literary circles improved students' 

ability to understand what they read for school. Also, 

McElvain (2010) used an experimental methodology to look 

at how to successfully improve ESL students' reading 

comprehension in English-only classes. One hundred and 

fifty fourth and sixth students took part in the transactional 

literacy circles (TLCs) program as part of this experimental 

research. Reading comprehension was improved by the 

TLC, according to the results. When compared to the control 

group, the experimental group's pupils did better on reading 

assessments. Additionally, at 7 months, they showed a 

considerable improvement in reading grade level. Reading 

engagement and motivation significantly impacted reading 

self-efficacy, confidence, and desire to participate in class 

discussions, according to empirical data derived from 

teacher interviews and student questionnaires.  

To find out whether literary circles may help students 

improve their reading comprehension, Canals (2011) 

conducted an action research study. Following in-depth 

conversations in their literary circles, eighth graders were 

invited to use Bloom's taxonomy to build higher-level 

thinking questions. Research demonstrates that students' 

reading comprehension and critical thinking skills improved 

after participating in literary circles, which encouraged 

dialogic reading, group discussion, and the development of 

higher-order thinking questions. Shelton-Strong (2012) 

conducted a qualitative research that looked at the effects of 

literary circles on students in an intensive reading class at the 

ages of 13–17 in Vietnam. The students in the class ranged 

from those who were struggling academically to those who 

were doing better. For 24 weeks, the people taking part in 

the research read full-length novels and with the help of 

instructor and peer assistance, took part in a group 

discussion. Students with a higher level of proficiency saw  

 

the greatest gains in reading speed and comprehension when 

they participated in literary circles that focused on extended 

reading. Crucial skills like collaborative learning, new 

vocabulary, joint understanding, and speaking via group 

discussion were also acquired by this comprehensive reading. 

Despite feeling challenged to maintain engaging, lower-level 

students enjoyed and found the literary circle discussion 

helpful in discovering their voice. Students in both the upper 

and lower levels felt that the literary circle-based intensive 

reading exercise was beneficial. A recent study by Rowland 

and Barrs (2013) looked at how 57 college students in Japan 

felt about using role-based textbook activities in their typical 

English reading sessions. Three main results were reported: 

(1) the advantages of cooperation, (2) performance pressure, 

and the transfer of responsibility, all within the context of 

interpretive action research. Students were able to take 

ownership of their textbooks, face positive and negative 

performance pressures, develop confidence in one another, 

and provide a hand during group discussions thanks to the 

role-based, small group method, according to the empirical 

results. The latest research by Rowland and Barrs gives us 

hard data on how literary circles work in Asian reading 

courses. This research provides some justifications for the 

implementation of literary circles by drawing on these earlier 

investigations. First, there has been very little research on 

literary circles in vocational secondary schools, despite their 

use and study within extended reading pedagogy (Shelton-

Strong 2012). The second justification is to find out whether 

students can actively participate in reading with the help of 

English language media via an intense reading program that is 

centred on literary circles. In addition, by putting this concept 

into action, we may get actual information about how well it 

performs in a VE reading classroom. Students gain agency as 

meaning producers and expand their vocabulary via reading 

circles, as pointed out by Duncan (2012). These points need 

careful examination in a VE reading class. Literature circles, 

as an instructional scaffolding strategy, can help meet the 

pressing requirement of improving students' attitudes towards 

and motivation for reading. Finally, to assist students acquire 

rich reading experiences, teachers should have them 

investigate works that relate to the lesson's subject or topic 

and then discuss their findings via literature circles. 

Individuals are encouraged to interact with texts via this 

personalised learning. The source is Holloway (2011), page 

22.  
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TheStudy 

 
ResearchSiteandDesign 

 

During this 13-month fieldwork, a vocational secondary 

school in Banyu-wangi, East Java, Indonesia was selected 

using purposive sampling. The author was able to gain 

entry to this school, and it offered two areas of study, 

including accounting and hotel hospitality. Following a 

pre-study briefing with school administrators and an 

English teacher coordinator, the current study's aims were 

also in agreement with the school's. So, I was able to do 

ethnographic research with pretty simple access to this 

institution. This research was an anthropological field 

study that sought to examine the everyday experiences of 

educators and their pupils within the context of a school. 

Due of my year-long immersion in a school community, 

an anthropological technique was used for this. I was able 

to see the school and classroom activities up close and 

personal thanks to this immersion (Feldman 2011). On a 

frequent basis, I visited the school, observed classes, and 

interacted with instructors and kids both in and out of the 

classroom. Because of these regular interactions with 

other students, I was able to integrate into the school 

community. In order to better understand the participants 

and their experiences, I pretended to be an outsider and an 

insider to the area while doing fieldwork (Bruce et al. 

2011). I took on the character of an impartial observer due 

to my status as an outsider. In the classroom, I watched 

the English instructors as they instructed their students in 

reading. The instructor and students involved in the study 

had no problem with my filming and audio recording of 

every class time since I had their consent to do so. 

Following this three-month observation, the author was 

co-enrolled in two courses by the school administrators, 

who had obtained the consent of the English professors.  

From the inside, I served as a mentor to other teachers, an 

adviser to students, and a teacher myself. Each day, I had 

conversations with various members of the school 

community, including instructors, students, and parents. 

On weekdays (Monday through Saturday, 7 a.m. to 2 

p.m.), I paid a visit to the school. It should be mentioned 

that being an insider researcher has certain restrictions. 

For instance, my past knowledge may be seen as biassed, 

and more familiarity could cause me to lose my neutrality. 

As an insider and a researcher, I also had to strike a 

balance between the two roles. It is possible that when I 

interview my participants, they will think I know all there 

is to know about their subject. I overcame these obstacles 

by using several data sources and doing many informal 

interviews. Also, I knew that as a researcher, it was my 

job to was committed to collecting data while serving the 

school and the school community members. 

 

 

Thus, the insider and outsider positioning enabled me to 

build ease of access, greater intimacy, and openness; gain 

richer,thickerdescriptionsofdata;andbringflexibilityand 

wholeness to the research process (Labaree2002). This 

positioning also built personal and professional trust 

through daily social encounters and negotiated participa- 

tion (Wang 2013). It also made multiple observations and 

post-observation interviews possible to unravel teachers’ 

and students’ stories as lived experiences. These observing 

and interviewing are considered as reflective and dialogic 

practices (Kern et al. 2012). 

 
ParticipantsandInformedConsent 

 

Before the empirical fieldwork commenced, the author 

convened a meeting with six English teachers and fifty 

seven students detailing an informed consent form, and 

distributed informed consent form sheets to them even 

though these lessons were part of the language curriculum. 

I asked them to read through and sign off the form 

toensurethatallofthedatawouldbekeptconfidentialandbe 

used for publication purposes. They agreed to sign the 

consent form as a legal document of their participation in 

the study. They also deserved the right to withdraw from 

the study. Thirty hotel hospitality students and twenty 

seven accounting students volunteered to participate in the 

research project. They had received formal English 

instruction for 11 years, and their language ability ranged 

from elementary to intermediate based on a TOIEC paper- 

based placement test. The students were in the second year 

when the present research study commenced. All the stu- 

dents were competent in two languages: Bahasa Indonesia 

and Javanese or Madurese or Balinese. Some were com- 

petent in Javanese, Madurese, and Bahasa Indonesia. They 

came from families with different socio-economic back- 

grounds(e.g.,farmers,teachers,entrepreneurs,government 

employees, casual workers). 

 

InstructionalProcedures 

 

Intensive reading was part of the language curriculum in 

that it was one of the language skills tested on the final 

national examination. For this reason, the participating 

English teachers and I applied literature circles to two VE 

reading classes in order to build communities of engaged 

readers. These classes were carried out in regular class 

periods inasmuch as the adoption of literature circles was 

oneoftheinstructionalinnovationsaimingtohelpstudents 

become competent and engaged EAL readers. As a whole, 

theadoptionofliteraturecirclesaimedtoexploredifferent 
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vocational texts, familiarize the students with social prac- 

tices in their vocational domains through reading written 

texts, and raise their awareness of how English operates 

within such texts. Literature circles were deployed as 

instructional mediation for the students to do engaging 

readingtasks.Theclassesmettwiceaweek,andranfor 3 hours 

and 2 hours respectively. Before the students embarked 

upon doing literature circle-oriented activities, they were 

scaffolded to perform such tasks in the first four class 

periods. Overall, the students engaged in the fol- lowing 

instructional activities. 

Firstly, the teachers and the students negotiated how to 

form groups. The students were offered two options of 

whether they chose their own group members (student- 

chosen) or of whether the teacher picked group members 

(teacher-chosen).Inthisstudy,thestudentschosetheirown 

group members. Despite this, the teacher encouraged the 

students to include group members with mixed language 

ability so that high proficiencystudents couldsupporttheir 

low proficiency peers. This is the core of collaborative 

work. In what follows, once the students formed groups, 

they were assigned different roles. In this literature circle- 

oriented reading instruction, there were two major roles 

each group had to play: host and guest. Host groups pre- 

sented the selected text to guest group members. The guest 

group members posed questions regarding content or 

vocational knowledge (e.g., accounting topics: the 

recording process, the accounting cycle, and financial 

statements and hotel hospitality: hotel room reservation, 

international hotel websites, and guest registration) and 

language (e.g., vocabulary and grammar). Thus, the pre- 

sentation of the chosen text had to touch upon these two 

areas:vocationalknowledgeanduseofgenreandlanguage in 

the text. This is the nature of VE reading instruction. 

Intermsofroleassignment,eachofthegroupmembers, 

hostandguest(visiting),playeddifferentroleslistedbelow. 

 

Roles of Host and Visiting Groups Played 

by Students 

 

HostGroup: 

• TextPicker:looksforanappropriatetext. 

• Passage Master: understands a text in terms of an author’s 

mainpurpose or topic, tone, mode, register or style, and main points 

as wellastocritiquetextrelevancywithcorecompetenciesinareasof 

study (e.g., hotel hospitality and accounting). 

• Summarizer prepares a summary of the chosen text, which clearly 
spells out a topic sentence, main ideas, and a concluding sentence.  

• Language Enricher identifies important words and grammatical 

pointsthathostgroupmembershavejustlearnedandvisitinggroup 

members need to learn. 

• Passage Enricher suggests further readings so that visiting group 
members can learn more about related texts. 

 

 
 

VisitingGroup: 

• Text Assessor assesses if the chosen or presented text is relevant to 
the chosen topic. 

• Information Seeker finds as much information as possible in the 

text. 

• Questionerasksquestionsbasedonthetext. 

• Language Observer identifies any unfamiliar vocabulary and 
grammatical patterns, which need to be learned. 

• Note Maker and Reporter take notes of what has been learned or 

discussed and reports some main points to the whole class and the 

teacher. 
 

 

 

 

It is important to note that before a literature circle 

began, the host groups needed to navigate and prepare 

texts. The group members who played roles as text picker 

and passage master did these jobs, while other members 

designed and prepared poster presentations. During small 

peer-led discussion sessions, the guest or visiting group 

members visited host groups’ posters assigned. Within 

groups, the students had to discuss the roles they played in 

each reading circle. In each reading circle, the studentstook 

turns playing a different role so that they experienced all 

the roles in both guest and visiting groups. In this way, the 

students were afforded ample opportunities to learn both 

content knowledge and language through differentrole 

assignment. In addition, during the sharing and dis- cussing 

session, the teacher walked around the groups to ensure 

that all the group members were engaged in litera- ture 

circle activities. Finally, after each of the reading circles 

was completed, the guest group members reported what 

they had learned from the sharing-and-discussion session, 

while the host group members gave a short report on what 

they did and contributed during the sharing-and- discussion 

session. 

 

DataandDataAnalysis 

 

Empirical data were collected through participant obser- 

vations, focus groups, and interviews. Both the focus 

groups and the interviews served as verbal justifications 

from the participants for what was observed in the class- 

room and for what was unknown in the classroom obser- 

vation. The participant observation and focus group 

discussion data were video recorded, while interview data 

were audio recorded. Digital recording was used to gen- 

erate more contextual data, to gather richer data, and to do 

careful micro-interaction and thematic analyses and inter- 

pretation by playing back the digital data many times 

(DuFon2002;Fetterman2010).Asaresearcher,Iwasfully 

aware that the presence of video or audio recorders or the 

actofrecordingitself inthe classroomorgroup discussion/ 
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interviewsessionsmightaffectstudents’normalperfor- 

mance,thenaturalnessofdatacollection,orthenatural 

flowofclassroom-situatedpedagogicpractices.Tomini- mize 

these effects called the observer’s paradox or partic- ipant 

reactivity (Gordon 2013) and to ensure the reliability 

ofbehavioraldataobtainedviavideorecording,Iplaced 

theequipmentatdistance.Thesecondstrategywas 

exposingtheparticipantstolongerperiodsofvideo recording to 

acclimate them to the presence of the equip- 

ment.Thirdly,Iinformedtheparticipantsoftheuseof 

videorecorders forteacherreflectionandforresearchdata. 

Theempiricaldatawerequalitativelyanalyzed.This qualitative 

analysis entails an interpretative enterprise. To 

discernmultifacetedqualitativedata,micro-interaction 

analysisusingAnderson’s(2009)interactionframework 

wasdeployedtoexaminethecollecteddigitaldatagar- 

neredfromclassroomobservations.Allthedigitaldata were 

transcribed and reviewed, and the data showing par- 

ticipants’actions,moves,andinteractionalpatternswere 

tabulated.Thedatawerecategorizedintomoment-by- moment 

interactions(teacher–student and student–student 

interactions),characterizationsofsuchinteractions(how 

muchboththeteachersandthestudentsvaluedsuchinteractions)

,andinteractionalpatterns(howstudents 

interactedwiththeirpeers).Thesethreelayersoftheanalysisallo

wedmetocapturesomeemergingfindings 

relevanttothetworesearchquestions. 

To identify patterns and develop finding themes, thedata 

collected from the interviews and focus group dis- cussions 

were analyzed using Braun and Clarke’s (2006) thematic 

analysis and classroom discourse analysis (Wi- dodo 

2015b). The thematic analysis aimed to thematize 

meanings; it is an analytical tool for ‘‘identifying, analyz- 

ing, and reporting patterns (themes) within data’’ (Braun 

and Clarke 2006, p. 79). This analysis embraced familiar- 

ization with data, generating initial codes, searching for 

themes among codes, reviewing themes, defining and 

naming themes, and producing the final report (see Braun 

and Clarke2006forafuller discussion ofeachstep).Thus, the 

data were categorized and coded based on recurring 

themes, which represented datasets relevant to specific 

research questions (Braun and Wilkinson 2003). The 

classroomdiscourseanalysiswasusedtomakesenseofthe 

categorized data. Due to a myriad of the digital data (13- 

month fieldwork), as Yan and He (2012) suggest, a 

reductionprocess of data analysiswas required to organize 

and review relevant data representing what was actually 

being examined. Only small portions of the data were 

reportedinthisarticle.Inthisdatalabeling,non-specificor 

irrelevant data were omitted. 

FindingsandDiscussion 

 
Based on selective data analysis, three finding themeswere 

identified, such as (1) navigating and selecting VE texts, 

(2) assigning roles through teacher-mediated negotiation, 

and (3) collaborative meaning-making activities. These 

findings are presented in a narrative way accompanied with 

discussions. Following Rowland and Barrs’ (2013) 

argument, I would contend that the main findings provide 

readers with a contextual understandingof the adoption of 

literature circles in reading classes, which is useful to ‘‘a 

wider audience of fellow practi- tioners and researchers 

interested in what goes on inside classrooms’’(p.64). 

 

 

Navigating and Selecting Vocational English (VE) 

Texts 

 

Empowering students to take the ownership of learning 

experience is one of the key features of student-centered 

language pedagogy. In reading in EAL, for instance, such 

ownership lies in to what extent students independently 

findandselecttheirowntexts.Oneofthewaystobuildthe 

ownership of learning is asking students to find and work 

on real-life texts, which take the form of spoken, written, 

and visual artifacts. These texts represent social experi- 

ences. Attheoutset,theteachersstarted providingstudents 

with a sample real-life text, relevant to their major, a hotel 

websitetext.Thistextassistedthestudentstorecognizethe 

nature of the hotel website text. The teachers explainedwhy 

the text warrants closer reading in order to help the 

studentsrecognizetheimportanceofthetext.Thissuggests 

thatatextisastartingpointfordoingassignedtasks. Texts are 

social products of tasks performed, so both texts and tasks 

are mutually complimentary. 

Inaddition, affording the students afreedom to navigate 

and select their own VE texts typifies the literature circle- 

basedintensivereading.Ineachreadingcircle,thestudents 

chose their own texts based on the agreed vocationaltopics. 

This self-selection of text personalized what they needed to 

read based on the negotiated theme or topic. Within 

groups, they had to negotiate vocational texts they 

neededtoreadandshare.Thosewhoplayedaroleasatext picker 

were responsible for choosing texts, and then they 

discussed the texts with group members before they pre- 

sented the texts to guest group members. The student 

participants provided a wide range of responses to this text 

navigation and selection, as shown in the following inter- 

view data. 
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Students’ Vignettes 1: Navigating and Selecting 

Vocational English (VE) Texts 
 

Student1 

I think that the chosen topics are really relevant to what I am 

studying now. These help me enrich my specialized English 

words. Having sufficient specialized words helps me understand 

specialized texts written in English. Additionally, searching for 

texts online based on this topic builds my learning autonomy 

(Hotel Hospitality Student, October 2012). 

Student2 

I feel that the topics selected assist me in understanding my 

vocational knowledge, learning more technical terms, and 

learning English for hotel hospitality. I enjoy browsing different 

hotel hospitality texts, which relate to my area of specialization 

(Hotel Hospitality Student, October 2012). 

Student3 

In my opinion, the topics which are related to my major, 

accounting,assistmetoknowmoreaboutaccountingwords.For 

thisreason,thisenablesmetounderstandaccountingtextsinthat my 

accounting teachers sometimes give accounting texts in English 

and ask me to write in English. I also have an opportunity to find 

out accounting texts that I find useful forme (Accounting 

Student, October 2012). 

Student4 

I am happy that the topics chosen are relevant to accounting. 

Thoughinaccounting,someaccountingtextscontainavarietyof 

numerical languages, I need to learn how I express ideas related 

to accounting in English. More importantly, many accounting 

termsremainwritteninEnglishthoughaccountingtextbooksare 

written in Bahasa Indonesia. Finding vocational texts in English 

by myself empowers me to become autonomous readers (Hotel 

and Hospitality Student 2, October 2012). 
 

 

 

Students’ Vignettes 1 show that the students felt that 

navigating their texts allowed them to read texts based on 

theirinterestsandareasofvocationthattheywerelearning. 

More crucially, self-initiated text navigation could build 

learning autonomy, thereby taking the ownership of lan- 

guage learning. When asked about what kinds of texts the 

students were navigating, they remarked that they found 

and selected the texts based on their familiarity with topics 

of texts and what they learned in their vocational subjects. 

Almost all the participants gave testimony that if the text 

was rather difficult and contained a lot of unknown words, 

they did not pick such a text because they had to enjoy 

reading the text. Most of the students also indicated that 

theywouldpicktextsrelevanttowhatprofessionalsintheir field 

encounter. Therefore, they argued that professional 

discourses and genres are commonly preferred. In addition 

to consulting vocational texts with the English teachers, 

they consulted the texts with their vocational subject 

teachers. They felt that the vocational teachers could sug- 

gest appropriate vocational texts. This evidence suggests 

that the roles of vocational subject teachers are important. 

Therefore,collaborationbetweenlanguageteachersand 

vocational subject teachers are badly needed. In the needs 

analysis, I involved these teachers in determining voca- 

tionaltopicsthatthestudentslearnedinvocationalsubjects 

because vocational topics had to reflect core competencies 

that the students needed to learn within the formal voca- 

tional curriculum. The texts they found were not only for 

learning English but also for enriching their vocational 

knowledge. Thus, most of the students navigated and 

selected texts relevant to what they learned in their voca- 

tional subjects because most of the advanced vocational 

texts were written in English. Additionally, the school 

library got some English collections. They also remarked 

that they could easily findvocational texts online, and they 

argued that navigating vocational texts not only personal- 

ized what to read but also motivated them to read their 

vocational texts in English. Interestingly, the students 

indicated that self-initiatedtext navigation allowed them to 

buildtheirreadingtraditionbecausetheyhadresponsibility for 

navigating texts and sharing such texts with others in 

groups. 

Thefindingsabovesuggestthattextsshould: 

• be relevant to core competencies of students’ areas of 

specialization; 
• pertaintowhatstudentsarelearninginvocational subjects 

because they need to read vocational texts in 
English; 

• be authentic written discourses in hotel hospitality as 

well as accounting. This helps the students understand 

how hotel hospitality practitioners (e.g., a hotel man- 

ager, a hotel receptionist) and accountants use written 

English in their vocational domains; 
• helpstudentsacquiretechnicalvocabulary,whichis 

important in understanding vocational texts written in 

English and in preparing for the final examination for 

vocational subjects; and 

• serveasatrigger forexploring more pertinenttextsand 
discussingcriticalissues,whichrelatetostudents’areas of 

specialization (e.g., hotel hospitality andaccounting). 

These criteria bridge a gap between what students 

encounter in vocationally oriented interactions and what 

they experience in the classroom. In the context of VE 

instruction, when students have no prior knowledge or 

experience in particular areas of vocation, they find VE 

texts (e.g., technical or specialized terminologies) confus- 

ing or paralyzing. Asking students about what suits their 

interest and need helps us as teachers match texts and 

students as readers (Vardell et al. 2006). In this way, stu- 

dents can tackle difficulty in technical terminologies. 

Moreover, text navigating tasks build autonomy, create 

engagement, and boost empowerment, which help the 

studentsrecognizetheiragencyasengagedreaders.As 
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McElvain (2010) points out, these have significant impli- 

cations for reading self-efficacy, confidence, and willing- 

ness to participate in class discussions initiated by reading 

texts. 

 

Assigning Roles through Teacher-Scaffolded 

Negotiation 

 

Beforethepresentprojectstarted,theparticipatingstudents 

never experienced literature circle activities before. Forthis 

reason, modeling how students were supposed to play 

different roles in literature circle-oriented tasks is form of 

instructional scaffolding. This scaffolding helped the stu- 

dents understand how to perform a particular focused task 

based on the agreed roles. As mentioned earlier in the 

instructional procedure, in role assignment, the students 

were entrusted to negotiate what roles they played in lit- 

erature circle tasks. They independently chose different 

roles in each reading circle. Thus, role assignment was 

negotiated within groups. In this teacher scaffolding, the 

teacher had to make sure that each group was functioning. 

Furthermore, the responsibility of the teacher was to 

facilitatehoweachgroupmemberexercisedhisorherown 

responsibility. 

AsseeninFig. 1,theteachershowedhowtopresentthe 

chosen text and what details the students needed to focus 

on. This is an example of how the students played a role as 

a passage master. This teacher scaffolding was useful in 

guiding the students how to function in group. In addition, 

the students had autonomy to explore what they could do 

when playing particular literature circle roles. This teacher 

scaffoldingwasthepointofdepartureforthestudentstodo this 

exploration. 

Figure 2below shows that the student as a passage 

masterwaspresentingthetextinEnglish,andtheother 

 

Fig.1Theteacherdemonstratingwhattodiscuss 

 

 
 

Fig. 2 The student showing what to present following teacher’s 

modeling 

 

 

visiting students were paying attention to the master. The 

teacher was monitoring how the passage master was elo- 

quently giving a passage presentation. In addition to what 

the teacher modeled to the students, they were afforded 

autonomy to do oral presentation. This finding suggeststhat 

the teacher mediated how the student performed an 

assigned role, and more crucially, all the students engaged 

in text presentation through posters. 

Interview data also show students’ responses to role 

assignment, presented in the following vignettes. 

 

Student1 

Assigningroleswhenreadingatextallowedmetofocusonwhatto do and 

what to pay attention. I never did this before. For me, playing 

roles made our reading lesson lively and dynamic because each 

student had their own responsibility (Hotel Hospitality Student, 

October 2012). 

Student2 

I did enjoy playing roles given to me. The most valuableexperience 

that I got from this is that my peers and I discussed 

whichrolesIplayedsothatIcouldcontributetothegroup(Hotel 

Hospitality Student, October 2012). 

Student3 

I felt empowered when I took roles. What I enjoyed most is that I 

had clear-cut responsibility and shared roles with my peers, so I 

felt that shared reading was enjoyable and built a community of 

active and responsible readers. These roles were rotated, so we 

could experience each role, and how this different role enriched 

our learning experience (Accounting Student, October 2012). 

Student4 

Though my group members played different roles, the teacher 

showed how toact outsuch roles. This teacher support made me 

cleartowhattodoandhowtoperformsuchroles.Theclassroom 

atmospherewasreallyempowering.Moreimportantly,everyone 

engagedinareadingactivityastheysharedresponsibility.Inthis way, 

we were responsible for our own learning (HotelHospitality 

Student, October 2012). 
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Students’ Vignettes 2: Assigning and Modeling 

Assigned Roles 

 

The vignettes above show that assigning roles to the stu- 

dents leads to focused reading tasks, creates lively and 

dynamic reading lessons, and allows the students to con- 

tribute to the group and to assume shared responsibility. 

Additionally, role assignment builds a community of 

responsibly engaged readers, encourages the students to 

become responsible for their own learning, and helps them 

enrich their learning experience. More crucially, such a 

learning environment makes the students feel empowered 

to do assigned reading tasks. These benefits are also 

articulated in previous studies by Nolasco (2009), McEl- 

vain (2010), Canals (2011), and Shelton-Strong (2012). 

This role assignment also typifies how literature circles 

should be enacted to ensure students’ engagement in the 

classroom. In this role assignment, students should be 

afforded autonomy to choose roles that they can assume in 

eachreadingcircle. Itisalsoimportant tobearinmindthat the 

rotation of roles is a critical aspect of literature circles so 

that students can gain different learning experiences. This 

role rotation can also empower students to become 

engaged actors in each reading circle. It is a passport to 

successful literature circle-oriented intensive reading 

instruction.Therefore,ateacherplaysaroleasaguidewho 

always ensures that students play their own roles so that 

they contribute to their groups. 

 

Meaning-Making Activity 1: Host Group 

Performance 

 

Based on the close examination of observation data, a 

group member who played as a text picker explained why 

his group chose this text, and a text master proceeded to 

detail some main points in the text and also explained how 

thetexthadrelevancytotheirmajor.Heelaboratedthetext 

eloquently. However, in another group, a text master 

switched from English to Bahasa Indonesia. She said that 

‘‘letmeexplainthispointinBahasaIndonesiabecauseIdo 

notknowhowtoexpressitinEnglish.’’Oneofthevisiting group 

members responded in this way: ‘‘No worries about this. 

We are still learning how to express some ideas in 

English.’’ After this text presentation, a language enricher 

listed some unfamiliar vocabulary, which the group had to 

learn and explore different meanings in context. In this 

respect, the language enricher adopted sample sentences 

stored in an online dictionary and a corpus. She made use 

of online Macmillan dictionary and corpus of contempo- 

rary American English. The reason for using online 

resources is that the students wished to show how the 

pickedunfamiliarwordsareusedincontext.Asalanguage 

enricher student put it, 

This activity helped us to see how unknown wordsare 

used in certain situations. I think that these online 

resources are very helpful in increasing our vocabu- 

lary. By exploring this unknown vocabulary in these 

online resources, we easily remember the words 

because we pay close attention to how these words 

are used in different contexts. 

Inanothergroup,thelanguageenricherstudentemphasized that 

These online resources show us how each word is 

syntactically written, and more importantly enable us 

toseehowfrequentcertainvocabularyoccurs.Imean 

whether a certain word is frequently or rarely used. 

Particularly in genre and language analysis tasks, when 

sharing and discussing texts with guest group members, 

host group members talked about genres, which were 

typical of their vocational areas, such as information 

reports, procedures, and argumentative genres. For 

instance,hotelhospitalitystudentsreportedthatmanyhotel 

hospitality texts contained mixed or hybrid genres, that is, 

information report and argumentative genre. This was 

evident in many hotel website texts because a hotel man- 

agement would like to convince prospective guests to stay 

in their hotel while giving detailed information to the 

guests. In another case, accounting students remarked that 

financialstatementtextsweredescriptiveandproceduralin 

nature. For example, when the students worked on a cash 

flow statement text, they had to understand moves of this 

text in order to create a cash flow statement acceptable to 

theiraccountingarea.Inaddition,thestudentshadtoknow that 

the cashflowstatement should provide thereaderwith 

information on financial health of a particular company, 

which reflects the purpose of the cash flow statement text. 

In addition to doing genre analysis, the students docu- 

mented grammatical patterns commonly found in the texts 

they read and discussed. For instance, hotel hospitality 

students found a high frequency of simple present tenses 

and persuasive tones in hotel website hotels (e.g., Our best 

available rate guarantee [persuasive tone] assures [simple 

present tense] you receive the best rates [persuasive tone] 

whenyoubookdirectlywithus[persuasivetone];Thehotel 

isequipped[simplepresenttense]withthemodernservices 

& amenities [persuasive tone]…). The high frequency of 

simplepresenttenseandpersuasioninhotelwebsitetexts 

was due to the fact that all hotel hospitality industries offer 

service excellence to guests, and in turn, this excellencecan 

build hotel reputation and increase room sales, for 

example. Thus, both the hotel hospitality students and the 

accounting students found genre and language analysis 

tasks engaging because they not only learned moves of 

vocationaltexts,butalsotheyrecognizedavarietyof 
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grammatical patterns and textual tones in authentic texts, 

which were relevant to their vocational interests. 

The sharing-and-discussion session can be depicted in 

Figs. 3, 4. This session typifies how the students made 

meaning of the text and negotiated meaning of it, and the 

students scaffolded one another. In this session, the stu- 

dents focused on meaning-making activities, which 

involvedtextcomprehensionandtextinterpretation.Inthis 

meaning making, the students also discussed how the 

knowledge of vocabulary, genre, and grammar facilitated 

this enterprise. They mutually supported how to make 

meanings of the text through recognizing how lexical, 

genre, and grammatical resources were used in the text. 

They realized that the role of such knowledge is a passport 

tobothtextcomprehensionandtextinterpretation(Duncan 

2012). 

 

 

 

Fig.3Meaningmaking(hostgroup) 

 

 

 

Fig.4Meaningmaking(hostgroup) 

Meaning-Making Activity 2: Guest Group 

Performance 

 

Based on another close analysis of the observation data, 

after the host group presented the text, guest or visiting 

group members took the turn to play their roles. To begin 

with, a text assessor evaluated whether the text was rele- 

vant to the agreed reading topic and area of study. She 

stated that ‘‘the text looks interesting and contains some 

language expressions which relate to our major. I think the 

text is worth reading and sharing.’’ Then, an information 

seeker read through the content of the text, and she rec- 

ommended some questions to a questioner. The questioner 

then posed some listed questions to the host group mem- 

bers, and the host group members had to answer these 

questions. At this point, the text master tackled these 

questions. Once all the questions had been tackled, a lan- 

guage observer identified some unfamiliar words, which 

differed from what the host group member spelled out. In 

response to this, the language enricher explained these 

words in Bahasa Indonesia as a tool for making meanings 

clearerandmoreunderstood.In thisway,newwords could be 

internalized in student mind. After the guest groupasked 

questions and discussed these questions, a summa- rizer of 

the host group listed some main points as rein- forcement 

though the text master did so, but the summarizer was 

responsible for getting some points recalled so that both 

host group members and guest group members 

remembered what had been explained. After- wards, a text 

enricher advised what sort of texts the guest group 

members had to read to enrich their knowledge and 

language resources. As a wrap-up session, a note maker or 

reporter of the guest group members told what had been 

shared, discussed, and debated during the sharing-and- 

discussion session to the whole class. Each group took 

turns to do so. The teacher provided a holistic evaluation 

and reinforced what had been shared and learned. 

Based on the empirical evidence of meaning-making 

activities1and2,thestudentsmakeuseofonlineresources (e.g., 

e-dictionaries) as a language scaffolder. These online 

resources provide students with lexical resources and lex- 

icalenrichment.AsLeonardi(2010)pointsout,vocabulary 

plays a crucial role in EAL classrooms because without 

vocabulary, no message is successfully conveyed. In short, 

a dictionary serves as ‘‘a vocabulary builder and facilita- 

tor’’ (Leonardi 2010, p. 101). Secondly, the participating 

students deploy their second or native language, Bahasa 

Indonesia,as atoolfor clarifying wordmeaningswhereno 

equivalent words in English are identified. The use of first 

language is a useful pedagogical tool or scaffolder, which 

helps students make intended messages clearer to audi- 

ences. Thus, the role of translation remains pivotal in the 

classroomwhereEnglishisrarelyspokenindailysocial 
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interaction; the only access is the Internet, which providesa 

wide array of spoken and written texts. Thus, translation 

plays a crucial role in developing their EAL competences. 

Littlewood and Yu (2011) suggest that the use of first 

languagebedeployedtostrategicallymotivatestudentsand 

clarify unfamiliar words. Another key finding is that the 

students use idea reinforcement as a tactic or strategy for 

recalling important ideas. This tactic helps students wrapup 

what they have discussed. As a whole, the students act out 

their assigned roles, and more importantly, each group 

member takes up her or his role(s) assigned successfully. 

In many reading classes, particularly in Asia, language 

teachers teach intensive reading classes, which focus on 

learning to answer reading test items instead of learning to 

read in English. Echoing what Macalister (2011) argues, 

teaching reading does not simply provide students with 

texts and test whether they have understood the texts 

through a battery of comprehension questions. Therefore, 

reading comprehension is notorious for testing student 

comprehension. By adopting literature circles in intensive 

reading programs, language teachers can redesign the 

dynamics of reading classes. As the students in the current 

studyindicated,theadoptionofsuchaninstructionalmodel is 

valuable for some reasons, including engaging students in 

different learning tasks; affording them a variety of choices 

in selecting their own texts and negotiating roles with their 

peers; taking responsibility by playing specific 

roles;buildingcollaborationbetweenthestudentsandtheir 

peers in sharing and discussing the chosen texts; and 

building a dynamic learning community by supportingeach 

other and seeing one another as resources. 

Though the student found the experience with literature 

circle tasks worthwhile and engaging, and they were gen- 

erally in favor. They found three major problem areas. 

First, when negotiating roles, low proficiency students 

avoided playing roles as text masters and language 

enrichers because they felt that they were lack of these 

areas. For this reason, they received teacher’s additional 

training in these areas. In addition, high proficiency stu- 

dents provided support by mentoring their low proficiency 

peers and by creating a learning community outside the 

classroom. Second, in the first term (August–December 

2012),manystudentsdidnotfeelconfidentinplayingsuch roles 

as text masters, language enrichers, text assessors,and 

passage summarizers because they thought that they would 

need to develop their presentational skills, language skills, 

and critical reading skills. The students noted that they did 

not get used to reading texts critically. In five reading 

circles, the students received more training in oral 

presentation, text evaluation, text summarization, and 

critical reading. Drawing on these problem areas, in the 

implementation of vocationally oriented literature circle 

tasks,studentsshouldunderstandrolestheywishtoplay. 

Teachers need to model how to play these roles. In addi-

tion, students are afforded the opportunity to choose their 

ownrolesanddecidewhichrolestheyarereadytoexercise 

astheygothroughtheentireprocessofeachreadingcircle. 

Despitetheproblemsidentified,intensivereadingpro- grams 

coupled with a literature circle approach are worth- 

whileinAsiawhereEnglishisstillseenasaforeign 

language.Literaturecircle-orientedintensivereadingles- 

sonsoffersomeadvantagescomparedtotraditionalor 

comprehension exercise-oriented intensive reading 

instruction.First,literaturecircle-orientedintensivereading 

lessons can empower students to become engaged readers 

becausestudentsplay different rolesin each reading circle. 

Moreimportantly,theycannegotiateandchoosetheseroles 

withingroups. Thisnegotiated role assignment gives stu- 

dents autonomy to decide what role they can exercise in a 

certainreadingcircle.Second,aliteraturecircle-oriented 

intensivereadinglessonallowsthestudentstoshareand 

discusswhattheyhavelearnedfromreadingatextpre- 

sented.Thissharedreadingactivitycancreatedialogic 

readingactivity.Thisdialogicreadingengagesstudentsina 

meaning-makingenterpriseinwhichtheuseoftextisa 

springboard for a small peer-led discussion. In this enter- 

prise,thestudentscanfocusonwhatreadingareasthey 

wishtolearnandtalkabout.Third,theliteraturecircle- 

orientedintensivereadinglessonassiststhestudentstotake 

sharedresponsibilityforunderstandingandinterpretingthe 

presentedtext. Thiscan create opportunitiesfor learning to 

read and for reading to learn because students can empha- 

sizemeaning-makingactivity.Thismeaning-making 

activityenablesstudentsnotonlytodeveloptheirlanguage 

abilitybutalsodeepentheirvocationalknowledge.In 

addition,sharedresponsibilitycanlightenstudents’reading 

loads. Last, literature circle-oriented intensive reading les- 

sonsassistthestudentstoenrichlinguisticresourcesthrough 

text presentation. Students are given the opportu- nity to 

navigate, select, read, and discuss a variety of texts. 

Throughreadingthesetexts,theyidentifylinguistic resources 

they need to know. By surveying these linguistic 

resourcesinauthentictexts,thestudentscanenrichtheir 

linguisticrepertoire.Takentogether,followingMickan’s 

(2013)frameworkforworkingwithtextsformeaning making 

incontext,literaturecircle-orientedintensive 

readinginstructionallowsstudentstoworkontext-rich 

activities,suchasunderstandingandinterpretingatext, sharing 

and discussing the text, as well as evaluating what they 

have read. The students also have the opportunity to 

observetextsinuseandanalyzethetextsintermsofcontent 

andlanguage.Inthisway,thegoalsofreadingprogramsare to 

develop students’contentknowledge andenhancestu- dents’ 

language repertoire. More importantly, in literature circle-

orientedintensive reading,studentsengagein mul- 

timodaltasks,suchasreading,talking,listening,and 
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writing. This can create a learning atmosphere that 

emphasizes the learning of integrated language skills. 

 

 

ImplicationsandConclusion 

 
Three important instructional implications can be drawn 

fromthefindingsofthestudy.First,literaturecirclescanbe 

incorporated into intensive reading programs that focus on 

both knowledge building and language awareness. The 

findings suggest that the use of this instructional method 

engagesstudentsinreadingasmeaningmakinganddialogic 

activitythathelpsstudentsdeveloptheirreadingabilityand 

languagerepertoire.Tooptimizethismeaning-makingtask, 

readingteacherscanassignandrotaterolesthatstudentscan 

play.Third,teacherscanuseavarietyofmultimodaltextsso 

thatstudentscandiscussdifferentdimensionsoftexts,such as 

genres, lexico-grammatical points, discourse-semantic 

meanings, visual grammar, and the relationship between 

verbal language and visual language. To conclude, the 

adoptionofliteraturecirclesintheVEreadinglessonsdefi- 

nitely encourages student engagement and empowerment. 

Thepresentstudyhasshowedhowliteraturecirclesworked in 

intensive reading programs. I acknowledge that a more 

completepictureoftheenactmentofliteraturecirclesinboth 

extensiveandintensivereadingprogramscouldbeprovided 

infuturestudies.Forexample,anexperimentalstudymaybe 

conductedtolookattowhatextentliteraturecircle-oriented 

extensive and intensive reading programs impact on students’ 

reading fluency and achievement. A qualitative case study 

mayalsobeundertakentoinvestigateinwhatwaysdifferent 

types of teacher scaffolding and peer support in literature 

circle-basedextensiveandintensivereadinginstructionhelp 

studentsbecomecompetentandengagedreaders.Thereisan 

urgent need for investigating the use of literature circles in 

both intensive and extensive reading programs in the EFL/ 

EALcontext.Thesefutureresearchagendasaimtodocument 

more empirical evidence regarding the use ofliterature cir- 

cle-orientedreadingprogramsindifferenteducational con- 

texts in general and in other ELT contexts in particular. 
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